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Section 1: Syllabus

Graduate TESOL Program - ELT Material Design and Development

The goal of this course is to learn how to humanize and personalize a coursebook for your
learners. Teachers teach from coursebooks, but coursebooks are never perfect. The
difference between an OK language class and a great language class is often the teacher’s
ability to select, adapt and supplement appropriate language learning materials and
activities into an existing coursebook. The process of selecting and adapting and
supplementing the appropriate materials almost always depends on the students that we
are teaching. To help us better understand the process involved | have selected a recently
published coursebook that we will be using to create, adapt and supplement materials for.

The course will be run as a simulation and seminar, that is, you will have input sessions to
help you meet the assessment requirements, but the assessment requirements will be
imbedded within a real-world context. For example:

The language institute that you work for has just chosen a new coursebook for it upper level middle

school students. The owner of the institute has asked you to prepare resources and specific teaching

materials for this coursebook. The owner would like these resources organized in the following

manner:

1) Vocabulary building materials

2) Inductive teaching and discovery learning materials

3) Personalized and contextualized freer communicative practice activities

4) Task-based learning and performance assessment activities

5) Authentic listening and reading activities

There will be two texts for this class. The first text is Connect: Student Book 3, 2nd
Edition published by Cambridge University Press and written by Richards, Barbisan &
Sandy. Here’s a couple of links from yes24.com and interpark.com
http://www.yes24.com/24/Goods/3243921?Acode=101
http://book.interpark.com/product/BookDisplay.do? method=detail&sc.shopNo=000040
0000&sc.prdNo=204021360&bookblockname=b__sch&booklinkname=bprd__title

The second text for this course will be a packet of materials that you can pick up from %=

Grading and assessments:

30% Attendance (10%) and active participation in class activities (20%)
70% Materials Portfolio (700 points) that will include the following:
e Vocabulary building materials (140 points)
Inductive teaching and discovery learning materials (140 points)
Personalized, contextualized and freer communicative practice activities/games (140 points)
Task-based learning and performance assessment activities (140 points)
Authentic listening and reading activities (140 points)

The idea is to create a portfolio of materials that will allow you to humanize, personalize,
and localize an international textbook from a major publisher, so that you can 1)
understand the process and 2) so that you can have materials to use in the future.



Weekly Plan

This weekly plan is a tentative plan. It may not be followed exactly. The lecturer will
decide what to cover according to the participants’ needs, their understanding of the
contents, and overall progress.

Week/Date Reading/Homework In class activities/Assignments
Week 1 Introduction of students, lecturer and
course, Life Map
Week 2 Tomlinson's Humanizing a Discussion/Lecture about reading
Coursebook
Week 3 Tomlinson's Introduction to Discussion/Lecture about reading
Materials Development
Week 4 Grave’s Adapting Coursebooks Sample Lesson & Materials #1 w/
processing: How did I adapt and
humanizing the coursebook?
Week 5 Willis’s Task-based Learning Discussion/Lecture on task-based
learning
Week 6 Thornbury’s How to put words to Sample Lesson #2: Task-based
work learning and processing
Week 7 Review of readings & Introduction to
the portfolio project
Week 8 Workshop: Vocabulary Building
Materials
Week 9 Identify unit vocabulary and activities | Workshop: Inductive Teaching and
for your portfolio Discovery Learning Present Perfect
Example
Week 10 Identify unit grammar and create Workshop: Communicative Activities
discover learning activities for your and Games
portfolio
Week 11 Identify communicative activities and | Workshop: Identifying Task topics and
games that expand units and lessons task types and creating performance
for your portfolio assessment activities
Week 12 Create a list of task topics and task Workshop: Using Authentic Listening
types based on lesson or units in the and Reading Materials
coursebook and design a TBL activity
for your portfolio
Week 13 Select authentic listening or reading Material share and conferencing
materials to expand a lesson or unit
and describe the activities to be used
for your portfolio
Week 14 Edit Materials and Activities based Material share and conferencing
on feedback form teacher and
classmates
Week 15 Final Edit and Upload materials and

resources to our class web page

Week 16

Portfolio Due




Section 2



Humanizing the Coursebook
(Please answer in full sentences and in your own words)

1. What does Tomlinson mean when he says teachers need to humanize their coursebooks?
Why are most coursebook lacking humanization?

2. What are some examples of how coursebooks can be humanized? What do all these
examples have in common?

3. If one were to try to humanize and localize a coursebook for adolescent Korean learners,
what kind of activities and materials might you want to try with them? Why?



Humanising the Coursebook

Brian Tomlinson
Leeds Metropolitan University
http://www.hltmag.co.uk/sep01/martl.htm [accessed January 2013]

Introduction

My first and most dramatic attempt to humanise a coursebook took place one wintry night in Liverpool thirty
five years ago. As a very young teacher of a night school class of underpriviledged under-achievers | could
take the tedium no more. | ordered the class to line up along the window with their middle-class, middle of the
road course books in their right hands. We opened the windows and, on the command "throw", they threw
their coursebooks away. Now we had no irrelevant materials for the English class. So, instead the students
brought their own. Soon we had a lot of comics and magazines and even one or two books as well. Then we
had a lot of fun devising activities together that involved the students in doing things that connected to
themselves.

In my thirty four years of teaching English since that dramatic act of defiance in Liverpool I've suffered
countless other coursebooks (including some I've written myself) which have needed humanising because
they didn't engage the learners | was using them with and because they didn't manage to connect with the
learners' lives. Sometimes it wasn't the coursebook’s fault; the books were potentially humanistic (including, |
hope, some of those written by myself) but they didn't match the psychological and sociological realities of my
particular groups of learners. Often though, it was the fault of the coursebooks because they didn't sufficiently
take into account the resources of the learner as a human being. Many of these coursebooks concentrated on
the linguistic and analytical aspects of language learning and failed to tap the human being's potential for
multi-dimensional processing. That is, they made insufficient use of the learners' ability to learn through doing
things physically, to learn through feeling emotion, to learn through experiencing things in the mind. They
didn't acknowledge that for human beings the most important factor in learning is affect (Arnold 1999;
Schumann 1999). In order to achieve effective and durable learning, language learners need to relax, feel at
ease, develop self-confidence and self-esteem, develop positive attitudes towards the learning experience
and be involved intellectually, aesthetically and emotionally (Tomlinson 1998a). They also need to make use
of their experience of life, their interests and enthusiasms, their views, attitudes and feelings and, above all,
their capacity to make meaningful connections in their minds. Not many coursebooks encourage them to do
this. Instead, many of them use an interrogative approach which continually underestimates and questions
the ability of the learners, and which often results in diminishment and loss of self-esteem for the learner and
a minimalising of opportunities for effective learning.

I hope from reading this Introduction it's becoming clear that what | mean by a humanistic coursebook is one
which respects its users as human beings and helps them to exploit their capacity for learning through
meaningful experience. | hope it's also becoming clear that by humanising the coursebook | mean adding
activities which help to make the language learning process a more affective and relevant experience.

Humanising Without the Coursebook

One way of humanising a coursebook is for the teacher to replace sections of it with more humanistic
materials which involve the learners in gaining and reflecting on experience. Or, as with my Liverpool example,
for the teacher to take the drastic step of replacing the coursebook altogether. This was a step which | also
took with a class of handicraft teachers at a primary teacher training college in Vanuatu. They were a class of
women with at least ten tears experience of apparently failing to learn English formally and with no confidence
at all in their ability to use English for communication. No coursebook ever written could have helped them
(unless it had been written for that class alone) and | soon decided to replace the book we'd been allocated.
Instead | told them that they were each going to write a novel. They were asked to think of an environment
they knew well and to develop a story situated in it. When they'd recovered from their shock they set about

the task and then spent every English lesson for the term writing their novels, whilst | made myself available



as an informant and supporter. In true Melanesian style they read each others work in progress and made
helpful suggestions. They quickly gained confidence and self-esteem and soon they were illustrating their
books with the beautiful drawings which they all seemed capable of and 'publishing’ them in elaborate and
attractive ways. I'm not claiming that by the end of term their English had miraculously improved but they'd all
written, revised and 'published' books which were at least sixty pages long. Even if they hadn't acquired much
English (though I'm sure they did) they'd done something in English which they were proud of; and they'd
gained far more confidence and self-esteem than all their coursebooks put together had ever given them.

Perhaps the best example of partial replacement I've experienced was a teacher in a high school in Jakarta
who asked her class if they liked their coursebook. Of course, in typical Indonesian fashion, they told her what
they thought she wanted to hear and were unanimous in their praise of the book. However, she persisted and
eventually persuaded them to tell her what they really thought of the book. It seems that they found it very
boring and, in particular, disliked the dull reading texts which seemed to have no connection with their lives.
The teacher's response was to divide the class into twelve groups and to give Group 1 responsibility for
finding something interesting for the class to read in English. Group 1 spent the week searching Jakarta for a
text which could engage their peers and on the Friday they delivered it to the teacher. On the Monday she
used the text for the reading class and then challenged Group 2 to find an equally interesting text for the
following week. This procedure continued for the whole of the semester with the students finding the texts and
the teacher supplying a variety of potentially engaging activities. The next semester the teacher told the class
they were responsible not only for finding interesting texts but for developing the activities and for 'teaching'
the reading lesson on the Monday. Each Friday, a group showed their text and activities to the teacher and
she gave them some advice for their lesson on the Monday. This procedure continued for the whole semester
with the teacher sitting in the back of the students' class whilst they gained confidence and enjoyment
connected to their lives (an experience similar to that of Jensen and Hermer (1998: 191) who found that "the
pupils are the best collaborators in a performance-based learning environment. They even find and devise
exercises and games themselves, research situations and texts.").

Other examples of partial replacement from my experience include:

e - Getting a class of Italian university students to script and record a radio soap opera set in the
college they were visiting in England (by giving each small group responsibility for producing an
episode) -

e Helping a multilingual class of intermediate level learners to video their versions of poems, short
stories and extracts from novels -

e Getting classes of high school students in Indonesia to participate in TPR Plus activities involving
activities (e.g. collective miming of stories, making of sculptures, painting of murals, cooking of meals
etc) which start off with the students following instructions spoken by the teacher but then develop
into activities initiated by the students themselves -

e Encouraging teachers in Indonesia and Japan to get students to develop their own class libraries by
staggering into class with a huge cardboard box and inviting the students to come and look at their
new class library. Of course, the box was empty and the students were challenged to fill it with
reading material which would interest their friends. In many cases, the students quickly filled their box
as a result of visits to travel agents, embassies, newspaper offices, publishers and supermarkets.
And one enterprising class in Jakarta even looked for English sounding nhames in the telephone book
and then visited houses asking for unwanted books, magazines and newspapers for their libraries. -

e Encouraging teachers in Japan to give each student in their class a blank cassette and then
encouraging them to record something interesting in English for their class Listening Library (one
teacher told me a year later that her class had over a thousand cassettes in their Listening Library)

For other ideas for supplementing the coursebook with student-centred, student-initiated activities providing
sensory experience of language learning see Jensen and Hermer (1998) who quote a father in Bateson
(1972) telling his daughter, "All that syntax and grammar, that's rubbish. Everything rests on the notion that
there is such a thing as "just" words — but there isn't." They advocate a performance approach which
promotes "a full sensory, physical and emotional appreciation of the language" (179) and provide many
practical examples of how to achieve their humanistic aims.



Humanising With The Coursebook

Often teachers are obliged to use a coursebook in all their lessons. In such cases they can humanise it by
reducing the non-humanistic elements of the book and by expanding and adding to those sections which
invite the learners to think, feel and do in order to learn.

Here's an example of such an approach:

1. getting the whole class to act out a version of a coursebook reading text from the teacher's spoken
instructions

2. giving them the coursebook text and asking them in groups to find as many differences as they can
between the two similar texts within a demanding time limit

3. organising a competition in which the groups take it in turns to articulate a difference without referring

back to the text

stimulating the groups to develop an extended version of the text in a local context

giving the students some of the coursebook activities for homework

S

Other coursebook based humanistic activities I've used include: -

1. Getting students to draw their versions of a reading or listening text before doing the coursebook
comprehension activities -

2. Getting students in groups to work out what happens in my mime of a text prior to reading it in the
coursebook -

3. Getting students to dramatise texts they are going to read in the coursebook from my spoken
narrative of the text. -

4. Giving the students part of a coursebook text and then asking them to complete it themselves before
reading the text in the coursebook and doing the associated activities -

5. Getting the whole class to write a local version of a coursebook text by inviting them to shout out
sentences and later to revise and connect them into a coherent story -

6. Giving the students the comprehension questions from the coursebook and getting them to write the
text they are based on -

7. Getting students to bring photographs to class to represent their local application of a coursebook text
or task they've used in a previous lesson -

8. Getting students to act out coursebook dialogues in voices appropriate to a given context (e.g. the
shop assistant is the customer's ex-boyfriend) -

9. Getting students to suggest different contexts for a coursebook dialogue which would change its
meaning -

10. Getting students in pairs to continue and develop a coursebook dialogue into a dramatic event with
each student playing one of the characters -

11. Getting students to write the inner speech monologues of characters in a coursebook dialogue (e.g.
the outwardly polite shopkeeper who's getting inwardly incensed by the customer who can't make his
mind up)

Developing Humanistic Coursebooks

Of course, the ideal scenario for most hard-pressed teachers would be to be able to use a coursebook which
is already humanistic. Is it possible to develop coursebooks which are humanistic and which at the same time
satisfy the conservative caution of the publishers, as well as the requirements of conventional institutions,
curricula and administrators? It is. But it's not easy; and no coursebook can be completely humanistic for all
its users because it can't possibly relate directly to each user's life.

Some ways of developing coursebooks which are more humanistic include:



Writing in Large and Varied Teams

Writing a coursebook (and especially a series of coursebooks) can be a long and laborious process. Often the
writer(s) start out energised with enthusiasm and ideas but, after making the almost inevitable compromises
with the understandably conservative Editor, and after churning out innumerable units with the same format,
they start to lose their creative energy. Long before the end of the book/series the writers have changed their
main objective to completing the book so that it can start to re-pay them for the tedious time they've devoted
to it and so it can give them back their life. One way of stimulating and maintaining creative energy is to write
coursebooks quickly in large and varied teams. The team might consist of new and experienced teachers,
new and experienced materials writers, a poet, an artist, an applied linguist, a musician, a Chief Examiner and
a cartoonist, all pooling their resources and stimulating each other. That's how we wrote a secondary school
English coursebook for Namibia (Tomlinson 1995) and how we're writing a series of coursebooks at Bilkent
University in Ankara. We wrote the Namibian coursebook with a team of thirty writers in six days. The result
was the most imaginative and humanistic coursebook I've ever been involved in, mainly because the short
intensive writing period helped generate and maintain energy and the varied interaction with other human
beings helped put the focus on the people involved in the learning process rather than on the language being
learned.

Using a Text-Driven Approach

The teams in the Namibian project described above started not by selecting a language point but by selecting
a potentially engaging text from the resources made available to them. They devised pre-reading or listening
activities to help to activate the learners' minds in readiness for connecting the texts to their own lives and
they developed post-reading activities aimed at helping the learners to articulate and develop their mental
representations of the text. In other words the initial emphasis was on the people experiencing the texts and
not on the language in them. Later the writers developed activities focusing on the content of the text and on
helping the learners to connect it to their own lives. Then they developed language activities focussing on
language features which were salient in the text. Because we'd checked that the texts chosen constituted a
representative sample of the main genres and text types it wasn't too surprising that the language features
chosen for the activities corresponded very closely with the language features listed in the Syllabus.

In my experience as a writer and facilitator of coursebooks, the text-driven approach described above can be
a very effective way of ensuring that a coursebook is humanistic. If the initial focus is on a potentially
engaging text it's much more likely that the writer will keep the learners in mind than if the initial focus is on a
language item or skill. And it's much easier to develop learning activities to match a text than it is to find an
engaging text to match teaching points.

Using a Multi-Dimensional Approach

"A multi-dimensional approach aims to help learners to develop the ability to produce and process an
L2 by using their mental resources in ways similar to those they use when communicating in their L1.
Doing so not only helps learners to maximise their brain's potential for communicating in an L2 but it
also maximises their brain's potential for learning."

(Tomlinson 2000b)

A multi-dimensional approach is based on the principle that using affect, mental imagery and inner speech is
what we do during effective language use and what we do during effective and durable learning too. As
Berman (1999: 2) says, "we learn best when we see things as part of a recognised pattern, when our
imaginations are aroused, when we make natural associations between one idea and another, and when the
information appeals to our senses.” The procedures which can be used in a coursebook to apply the
principles of a multi-dimensional approach (and thus to create a humanistic coursebook) include:



- engaging affect (i.e. emotional involvement, positive attitudes towards the learning experience and
self-esteem) through activities which involve learners recalling and recounting personal experiences,
thinking about and articulating their own attitudes and views and creating their own personal mental
representations of what they listen to and read -

e imaging activities (Tomlinson 1998a) which encourage learners to create mental images whilst
processing or producing language (an "overwhelming amount of empirical evidence seems to show
that imagery is a remarkably effective mediator of cognitive performance, ranging from short-term
memory to creativity" (Kaufman 1996, 77)) -

e inner voice activities which encourage learners to talk to themselves in an L2 inner voice whilst
processing and producing language in the L2 (Tomlinson 2000a, 2001) -

e kinaesthetic activities which involve learners in momentary mental activity before following
instructions in the L2 in order to perform physical activities such as playing games, miming stories,
making models and cooking meals (Tomlinson 1994b) -

e process activities which help learners to create a version of a text themselves before reading or

listening to the complete text.

Talking to the Learners

The voice of most coursebooks is semi-formal and distant, and matches the stereotype of the knowledge
transmitting teacher talking at his learners. The writers reveals very little about their personalities, interests,
beliefs and experiences and spend most of the time either telling the learners what to learn, do and say or
interrogating them about what they know. It's a very unequal and anti-humanistic relationship which does little
to encourage or engage the learner. For example, a recent survey of eight adult EFL coursebooks concluded
that the "the voices of the authors are neutral and semi-formal”| (Tomlinson et al 2001: 88); though it did find
that two of the courses "managed to be neutral, yet at the same time friendly and supportive" (ibid).

What I'd "like to see materials writers do is to chat to the learners casually in the same way that good
teachers do" (in all cultures) "and to try to achieve personal contact with them by revealing their own
preferences, interests and opinions" (Tomlinson 1998a: 8-9). There is research evidence that using a
personal voice in a textbook can foster deeper and more durable learning (Beck, McKeown and Worthy 1995)
and that the best way to achieve this is to include features of orality. The features | would recommend to the
coursebook writer are:

- Informal discourse features (e.g. contracted forms, ellipsis, informal lexis) -

The active rather than the passive voice -

Concreteness (e.g. examples, anecdotes) -

Inclusiveness (e.g. not signalling intellectual, linguistic or cultural superiority over the learners) -
Sharing experiences and opinions -

Sometimes including casual redundancies rather than always being concise

Providing Text-Free Generalisable Activities

It's possible to develop a set of generalisable activities (Maley 1998) which can be used with texts selected by
the learner from a resource pack of materials, from a library, from the internet or from their own resources.
This ensures that the text relates to the learner and is likely to engage them and this is the way I'm writing a
coursebook called English from the Web. In this book each unit provides the learners with a set of
generalisable pre-reading, whilst-reading and post-reading activities for a particular genre (e.g. sports reports,
cartoons, advertisements) and then suggests websites from which the learners can select texts which appeal
to them for use with the activities.

Even more humanistic and productive would be an approach which provides generalisable activities in a
coursebook plus guidance and stimulus to help the learners write their own texts for use with the activities
(either for themselves or for a bank for other learners to select from).



Localising Coursebooks

One of the main reasons why global coursebooks are not normally humanistic is that in trying to cater for
everybody they end up engaging nobody. They have to make sure that their content and approach is not
unsuitable for any type of learner, that their choice of topics and texts doesn't disadvantage any learners and,
above all, that they don't offend or disturb any learners. The result, very often, is a book which presents "a
sanitised world which is bland and dull and in which there is very little excitement or disturbance to stimulate
the emotions of the learner” (Tomlinson 1998c, 20), a world which is characterised by Wajnryb (1996, 291) in
her analysis of two best selling coursebooks as "safe, clean, harmonious, benevolent, undisturned and PG-
rated. What is absent is significant — jeopardy, face threat, negotiation, implicature ... and context." Learning
a language in such a world can reduce the learner from an individual human being with views, attitudes and
emotions to a language learner whose brain is focused narrowly on low-level linguistic decoding.

One way of connecting coursebooks to the real world which the learners live in is obviously to localise them.
It's no accident that the two most humanistic coursebooks | know are published for local markets, On
Target (1995) for Namibia and Search 8 (1997) for Norway. Unfortunately local coursebooks don't generate
as much profit as global coursebooks and, despite a recent trend of producing localised versions of
coursebooks, the global coursebook is going to remain the resource used by the majority of learners of
English in the world. However, it wouldn't be too difficult to:

e - provide a bank of texts, tasks and illustrations for the teacher to select from in order to replace or
supplement sections of a global coursebook not relevant to their learners -

e produce global coursebooks with generalisable activities which are supplemented by local
photocopiable packs of texts and illustrations -

¢ include in the teachers book suggestions for localising the texts and activities in a global coursebook -

¢ include activities in a global coursebook in which the learners localise some of the texts and the tasks
by modifying them in relation to the world they know

Conclusion

Humanistic approaches to language learning can facilitate both language acquisition and personal
development. Unfortunately most language learners learn from coursebooks and most coursebooks are not
humanistic. However, it's not that difficult to make a coursebook more humanistic and it is possible to develop
coursebooks which are both humanistic and profitable. We owe it to our learners to try.
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Tomlinson’s Introduction
(Please answer in full sentences and in your own words)

1) Which three statements about materials do you agree with the most? Why?
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Features of Good Materials Chart

Feature:

Examples that you have seen:

1) Materials should achieve impact

2) Materials should help learners to feel at ease

3) Materials should help learners develop confidence

4) What is being taught should be perceived as relevant and
useful

5) Materials should facilitate learner self-investment and
discovery

6) Learners must be ready to acquire the points being taught

7) Materials should expose the learners to language in
authentic use

8) Learner’s attention should be drawn to the linguistic
features of the input




9) Materials should provided opportunities to use the TL for
communicative purposes

10) Materials should take into account that the positive effects
of instruction are usually delayed

11) Materials should take into account that learners have
different learning styles

12) Materials should take into account that learners differ in
affective attitude

13) Materials should permit a silent period at the beginning of
instruction

14) Materials should maximize learning potential

15) Materials should not rely too much on controlled practice

16) Materials should provide opportunities for outcome
feedback




Grave’s [Adapting] Course Books

(Please answer in full sentences and in your own words)

1) On p. 230 (original pagination) is the acronym SARS; explain what SARS means .

2)

3)

Before an activity, the T needs to determine if Ss understand the instructions and are
ready to do the activity because: “[S]imply telling the learners what, how, and why of
an activity doesn’t prepare them. They need to demonstrate either verbally or in
action that they have understood” (p. 231 original pagination). What can Ts do to
check and clarify their verbal instructions? How can Ts check to see if Ss understand
the activity? Give a clear example or examples.

Explain what the authors means by: “Any activity actually has three parts:
Preparation, implementation, and follow-up” (p. 233 original pagination). How does
this relate to what you have learned in TELS 1&2; especially in terms of the activity
route map? Does the Korean educational system allow for this? Why or why not?
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Coursebooks

Kathleen Graves, School for International Training (USA)

At the end of this chapter, yoL/ should be able to:

y analyze how a coursebook is organized and what it emphasizes.

y devise ways to adapt or supplement an activity for a specific
group of learners using techniques such as personalization and
format shifting or by introducing supplementary material.

V explain how you would prepare learners to do an activity, how
you would monitor them, and how you would follow up the activity.

225

- 147 -



1.

What is a coursebook?

Coursebooks are prepackaged, published books used by the students
and teacher as the primary basis for a language course. Coursebooks range
from those that are broadly focused on developing all language skills to those
that focus on a specific skill such as writing, or specific area such as hotel
management. In addition to the student book, coursebook packages may
include audio-cassettes or CDs, videos, workbooks, CD-ROMs, test packages
and Internet materials. They almost always include a teacher’s guide. In this
chapter, we will focus on the student book, since it is the one component
most likely to be used by all the students in the classroom. Examples will be
taken from integrated skills coursebooks that are intended primarily for
learners in countries where English is not a national language.

A coursebook is a learning tool shared by teachers and learners that can
be used in systematic and flexible ways. In order to use a coursebook Sys-
tematically and flexibly, it is important to understand how it is put together
and how it can be adapted to meet the needs of your particular learners. The
coursebook provides a plan for learning, a visible outline of what is to be
learned in the classroom, as well as a bank of resource material and ideas
(Acklam, 1994). What happens in the classroom fills out and transforms the
outline into learning experiences for the students.

2. Background to the design and use of coursebooks

226

Most people who have studied a foreign language have used a course-
book at some point in their studies. The way coursebooks look and what they
contain go hand and hand with the prevailing ideas at the time they were
published about how languages are best taught and learned. Up until the
mid-twentieth century, language books were used mainly in academic set-
tings in order to understand the written texts of the target language. This
approach, which is still common in academic settings today, is called the
grammar translation approach. Coursebooks contain long reading pas-
sages, with vocabulary glossaries and grammar notes in the students’ mother
tongue. Students are tested on their ability to translate texts with lexical and
grammatical accuracy. In the 1960s and 1970s, the focus shifted from gram-
mar translation and its emphasis on writien texts to audiolingualism,
which focused on the spoken language. (See the chapters on methodolo
and grammar, this volume.) Audiolingualism was an outgrowth of behav-
iorist theories that learning is habit formation, the result of response to stim-
uli. Language coursebooks used dialogues, pattern practice, and substitution
drills in which the teacher provided a stimulus such as a sentence beginning
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with they and a cue she, and the learners provided a response sentence, changing
the subject from they to she. Structural linguistics, which views language
as a system, reducible to a finite set of grammatical structures, also had a
strong influence on language texts. For example, English 900, a series first
published in 1964, contained 900 sentences. By mastering the sentences, one
was supposed to have mastered the language.

In the 1970s and 80s, there was a shift toward the notional-function-
al approach, championed by the Council of Europe {e.g., Van Ek and
Alexander, 1975). Language was understood to be used for purposes, or func-
tions, such as expressing opinions, and to talk or write about both abstract
and concrete topics, or notions, such as time and weather. Communication
took precedence over grammar. Coursebooks began to emphasize function-
al language as well as pair work and group work activities in which learners
used the language to communicate with each other.

The development of English for Academic Purposes (EAP) and of
English for Specific Purposes (ESP) also influenced the kinds of materials that
were published. EAP coursebooks focus on the development of one or two
skills, such as writing or reading for academic purposes. ESP coursebooks
focus on the development of specific workplace skills such as public health
administration. EAP and ESP coursebooks use authentic material such as
newspaper articles and other source materials. The use of authentic or quasi-
authentic materials is also common in current coursebooks in order to simu-
late the use of language in real contexts.

Other approaches to teaching languages have questioned the effective-
ness of coursebooks. The introduction of task-based language teaching
in the 1980s challenged the very use of coursebooks. In task-based approach-
es, language is learned through negotiation with other learners in problem-
solving or task-management situations that focus on meaning, rather than
form, not through learning prespecified grammar, functions or notions. Tasks
can range from discussing the effectiveness of an advertisement and report-
ing on the discussion to designing an original advertisement. Because course-
books specify language to be learned, they were seen as incompatible with
this approach. However, many current coursebooks now include tasks or
projects to stimulate interaction and negotiation among learners.

Other critics have charged that, because a coursebook specifies what is to be
taught and learned, it becomes an operating manual that the teacher and stu-
dents follow unquestioningly. It leaves little room for decision-making and adapt-
ing to the needs of the particular group. (See, for example, Swan, 1992.)
Proponents of using coursebooks have argued that they provide a needed struc-
ture for interaction in the classroom and that learners see the textbook as a guide
that helps them organize their learning and provides security (Hutchinson and
Torres, 1994). One purpose of this chapter is to help teachers understand how to
take advantage of what a coursebook has to offer and not feel dominated by it.
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Think back on your own experience learning with a coursebook. Did you notice
any differences in the coursebooks you used? Did you find the coursebooks a
help or a hindrance? Why?

3._ VPriun»(cipi‘es for using‘ a coursebook

Reflection

1. Understand how the coursebook is organized.

A coursebook provides a visible outline for what is to be learned in the
classroom. Coursebooks are often described metaphorically as maps (O'Neil,
1993). Maps provide a guide to the territory to be covered. The actual class-
room teaching and learning can be viewed as a journey through the territo
ry. The first principle for using a coursebook is to become familiar with the
territory so that you can plan the journey.

Most coursebooks are organized around key features of language. These
features include topics and associated vocabulary {e.g. [ood or transporta-
tion), grammar structures (e.g. verb tenses or how to form questions}, and
social and cultural interaction skills {e.g. how to order in a restaurant or how
to politely refuse something). Coursebooks also emphasize two or more of
the four skills of speaking, listening, reading, and writing.

The first step is to explore the coursebook to see how it is organized.
Often the table of contents (sometimes called scope and sequence) provides
a chart that shows how the authors have mapped out the territory within each
unit and across units. Knowing how the book is organized can help you to
make decisions about how to adapt it to your particular group of students.
Each unit or chapter of a coursebook is a microcosm of the book as a whole,
80 one way to get to know a coursebook is by examining a unit.

Look at the Table of Contents extracts on page 229 from three different interme-
diate level coursebooks. What features of language are they organized around?
What are the similarities and differences in the ways they are organized? What
do.you think accounts for the differences?
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HLearning “\

o

Listening and Reading Strategies

Unit Title Functions Grammar Pronunciation and Writing and Skilis
Life Stories « Talk about past | Simple past tense:| Listen: listen to a | Read a biography | Look for time

actions Questions, short | biography to put | Write an order cues

* Talk about answers events in autobiography in biographical

frequency of Was born/married | chronological Write a biography | material

actions Irregular past order (Project) List events in

* Talk about tense of verbs Pronunciation: chronological

lifestyles Used to use to order as a

* Talk about Had to writing strategy

habits and Reported speech:

routines verb say

J

Figure 1 Super Goal 3 (McGraw-Hill, 2002)

ﬂdike yet different

\Writing Personal reports

Speaking The roles of men and women
Listening Short oral report—weekend cooks

Grammar Review of contrasting tenses: simple present vs. present
progressive; present simple past vs. present perfect

Reading Contrast/comparison—How different are men and women?
Conversation Sharing news and stating an opinion strategies
Grammar More adjective clauses: Fran works with a sister that specializes in interior decorating.

\

J

Figure 2 CrossCurrents 1 (Pearson Education Limited, 1992)

K ‘ Listening/ : il | Interchange
Topics Functions Grammar Pronunciation - | Writing/Reading - | Activity :
Unusual Giving opinions | Gerund phrases Listening to ‘Writing about " The best and
and about jobs; as subject ‘descriptions | career advantages | the worst -
Exceptional - | describing and | and object; - “ofjobs; - = - | anddisadvantages | Finding out
jobs comparing jobs compatrisons with | Sentence stress | “Strategies for about
~er/more/léss than | Keeping: classmates’
andas ... as Your Job” - | summer or
L Reading advice. . | part-time jobs
AN ‘about behaviorin |
\ the workplace -

Figure 3 New Interchange 3: English for International Communication
(Cambridge University Press, 1998)
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Usually, the different language features or components of a coursebook chapter
or unit are linked together around a topic or topics. What is the focus of each of
the units profiled on page 229? How are the components of each unit linked?

2. Adapt the material.

Coursebooks are not written for a specific group of people. Since they are
meant (o be used by different or successive groups of learners, they can’t be.
They’re written for a generalized target group {e.g., for children or adults, for
use in English speaking countries or in other countries, for beginner, inter-
mediate or advanced levels, and so on}. No book can meet all the needs and
interests of each group of learners that uses it. For this reason, a coursebook
must be adapted to your particular group of learners. Acklam (1994, p. 12} sug-
gests the following acronym for adapting a coursebook: “SARS.”

/S = Select
What parts of the coursebook do you definitely want to keep?
A = Adapt

What parts of the coursebook do you basically want to keep, but need to
change in some way to make them more suitable for your students, and in
tune with your teaching style?

R = Reject
What parts of the coursebook do you definitely want to leave out?

S = Supplement

What else do you need to bring to the coursebook to fulfill the requirements
of the overall syllabus you are working to, and to respond to the needs of
your particular students? /}

Figure 4 SARS (Select, Adapt, Reject, Supplement)

Remember, a coursebook is not an inflexible document, it is a learning
tool that is used by learners and teachers. Your decisions about what to
“select, adapt, reject and supplement” depend on who your learners are (age,
interests, purposes for studying and language level), what the institution
emphasizes, the resources available to you, how much time you have, and
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what you feel is important. If there is too much X, then do less of X. If there
is no Y, then add Y, if Z is unnecessary for your students, then skip Z. For
example, Sato {2002) found that Japanese high school students and teachers
initially had difficulty using coursebooks that emphasized speaking since they
were accustomed to coursebooks that emphasized reading with a focus on
translation and grammar. They were able to use the coursebooks more effec-
tively when the teachers designed oral performance assessments to be done
at the end of each unit. The addition of the tests gave the learners a goal and
thus made them more willing to do the speaking activities in the coursebook.
In the section on techniques we will look al ways to adapt and supplement a
courscbook.

3. Prepare the learners.

In an on-line research project a colleague and I conducted with a group
of teachers from four different countries, we found that coursebook activities
usually fail not because they’re too boring or too complicated, but because
the learners haven’t been adequately prepared to do them. Put another way,
any coursebook activity can be successful as long as learners know what to
do and have the ability to do it. (If they don’t have the ability to do the activ-
ity, the coursebook may be at too high a level.) Preparing the learners means
two things. First, it means orienting them to the content and purpose of the
activity, that is, making sure they know what the activity is about and why
they are doing it. Second, it means making sure they understand the steps of
the activity, how to do it. However, simply telling the learners the what, how,
and why of an activity doesn’t prepare them. They need to demonstrate either
verbally or in action that they have understood.

Preparing the learner really means preparing yourself. What is the con-
text [or the activity? The images that accompany an activity are often helpful
in providing a context. How can you make the context clear and interesting
to the learners? What is the point of the activity? Is the focus to learn gram-
mar? Is it to practice speaking? Is it to learn vocabulary? The title of the activ-
ity often provides clues to the purpose. What are the steps involved in carry-
ing out the activity? How can you ensure that the learners know what to do?
How long will the activity take?
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Figure 5 is a page from a textbook aimed at young adults/adults at the
intermediate level. There are two activities on the page. Describe how you
would prepare the learners to do each activity so that

a) they know what the activity is about (How would you orient them to the
content?);

b) why they are doing it (How would you make sure they understand the
purpose?);

¢) and how to do it (How would you break down the steps?).

Decide on a time limit to give the students for each activity.

1  Talkit over
Complete the sentences using some of the words in the list.

than men.
than women,

Women are more
Men are more

competitive cautious logical possessive emotional aggressive
considerate intuitive industrious generous relaxed sensitive

Compare your sentences and opinions with a classmate.
Which statements do you agree with?

2 Talk about... Cartoons

Look at these cartoons.
Describe what is
happening in each one.
What generalizations do
they show about men,
women, and children?

"Well, it I called the wrong number, why did you answer
the phone?”

"Alice can be a little girf Commando in vour same, Donald.”

Figure 5 CrossCurrents 1 (Pearson Education Limited, 1992)
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4. Monitor and follow up. ,

Any activity actually has three parts: preparation, implementation, and
follow-up. While the students are doing an activity, you have an important
role: to monitor what and how well they are doing. The easiest way to mon-
itor is to walk around the classroom and observe what they are doing, (in a
neutral, not a judgmental way). As you circulate, you can answer questions,
keep track of language problems, offer helpful corrections (if they don’t inhib-
it fluency), and make sure they are doing what they are supposed to be doing.
Monitoring also helps you to see if the time limit you set was appropriate and
whether it will need to be shortened or extended. Often teachers concentrate
on the students in the front rows and remain at the front once an activity is
underway. Consequently, the students at the back give up on the activity and
the learning opportunity is lost.

It helps to develop signals to let students know when to stop. In small class-
es, this can be done via language such as “OK, time to stop.” In large classes,
clapping your hands or ringing a bell are more effective than using your voice,
unless you have a resonant voice! Once an activity is done, it is important to fol-
low up so that students can demonstrate what they have learned or ask questions
about it. For example, if students have practiced a dialogue in pairs, then a few
pairs can demonstrate the dialogue to the group. If groups of three have just dis-
cussed what they like to read and why, then a few students can report to the class
on what they learned about their partners’ preferences. Alternatively, the
teacher can survey the class. For example, “How many of you like to read ___?”

5. Build a repertoire.

In addition to being organized around key features of language, a course-
book generally has consistent types of activities in each unit or chapter such as
pair and group tasks, role-plays, information gaps, listening tasks, and
vocabulary games. It helps to build up your own repertoire of ways to do each
type of activity. For example, most listening activities include some kind of
task. One way to approach a listening activity (after the appropriate introduc-
tion to what it’s about) is for students to listen through once to get the general
idea; listen a second time and do the task in the book such as answer questions
or fill in a diagram; and then listen a third time and check their answers. If you
follow this format consistently, you provide some predictability for the stu-
dents—they learn familiar ways to approach an activity. It also helps to have
ways to vary an activity once students are familiar with the basic format. For
example, students can try to do the task before the first listening as a way to -
create anticipation for what they will hear.
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Building a repertoire also means having techniques for supplementing
what is in the textbook. Part of my own repertoire includes putting things on
cards or strips of paper that students can manipulate. For example, one way
to teach vocabulary is to have students write the vocabulary words on cards
and then group them in some way. Another way is to put parts of sentences
on cards so that students can put them in order and learn the grammar. [
sometimes write prompts on cards for speaking and writing activities. [ also
have students write comprehension questions to reading passages on cards
and quiz each other.

The teacher’s guide that accompanies the coursebook is an excellent
resource for learning about ways to teach and vary activities. When Alison Rice
and | were writing the introduction to the teacher’s guide for East West Basics
{Oxford University Press, 1994), we included nine different ways to prepare for
a dialogue and ten different ways to practice it. Teacher’s guides also give step-
by-step suggestions for how to teach each activity in the student book.

4. Classroom techniques and tasks

234

In this section, we look at techniques and tasks for implementing the five
principles outlined in the previous section. The first two techniques are
designed to help you understand how the coursebook is organized.

Survey or map the territory When familiarizing yourself with the table of
contents, trying to take in the entire contents of the book can be overwhelm-
ing. Start small, with a group of units or just one unit. Some books have
review units, so a natural chunk is the group of units leading up to the review
unit. If you own the book, make notes as you go through it about what you
like, what you don’t like, what you want to emphasize, supplement, and
reject.

Another way to survey the territory is to make a map of it. This means cre-
ating a nonlinear visual representation of the contents of the book or unit. By tak-
ing apart the pieces and rearranging them in a visual way, you become familiar
with what is in the book. These kinds of “mind maps” or “word webs” can be
done at any level: book, unit, or activity. (See Andersen, Chapter 4, this volume.)

Group prioritizing There is often more material in a coursebook than you
can cover in the amount of time available. Richard Acklam suggests the fol-
lowing activity (1994, p. 13). “Give out the books on the first day [of class],
and, for homework, ask students to decide which topics/grammar areas in the
book they are most interested in/concerned about. The next day the students
vote on the most relevant parts of the book for them, and this immediately
helps the teacher to select appropriately.” "
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One advantage of this technique is that the assignment gives the students
a reason for looking through the coursebook. It gives them ownership of the
“tool” and helps them understand it is flexible. It also opens dialogue among
them and the teacher. One disadvantage is that some learners may feel intim-
idated or inadequate to the task. Or they may feel that making these decisions
is the teacher’s job. One way to adapt this task would be to have them do the
same kind of prioritizing, but only for one unit.

The next three techniques will help you adapt the material to your par-
ticular group of learners.

Personalizing Personalizing means asking for or giving personal or cultur-
ally familiar information related to the material in the coursebook. This tech-
nique draws on the learners’ experiences and opinions and so makes the
material more real and accessible to the students. I remember observing a
high school French teacher teach telephone numbers using the examples in
the textbook. The students were bored and inattentive. By simply asking
them to use their own telephone numbers, she would have made the materi-
al more relevant and motivating. In addition (o making material more rele-
vant, personalizing also allows for personal and cultural comparisons.
Learning how to order food from a menu is a common coursebook activity.
Learners can be asked to compare the way menus are organized in their cul-
ture(s), what items cost, and what food items are included.

Personalizing can be done in preparing for an activity, during an activity,
or following up an activity. Take the example of ordering from a menu. The
menu in the coursebook is unlikely to be one students have actually used. In
preparation for the activity, the teacher can ask students to make a list or
sketch of what they expect to find in a menu. They can then compare their
lists to the menu in the book and discuss how they are similar and different.
To personalize during the activity, the learners can discuss foods on the menu
that they’ve tried, and ones they’ve never tried, and whether they would want
to order them or not. As a follow-up, the teacher can ask the learners to talk
about the kinds of restaurants they go to and what they usually order.
Alternatively, they can prepare menus with only their favorite foods.

. Reflection ]}

Why is personalizing important? What are some considerations when p!anning
ways to personalize the material and activities in a coursebook?
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Format shift Format shift means switching to a different skill or grouping
than the one proposed in the book.

* Switching to a different skill: A reading text about places to vacation in
Australia can be used as a model for writing about places to vacation in
the students’ own country. The same text can be used for pair dictation
or for pronunciation practice. In one sense, format shift is about supple-
menting through skill integration: when appropriate, giving students
opportunities to speak, listen, read, and write about each activity.

e Switching to a different grouping: a pair question and answer activity
about the ideal roommate can become a mixer in which the whole group
gets up and walks around and asks different people the same question.
An individual writing activity about the pros and cons of school uniforms
can be turned into a small group brainstorm and group essay.

Use props, visuals, or realia Props, visuals and realia stimulate visual and
cultural interest in a lesson. Realia are objects or texts that are used by peo-
ple in their everyday lives. Props are theatrical aids to represent a role or sit-
uation. Visuals are pictures, drawings, photos or images. (These three cate-
gories very often blend.) Realia for a lesson about phone numbers might
include a phone book or an advertisement with phone numbers. Realia for a
unit about places to vacation might include tourist brochures. Props for a les-
son on phone numbers might include a toy telephone, and for a lesson on
places to vacation, a beach towel and ski goggles. One of my colleagues uses
a plastic bow as a humorous prop to demonstrate a dialogue between a
woman and a man. He places the bow in his hair when speaking the woman’s
part and at his throat when speaking the man’s part. Visuals for a lesson on
vacations might include pictures of different vacations spots.

Props, visuals and realia can be used both to prepare students for and to
supplement or extend an activity. The teacher should not be the only source
of these supplementary materials. Students can be asked to bring in materi-
als related to the topics, such as pictures of their ideal vacation spot or pho-
tos from their last vacation.

The two activities in Figure 5 (page 232) are aimed at intermediate adult/young
adult learners. Think of a group of learners that fits that description.

Describe:

* how you would personalize the activities so that they are relevant to the learn-
ers and highlight potential cultural differences.

« different ways of grouping learners to do them (individual, pair, small group,
whole class).

* props, visuals, or realia you or the learners could bring in to supplement them.
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The next two techniques are designed to help you prepare the learners to
do the activities.

Visual instructions Visual instructions is a fancy way of saying “demon-
strate what to do.” This technique is based on the notion that showing is much
more effective than telling. For example, to introduce a pair activity, you can
write an example of the pair exchange on the board and then use your hands
to represent the two speakers as you demonstrate the exchange. (Some teach-
ers use puppets, others change positions.} You can then ask two students to
stand up and model the exchange. If you are introducing a group activity in
which students are to survey each other in groups (e.g., about what they like
to read and why), you can demonstrate the activity by asking one student the
questions first and then having the student ask you the same questions.

Elicitation Elicitation means asking the students to provide information or
examples based on what they know. In preparing for an activity that reviews
the present perfect tense, you can ask for several examples from the students.
However, elicitation doesn’t mean putting learners on the spot. It only works
when you try to elicit what they are likely to know. Because it emphasizes the
learners’ experience and knowledge, elicitation helps to take the focus off of
the text as the source of authority and helps learners become more self-
reliant, an important skill in learning a language. Elicitation works hand in
hand with personalization. To prepare for an activity about reading prefer-
ences you can first ask the students “What are things we read?” and list their
responses on the board. Itis also a way to get differences of opinion, or exam-
ples that are different from those provided in the coursebook. Students can
be asked whether a picture that shows a family living in a large house is the
way most people live. Elicitation is also useful when following up an activity.

Reflection

For the Action box on page 232, you made a list of ways to prepare students for
the activities in Figure 5. How would you modify them to include visual instruc-
tions or elicitation?

The next two techniques are designed to help you monitor and follow up
what the students do.

Mistake log One way to monitor what and how well the students are doing
is to keep a mistake log. Make a note of the activity and the class and as you
circulate, write down the mistakes you hear the students making. Mistakes
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can be grammatical, lexical (vocabulary), or cultural. The mistake log can
then be used in a number of ways. You can use it immediately after the activ-
ity and elicit correction from the students. For example, in an aclivity for
practicing polite ways to ask for something, the teacher noticed that many of
the students were not using the word please, which was included in the exam-
ples in the book. After the activity, she wrote two contrasting examples on
the board “Could you bring me a glass of water?” and “Could you bring me
a glass of water, please?” She asked the students to discuss the difference and
why one was more polite than the other.

If there are recurrent mistakes, for example incorrect use of tenses, you
can prepare a separate lesson and use examples from the log. The log will
also show you and your students in which areas they are improving because
the mistakes occur less frequently.

Group survey One way to follow up an activity is to do a group survey of
the results. Surveys answer the questions how many, how often, how much,
how long, and so on. For example, after an activity in which students have
asked for, and given information about their families, the teacher writes three
headings on the board: only child, one brother or sister, more than one broth-
er or sister, and then surveys the class to find out how many fit in which cate-
gory. In a group survey after an activity on reading preferences, the teacher
writes each type of reading on the board, asks for a show of hands for each,
and writes the number after each category. She then asks the group why the
categories with the most and least numbers are the most and least popular.

Activity chart Building a repertoire requires setting up some kind of system for
keeping track of what has been successful so that you can use the techniques
again. One way to do that is to make a chart with the relevant four skills of
speaking, listening, reading, and writing (depending on which you teach), as well
as other focal areas such as grammar, culture, or vocabulary.

Chapters 2, 3, 7 and 8 in Practical English Language Teaching provide descrip-
tions of excellent activities that can be used in the classroom. Refer to the
appropriate chapter in order to complete the activity chart. Write one or two
activities from each chapter.

Listening Speaking | Vocabulary
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5. Using a coursebook in the classroom

The purpose of this section is to show you some of the ways language
teachers use the concepts and techniques already discussed. The first exam-
ple shows how a teacher prepares to teach the first two activities in a unit. The
second example shows how a teacher adapts an activity in a unit. The last
example shows how a teacher prepares her students to do an activity, how
she monitors, and how she follows up the activity.

Teacher A teaches at a language institute in Morocco. The learners are
men and women, mainly in their twenties, and at an intermediate level of
English. In preparation for teaching the activities in Figure 6, Teacher A has
made notes about how she wants to teach the activities on that page.

Look at the textbook excerpt in Figure 6. Notice how the teacher has
annotated the page with her comments.

1 Talkit over
Complete the sentences using some of the words in the list.

Women are more

than men.} expand w/phrases and vocab.

Men are more than women. / make a list on the board
competitive cautious logical possessive emotional aggressive
considerate intuitive industrious generous relaxed sensitive
Compare your sentences and opinions with a classmate. brainstorm
Which statements do you agree with? more

2 Talk about... Cartoons

Look at these cartoons. ?

Describe what is

happening in each one. ‘
- (C

What generalizations do
they show about men,
women, and children?

What stereotypes?

What roles? “He doesn't know anything except facts,”

<N Bring in other cartoons for balance.

/ﬂﬂ

£\

“Well, if I called the wrong number, why did you answer } %}

the phone?” !

How do these reflect .& éf
Moroccan culture? )
American? Why?

“Alice can be 8 fiitle girl Commando in your same, Donald.”

Figure 6 CrossCurrents 1 (Pearson Education Limited, 1992)
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Commentary Before the students even open the book, Teacher A plans two
preparatory activities (discuss terms and brainstorm) to orient students to the
theme of the unit and to generate useful vocabulary based on their own expe-
rience. The first activity in the book 7alk it Over aims to provide the vocabu-
lary and grammar needed to compare men and women as a basis for express-
ing personal opinions. The activity already has personalization built in since
students are expressing their own opinions. However, as it is a forced choice,
the students may feel they have to express opinions they don’t hold. The
teacher plans to add an additional grammar structure As...as so that the stu-
dents can talk about similarities in addition to differences. She plans to review
the vocabulary, however it is unclear from the notes how she will make sure
they understand new vocabulary. If some students don’t know certain vocab-
ulary words, she could elicit explanations or examples from the students who
do.

The second activity in the book Talk about...Cartoons asks students to
describe the cartoons and the way they generalize male and female traits and
roles. The teacher questions the viewpoint of the textbook. She feels the
stereotypes are too traditional, so she plans to bring in additional visual mate-
rial to show a variety of perspectives.

Think of a particular group of learners. Consider their age, gender, level of
English, and interests and purposes for learning English. Choose a page from a
coursebook. Write on the page what you would keep, what you would adapt,
what you would reject and what you would supplement.

Reflection

Look at Teacher A’s notes in Figure 6. What are ways that she plans to supple-
ment the material? How does she plan to adapt the activities and why? How will
she prepare the students? How will she personalize the material?

Teacher B teaches at a language institute in Brazil. His students are adults
at an intermediate level. He is teaching Activity 2 in Figure 7. In this activity,
they are applying the rule they learned in Activity 1.

240 Chapter 11
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PRACTICE

L. Read the sentences in the box and answer the
questions below.

a. o Ghost, Patrick Swayze stars as a ghost who returns to help his girlfriend.

b.In The African Queen, Katharine Hepburn stars as a woman who travels downriver in Africa.
¢. E.T is about an alien who comes to Earth and becomes friends with a young boy.

. A film buff is someone that knows a lor about movies.

e. What do you call a mavie that makes you laugh?

{. A musical is a movie that has singing and dancing.

g. 1 like movies that have a lot of action,

+ Circle the word@hoin the sentences. Underline the word that, When do we use who?
When do we use that?
* Look at sentences “£.” and "g.” One sentence uses have, the other uses has, Why?

Answers on page 100

2. Puirs. Make a guess. What do you think these films
are about? Choose from the list on the right.

a- o Roman Holiday. Audrey Hepbuarn stars as a princess . o that cits swinmmers.,

b. Trouible in Paradise is about two thicves "\\ * that wanis 1o be a dog,

¢, Babe ts abowt a pig e owho runs away from home.

o Twister is about two scientists e that has special powers,

. Jasys is about a huge shark o who study dangerous wrmados.
Lot The Mask. Jim Carrey fineds o mask e who fall in and our of fove,

Figure 7 Transitions 1 (Oxford University Press, 1998)

The activity takes about fifteen minutes.

The sentences that are in the book have been transferred on to cards,

Teacher B divides the class into two groups of six students and hands out a
set of cards to each group. He tells them to match the cards. Six movies are
described on the cards; there are twelve cards in each set. Examples: Trouble in
Paradise is about two thieves...(card 1A)...who fall in and out of love (card 1B);
Babeis about a pig...(card 3A)...that wants to be a dog (card 6B). Students sit on
the floor to work. They spread out the cards on the floor but are confused about
what to do. The teacher gives them an example by matching one pair of sen-
tences himself. Once students have understood what the teacher is asking them
to do, they get down to work. Students interact loudly with each other as they
move the cards around and try to match them correctly. They make an effort to
use English to communicate and do so successfully. The teacher stands by the
students as he watches them working, but does not intervene in their negotia-
tion. Students are on task throughout the activity and are able to match the sen-
tences correctly in the end. Once they have finished matching the cards, the
teacher plays the tape for them to check their answers. (The tape has the correct
answers.) The teacher checks to see if they have any questions. There aren’t any,
so he moves on to the next activity.

Coursebooks 241
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Commentary Teacher B adapted Activity 2 by doing two format switches. The
first switch was from reading and drawing lines to speaking and matching cards.
Instead of having the learners connect the two sentence halves by drawing a line
in the book, he transferred the sentence halves onto cards. The second switch
was from pair to group work. Instead of having them work in pairs, as suggest-
ed in the book, he asked them to work in groups of six. The teacher assumed
that telling the students what to do was enough preparation for the activity. It
didn’t work. Once he had demonstrated what to do, they understood.

Reflection

Why do you think Teacher B adapted the activity this way? What are the advan-
tages of doing the activity the way the teacher has done it rather than the way it
is suggested in the book? What are the disadvantages?

I see two important advantages to the way Teacher B has done it—group
involvement and kinesthetic manipulation. One possible disadvantage is that
students may not want to work on the floor or that there may not be space to
spread the cards out on the floor.

Teacher C, in Extract 1 page 243, teaches in a private language school in
Hong Kong. Her students are young adults. In the following example, we see
how she teaches an information gap activity shown in Figure 8. In this kind
of activity, Student A has information that Student B doesn’t have and vice
versa. The activity requires the students to use the target language in order to
find out the missing information. Teacher C prepares the learners to do the
activity, monitors them as they do, it and follows up with examples.

Along the side of Extract 1 (page 243), draw lines where the three phases of the
activity (preparing, doing, follow-up) begin and end.

Then note where you find the following:
¢ Orienting the learners to the purpose of the activity

* Orienting the learners to how to do the activity (making sure they know what
to do)

¢ Elicitation from learners

* Providing a context for the activity
*  Monitoring the activity

¢ Personalizing

242 Chapter 11
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é i @d@) Studunt B: Use page 108

@ Lock at the information below. Describe what Bifl likes to your partner.
Your partner will suggest gifts for Bilt. Decide which suggestions are good,

Hfzilre‘,,gy bas a1,
CCokbogg, "
Fertoia s

Vidggg

Billtikes... :
tof

_ Student At Use puge 107

{B) uiston 10 your partnor and note down tho things Bil ks,
Suggoest some gitts for BiiL. Mako o fist of suggosted gitts in the ehart.

@ Listen 10 your parter and nate down tha things Gonnie likes.
Suggest somo gifts for Connie, Make 2 list of suggasted gifts in the chart, { Bill likes...
1 | |

1 i |

1 PO —

{

Look at tha information beiow. Describe what Connie likes 1o your pariner,

@ Oecide with your partner which gifts you ehoukd get for Bill and Conria, Your partnor will suggest pifts for Cannie. Dacide which suggestions are gasd.

Connie likes... L
= Shey
o, 'I"e"d.l’ hag lotor
rhout Clot,, -
arg le:a

7
¢l ﬂ&s‘n‘a/rm]sfc 05

&3

© Deocids with your portrior which gifts you should get for Biif snd Gonnie,

Figure 8 Expressions 1 (Heinle/Thomson, 2001)

In the classroom extracts, 7 stands for teacher and § represents a partic-
ular student. Ss stands for students.

T: Right, now are you ready to do the info gap task? Yes? We've done lots
of these, now, haven't we?

Ss: (Nod)

T: The purpose of this task is to give you more practice in the language
we're learning in this unit. What ARE we practicing? Remember?
Johnny?

S: Talk about what people like.

T: Talking about what people like—good. And?

S: Talking about gift giving.

Coursebooks’ 243
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T: Talking about gift giving. Right. These are our communication goals.
And what structures do we use to do these things? ... Anyone? ... Yes,
Mary?

S: What do you like? And What do you like doing?

T: Great! And we use “like” to talk about things, right? And “like doing” to
talk about activities. What about making gift giving suggestions?

S: Let’s.

T: OK, good, Let's get him a CD, or Let's get Tom a golf club. OK, now
WHEN do we give people gifts? WHEN? Yes, Monica?

S: Birthday.

T: Birthdays are good. (Writes birthdays on the board) Johnny?

S: New ... new baby.

T: That's a good suggestion. (Writes new baby on the board and continues

eliciting until there are a number of events on the board.) OK, now get
into your pairs and | want Student A to look at page 107, and Student B
to look at page 108. (Peers over students’ shoulder) Johnny, you're the
B student aren't you? You're looking at the wrong page. 108, please.
Good. Now, Bill likes the things the A students can see in the picture, but
he already has these things. OK? Understand, Monica? Right. So, tell
your partner what Bill likes, and your partner will suggest gifts. Write the
suggestions in the space, and then decide on the best idea. Oh, Student
A—start off by suggesting a reason for buying a gift—look at the
board—it's his birthday, he's going away and so on. Right, off you go.
(The students complete the task. As they do so, the teacher circulates and
monitors. When she hears a mistake, she writes it in a notebook, but does
not interrupt the students.)

T: OK, | think everybody's finished now. Are you two finished? Right, good.
So, now | want you to do the same thing for Connie. B, tell A what
Connie likes. A will make suggestions. Write them down then decide,
decide on the best one, OK?

(Again, the teacher circulates and monitors. At one point she is stopped by

one pair, listens to their question and says “It's called a subscription—a

subscription.”)

T: OK, time’s up. Let's hear what each pair decided. (Teacher elicits
responses from the students and writes them on the board.) Well, that's
great—Ilook at all these interesting gifts. Which of these gifts would
YOU like to receive, Johnny? ... Sorry?

S: The California Fitness Subscription.
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T: Yeah, | like that one, too. How about you, Sophie? (She continues, elic-
iting students’ preferences, and writing their names next to the gift.) OK,
now, you all did very well, but | noticed a few mistakes creeping in here
and there. Look.

(She writes the mistakes from her notebook on the board and gets students
to self-correct.)

Commentary Teacher C provides an excellent example of how to introduce
and maintain control of an activity so that students are free to concentrate on
the task and practice the target language. When she elicits examples, she
makes sure to call on a variety of students. She is nonjudgmental in the way
she makes sure that students are “on task” and in the way she introduces error
correction at the end. She provides a human touch in her responses by not
only asking for students’ personal preferences, but in commenting on what
they have chosen and on what she herself would choose.

6. Conclusion

In this chapter, I outlined some of the ways in which coursebooks have
changed through the years, as well as some of the disadvantages and advan-
tages of using coursebooks. I then explained five principles for using a course-
book, followed by techniques that show how to put the principles into prac-
tice: how a coursebook is organized, ways to prepare for, monitor, and follow
up an activity, ways to adapt and supplement what is in a coursebook, as well
as how to build a repertoire of one’s own. In the last part of the chapter, we
looked at how three teachers prepare to teach using a coursebook.

Graves, K. 2000. Designing Language Courses: A Guide for Teachers. Boston, MA:
Heinle & Heinle.

Chapter 9, "Adapting a textbook,” goes into more detail about ways to adapt a
coursebook at the syllabus, unit, or activity level with step-by-step examples from
teachers. It also discusses the “hidden curriculum” of coursebooks.

Rinvolucri, M. 2002. Humanising Your Coursebook: Activities to bring your classroom
to life. London: First Person Publishing.

This book describes 95 activities for using a coursebook with sections on warrm-up
activities, grammar, vocabulary, reading, writing, listening, speaking, and assessment.

Coursebooks 245

- 167 -



Woodward, T. 2001. A Central Tool: The Coursebook, p. 145-160 in Planning
Lessons and Courses. Cambridge: Cambridge University Press

This section includes ideas for orienting yourself and the students to the coursebook
as a whole as well as thoughtful ways to adapt it.

Many coursebooks now have their own Web sites to provide additional
activities.

Here are Web addresses for a few of the major ESL/ELT publishers.
Cambridge University Press (http://publishing.cambridge.org/elt)
Heinle/Thomson Publishing (http://www.heinle.com)
McGraw-Hill/Contemporary (http://mhcontemporary.com)
Oxford University Press (http://www.oup.co.uk)

Acklam, R. 1994. The Role of the Coursebook. Practical English Teaching, 14/3,
12-14.

Hutchinson, T. and E. Torres 1994. Textbook as Agent of Change. ELT Journal
43/4, 315-328.

O’Neil, R. 1993. Are Textbooks Symptoms of a Disease? Practical English Teaching,
14/1, 12-14.

Sato, Y. 2002. “Teacher and Student Learning in the Workplace.” Paper presented
at the annual conference of the Japan Association for Language Teaching,
Shizuoka, Japan.

Swan, M. 1992. The Textbook: Bridge or Wall? Applied Linguistics and Language
Teaching, 2/1: 32-35.

Van Ek, J. A. and L. G. Alexander 1975. Threshold Level English. Oxford:

Pergamon Press.
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Text-based Tasks

(Please answer in full sentences and in your own words)

1. What are some of the criteria described in the article for the selecting of text-based
materials and tasks? Can you give a specific example of a text or task that meets one or
more of these criteria?

2. What are some linguistic features of a text that can make comprehension difficult? What
can the teacher do in terms of materials, strategies or task sequencing to help learners
overcome these challenges?

3. What should a well designed text-based task allow learners to do? Can you give some
examples of text-based tasks that you could use with adolescent Korean learners?



5.1 Defining
text-based

Text-based tasks

5.1 Defining text-based tasks

5.2 Selecting and balancing exposure
5.2.1 Coursebooks and students’ needs

5.2.2  Sources of useful material

5.2.3  Selection criteria for material

5.2.4  Grading the text or the task?

5.3 Reading and listening strategies
5.3.1 Reading

5.3.2 Listening

5.3.3  Awareness of patterns in text

5.4 Designing text-based tasks

5.4.1 Prediction tasks

542  Jumbles

5.4.3 Restoration tasks

5.4.4  Jigsaw tasks

5.4.5 Comparison tasks

5.4.6  Memory challenge tasks

5.5 Planning a text-based task lesson
5.6 Summary

Material appraisal/Further reading/Notes

This chapter will illustrate some basic ways to design communicative tasks
based on reading and listening texts or video extracts.

It begins by focusing on issues concerning the selection of suitable texts
from available sources, and discusses whether we should grade texts or
tasks. It explores the strategies involved in reading and listening, and looks
at typical text patterns and the importance of recognising them. It then
illustrates six different task designs which aim to encourage natural reading
and listening strategies. Finally, it illustrates how texts can be presented in
the task-based framework, and shows what teacher and learners do at each
stage.

Chapter 2 offered a range of starting points for tasks. In this chapter, we shall
look more closely at one of them: texts.

From now on I shall be using the word ‘text’ in a general sense to mean a
continuous piece of spoken or written language. Texts in this sense will include
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5.2 Selecting
and balancing
exposure

5.2.1 Coursebooks
and students’
needs

recordings of spoken language and extracts from video, in addition to the
printed word. There may be suitable texts or recordings in your course
materials, or you may need to supplement these by choosing extracts from other
sources (see Focus 5). The texts themselves will increase learners’ exposure to the
target language in use.

Text-based tasks require learners to process the text for meaning in order to
achieve the goals of the task. This will involve reading, listening or viewing with
some kind of communicative purpose, and may well involve talking about the
text and perhaps writing notes.

Such tasks may lead into a reading or listening activity (see Task A in Focus 5:
The boy who came out from the cold), or can arise out of the text itself (see Task B:
Spiders). Sometimes one text will give rise to three different tasks, one before the
main reading or listening phase, one during, and one after.

For this section, think of a particular language course you are currently teaching,
have recently taught, or once attended. Keep this course in mind as you read.

We saw in 1.3.1 that exposure to the target language is absolutely vital.
Learners can only learn through trying to make sense out of the language they
experience. So the quality of the exposure, i.e. to a well-balanced range of text
types and topics, is crucial.

Because of the impoverished and restricted language found in some
coursebooks, many teachers are aware of the need to use supplementary
materials. But these must be chosen with due regard both for the language and
the learner. For example, a course supplemented entirely by authentic texts
taken from front-page stories in quality newspapers would most benefit a
learner who was planning to take up journalism, but learners wishing for a
broader, more general experience of English would need a greater variety of
written and spoken texts.

We must make sure, then, that we look at each course we teach as a whole. By
the end of it, what experience of the language will learners have had? We need
to appraise, as objectively as possible, the overall balance of the language
samples that the course exposes learners to. How far are they representative of
their language needs?

We need to be aware of learners’ possible end-of-course objectives and to
think how they could continue their language learning independently after the
course. This can help us familiarise them with appropriate sources, e.g. listening
to BBC World Service, watching Euro-News, or listening and talking to target
language speakers.

Some up-to-date coursebooks try to take account of all these things, though in
different proportions. Many use authentic reading materials, audio cassettes,
and some even have video components. All this is useful exposure, and should
be assessed, together with the classroom language that the course materials are
likely to generate, to see how far the total exposure meets the learners’ needs.

teacher student coursebook  task cycle reference
Y + recordings + = EXPOSURE

+ +
talk interaction texts language material

Nearly everyone is likely to need a basic command of the most frequent
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words, phrases, structures and text patterns (see 5.3.3). Most learners also have
their favourite topics or specialist areas. These niay involve the teacher in
supplementing the exposure provided by the coursebook. For example, if
students want to chat to people they meet while abroad, they will need exposure
to typical spontaneous interaction in English. This is the most difficult kind of
language to record and harness for classroom use. It is nevertheless very
important and ways of providing exposure to it will be given in Chapter 6.

In what other ways might their exposure need supplementing? Does the course
help learners to make the most of outside sources? Might they feel more motivated
if they could sometimes choose their own texts for class use? These and other
questions relating to the learner’s short and longer term aims need to be asked.

In Focus 5, I have tried to summarise the various types of exposure available for
language learners.

Spoken language

I have distinguished between sources of real-time face-to-face language, and
recorded or broadcast sources.

Face-to-face communication, where the learners have direct contact with the
people they are listening to, can be one-to-one, in a small group, or as part of a
larger audience. Face-to-face talk is often easier to understand because learners
have recourse to paralinguistic features like gestures and facial expressions,
which give clues to meaning. In a one-to-one situation they are also likely to be
able to control the flow of language to suit their level of understanding. This
naturally modified input may be easier to acquire from (see 1.3.1).

Many of the face-to-face situations in Focus 5 could be recorded by learners
(see Chapter 6).!

Recorded communication would normally be professionally made
programmes, for radio or TV or for audio cassette, compact disc, video or film.
Some sources, like the BBC World Service, are aware their audiences are not
native speakers of English, and adapt the language they use in a natural way, just
as one adapts in real life when speaking to a stranger who has difficulties
understanding. Extracts from such sources can be termed ‘authentic’, because
they have not been produced with a specific language-teaching purpose in mind,
but mainly to communicate, inform and/or entertain.

However, materijals that are especially written and scripted for language-
teaching purposes to include certain functions or structures cannot be called
authentic. Such materials are unlikely to be representative of natural language
use, and may even make understanding more difficult (see 1.3.1).

Wiritten language- - - - --- -

The diagram in Focus 5 distinguishes between published and unpublished
sources. A good coursebook should contain a variety of texts from published
sources. For adults, these can be supplemented by extracts on topical issues from
magazines, advice leaflets and newspapers (news cuttings can be also used in
conjunction with recorded extracts from radio or TV news bulletins). For
children, they can be supplemented by stories, activity books and reference
books. Encourage extensive reading for pleasure. Sometimes a class library of
short stories, magazines, children’s story books and comics will help.
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5.2.3 Selection
criteria for material

Unpublished sources include letters from pen-friends and data collected by
students doing specialist project work. International links or twinning
arrangements with schools and colleges in more than one country encourage
information exchanges of all kinds between classes of similar-age learners.?

Advances in computer technology mean that the Internet is also becoming a
useful resource. A whole range of text types is available; much of the material
being spontaneous, unedited, and available without charge* Some pairs of
schools and colleges in different countries have established electronic mail
(email) links to exchange information, or just pen-friend letters. Other
institutions are exploring it for sources of up-to-date specialist information
(e.g. medical ‘bulletin boards’) to download and print out for their ESP classes.

Material from all these sources can be made available for student use outside
class time through a self-access centre or an open learning system, where texts
and recordings are carefully classified and labelled.

Here are some criteria that should be kept in mind; they are, however
inextricably intertwined. Selecting a piece of material will involve considering all
of them, and is often a delicate balancing act.

* Exploitability: Choose a piece of material that lends itself to classroom
exploitation, i.e. to an engaging task, or series of tasks, that will probably
sustain students’ interest over a length of time (see 5.4).

* Topic: Variety is important - it is impossible to please every member of
the class every time. However, an engaging task, with the right degree of
challenge, will more than make up for a seemingly dull topic. An element
of surprise or originality helps.

* Length/chunk-ability: Choose a short piece, or a longer one that has
obvious ‘pause’ points, i.e. can be split into sections with a task set on
each. This is far more productive in class than a long piece, even if it is
more challenging, linguistically.

With listening, length is also important. One minute of BBC World Service
Radio contains around 200 words of running text, so a four-minute video
extract could produce a text 800 words long, which is well over two pages
of an average book.*

We saw in Chapter 1 that quality of exposure is more likely to lead to
effective learning than quantity. A short quality text, made more
memorable by a satisfying task, is more likely to stick in learners’ minds
and provide a richer learning experience than a long, less engaging one.
Ideally, we should aim at a mix of short and ‘chunkable’ longer texts.’

* Linguistic complexity: Try choosing occasional items where the language
itself seems difficult but the general message is predictable and the genre is
familiar, e.g. weather forecasts, sports reports. A simple task can be set that
can be successfully achieved without the need to understand every idea.

* Accessibility: Is the text culturally accessible or will students need
additional background knowledge to appreciate it? With Business English
or other professional areas, students may need to know specific
information, e.g. the type of organisation or its approach.

* Copyright: Check that you are not breaking copyright laws by copying
and using the material in class, or by storing it afterwards.

If only one or two of the criteria above present a problem in a particular text,
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it should still be possible and indeed rewarding to design an initial task that
makes it accessible to students.

In daily life, we process text in different ways, depending on our purpose. This
is also the case when we read, listen or view in a foreign language. Sometimes
we can find out what we want to know without being able to understand
anywhere near the whole text. And occasionally, though we do understand every
word, message and meaning are not clear.

With TV and video, the visual information combined with our knowledge of
the world often helps us to predict the content and, with the help of some key
words, to make sense of a fairly complex piece. Conversely, following apparently
simple written instructions, e.g. to set a video recorder, is often difficult even in
our first language, because we don’t have the technical knowledge the writer
expected.

In the classroom, the teacher may well have to supply some of the relevant
background knowledge beforehand, and, without giving too much away, ensure
that the key words or concepts will be recognised by learners. This could happen
in the pre-task phase (see 3.2.3). Task 3b) based on the Spiders text, on page 84,
attempts to do this.

Let us briefly consider what linguistic features might make a text problematic
for a reader who wants to gain an in-depth understanding of it.

Several types of readability studies exist, but these are based mainly on
sentence and word length. They conclude that the longer sentences and words
are, the harder the text is to understand fully.* However, there is some doubt that
such studies are sufficient as an indicator. Many children can read the word
‘elephant’ long before they can manage more common, shorter words. Other
factors which are likely to cause difficulty are:

¢ unknown words and phrases’;

* common words used with metaphorical or less common meanings
(students recognise the word, but don’t realise it is being used in a
different sense);

» complex phrase or clause structure. In English, for example, the noun
group in journalistic and academic text can cause problems.

Some written texts are difficult to understand simply because they are badly
written and consistently confound the reader’s expectations. Perhaps they are
badly signalled, or ambiguous. They may omit things that are necessary, or use
uncommon words for effect. In other words, the weakness may not be that of the
reader but that of the writer.

Even if the text in itself is linguistically difficult, the pedagogic level
still depends on the extent to which its meaning has to-be interpreted by
the reader, and on the reader’s prior knowledge of both the topic and genre
of text. '

Grading a text by attempting to assess its level makes no pedagogic sense,
then, unless one knows the purpose for which the information is to be used. Text
comprehensibility and task purpose are inseparable. The task defines the
purpose for which the text needs to be understood.

The text selection criteria we considered in 5.2.3 above are also relevant when
grading texts.
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5.3 Reading
and listening
strategies

5.3.1 Reading

As a general rule, if the text is linguistically dense or complex, set an easy
task, and follow it with others that encourage learners to focus on different
aspects. If the text is easy, you can set more challenging tasks, for example
understanding implications or inferences. It is more realistic to grade the tasks
rather than the text.

This section examines the ways in which language learners read, and compares
them with common strategies in mother-tongue reading. Listening requires
different processing abilities from reading, even though there may be linguistic
features in common. We then consider the importance of recognising natural
patterns in text. These will give us some principles upon which to base task
design, and help us to generate fresh ideas for tasks.

Unless learners are given a specific purpose for reading, they tend to see the text
as a learning device and read one word at a time. When they come to a word they
don’t know, they stop to think about it or look it up. Often learners sub-vocalise,
i.e. read the words in their heads. This gives them time to think about the
phrasing and pronunciation, but means they read very slowly, and often fail to
interpret the whole meaning.

‘Tunderstand all the words but I don’t know what the writer is getting at’ is a
common complaint from learners reading a second language.® They will need to
read the text two or three times to get even an approximate sense. All this takes
time and many less motivated learners give up.

Motivated learners do seem to absorb a lot of language by reading very
thoroughly. But to become efficient readers, they need to develop a more
versatile range of reading habits. When listening to spoken language, words are
already grouped together in phrases, with the message-bearing words stressed;
in written text, such clues are missing. Readers need to work out which words
belong together and form units of meaning ~ a ‘phrasing’ or ‘chunking’ process;
they also need to recognise the key words and phrases.

Reading for meaning should become a priority, and they need to get used to
the idea of sometimes reading for partial or approximate comprehension, rather
than aiming at perfect understanding each time. We saw in Chapter 1 that people
who tolerate ambiguity tend to be better language learners. Perhaps the same
goes for toleration of approximate understanding.

As far as possible, the tasks set should encourage the kinds of language-
processing behaviours students will need after their course, for example, reading
for specific information. Reading word by word is unlikely to be among them.

Teachers sometimes read out loud while learners follow the words in their
books. This may help learners initially with relating sounds to symbols, and
phrasing and chunking, but in the long run, it may encourage inefficient reading
habits. Silent reading for a specific purpose is far faster, more selective — there
is no need to read every line or paragraph — and gives learners practice in
recognising meaning units for themselves.

How do we normally read in our own language? When reading a newspaper,
for example, we rarely start at line one and read every word in every line until
the end. We flick through the pages (sometimes even back to front!), dipping into
the text in the middle if something catches our attention. We look at the pictures
or diagrams and try to make sense of them by reading selectively. (I would bet a
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lot of money that you have already done the same with this book!) Finally, we
choose the bits that suit our own specific purpose and read those in depth. If we
are really keen, and have time, we might finally read the whole paper. And
sometimes we might tell someone about what we are reading — summarising one
aspect and very likely giving an evaluation of it. Talking about text is a common
pastime. .

Listening to lectures or the radio and viewing TV or video are slightly different
from reading in that they have to be done in real time and in sequence. If you
don’t catch something first time, you can’t go back or stop and ponder over it
without missing the next bit (unless you are watching a video or listening to a
tape).

This can be a problem in lessons. When listening to recordings in class, some
learners panic, get left behind and give up. After a few times, they stop trying.
This is bad news, because they are cutting themselves off from a vast source of
exposure.

Carefully designed tasks on well-chosen texts can prevent this happening. Just
as we encourage learners to speak and experiment with ways of saying what
they mean, no matter what mistakes they make, we should also be encouraging
them to listen, predict and make guesses about meanings without penalising
wrong ones. Just as, when appropriate, we accept approximate renderings of
meaning, we should also accept approximate interpretations of meaning. Rather
than correcting a misinterpretation, we should find ways of giving learners an
incentive to listen to or read the text again, and work at improving their
comprehension for themselves. This is what a good task, or series of tasks, aims
to do.

But learners should also be encouraged to make do with a very approximate
understanding, and train themselves to keep listening for key words and other
clues to meaning and direction. This is far more useful in the long run than
becoming dependent on artificially slow clear speech. Overcoming the
difficulties of coping with natural input at the beginning is largely a matter of
task design.

One strategy that helps learners find their way through a reading text, oz, if
listening, to pick up the thread of an argument after getting lost, is recognising
particular patterns and the words or phrases that signal them.

Just as sentences have a range of typical patterns, so do stretches of language
above the level of the sentence. These are sometimes called higher-order patterns
or macro-structures in discourse and can have explicit linguistic markers.

Learners need to be able to recognise and exploit these patterns to improve
their reading and listening comprehension and to help them organise text clearly
and logically. Examples of six of these patterns follow.

Situation — problem — solution — evaluation

I read recently about a traffic problem in a village high street. The report began
with a description of the street (situation), then explained that speeding cars had
caused accidents resulting in severe injuries (problem). It proposed that a set of
traffic-calming measures be installed (solution), stating that this would be
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comparatively cheap and had proved effective elsewhere (evaluation). This is a
common text pattern.

Sometimes, however, it can be more complex. If the first solution proposed
(e.g. to build a by-pass) is no good, the evaluation will be negative (too costly,
uses valuable land) and another solution will be put forward, followed by
another evaluation. So then we have: situation — problem — solution 1 —
evaluation (negative) — solution 2 - evaluation (positive). The problem or
solution can also be elaborated on, for example, by explaining causes, reasons,
procedures.

In written English, the problem is often signalled by but. In spoken English, it
may be signalled by expressions like The thing is ... Trouble was ... and the
solution by So what he did was, he ... .

Sequential

Stories, anecdotes and descriptions of processes often follow a sequential
pattern. In spoken English this is typically signalled by a series of and thens.
Written or planned text tends to contain a wider variety of time phrases to signal
sequential patterns, such as eventually, after three weeks, later. With a process, you
might find First, then, and finally. In spoken language, you may hear Well, the first
thing is.../ What usually happens next is... but sometimes, explicit signals are
omitted, and must be inferred.

General — specific

Often a general concept will be illustrated by an example, or a general word, like
“traffic’, followed by a more specific item, like ‘speeding cars’. Although Rachel’s
account of her rough sea journey (see 2.3.1) might have seemed fairly
unstructured, a closer look shows a consistent patterning. She points out that
in general she’s a good traveller — it was on this specific occasion she was ill.
She describes the journey first, then gives specific details of the conditions in
the boat. She mentions her family in general before focusing specifically on
her brother.

Topic — elaboration

When writing, we introduce a new topic or new angle on an old topic by using
titles and headings, or stating the next main theme or argument.

When talking, we often announce the topic before giving more details. Two
examples from the ‘Spot the differences’ interaction in 2.3.1 are:

David: How about the television? Is that on or off?
David: So, the sign... What shall we say for that?

Main facts — supporting details

Newspaper reports typically begin with a paragraph that gives most of the main
facts of the story, often in one sentence, for example, A mother and her three
daughters died yesterday when fire swept through their house in Greater Manchester.

The subsequent paragraphs then flesh out the details: the ages of the children,
how the fire started, rescue attempts and so on. This is the pattern followed in
the Cold store report on page 106.
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Hypothesis — evidence — conclusion

This pattern is commonly used when reporting research. For example, a recent
project set out to investigate a possible link between unemployment levels and
the rise in crime. The report began with the hypothesis that poverty and
boredom due to unemployment drive young people to criminal activities. It
continued by presenting evidence from various sources. It ended with the
conclusion that there was indeed a link, and that the government should act
accordingly.

However, texts rarely follow just one of these patterns. The Spiders text has
situation — problem - solution as a higher-order pattern within which a
sequential pattern describes the steps of the solution.

Awareness of these patterns can help learners a lot. For example, if they have
just had a lapse of concentration in a lecture and suddenly hear the words Now,
one possible solution might be to... they know they have missed at least the end of
a description of a problem, and can guess that this solution will get a negative
evaluation. They also know that they should listen for details of another solution.
If learners can predict where the text is leading, and identify what they have
missed, at least they can ask someone afterwards.

Awareness of these patterns can also help us as teachers and materials writers.
If we start by identifying the predominant patterns in each text, we can design
better tasks. Recognising the main parts of the higher-order pattern is useful
when dividing a text, for example. And if we can devise tasks that highlight
patterns, students will certainly find this helpful both when completing set tasks,
and when reading or listening independently.

All text-based tasks aim to encourage natural and efficient reading/listening/
viewing strategies, focusing initially on retrieval of sufficient relevant meaning
for the purpose of the task. This will entail both holistic processing, i.e. gaining
an overall impression, and picking up detailed linguistic clues: a combination of
what are commonly called ‘top-down’ and ‘bottom-up’ processes.

Later, in the language focus phase of the TBL framework, learners will
examine the language forms in the text and look in detail at the use and meaning
of lexical items that they have noticed (see Chapter 7).

. There is a range of task designs that can be applied to texts. In this section we
shall illustrate six and give examples of ways to adapt them.

Designs for text-based tasks
Prediction tasks * from headline and early text
¢ from selected parts of text
* from pictures or video with/without words
» or sound track
Jumbles ¢ jumbled sections of text
¢ jumbled key points of a summary
¢ jumbled pictures from a series
Restoration tasks ¢ identifying words/ phrases/sentences
omitted from or added to a text
Jigsaw / split information tasks ® Each student in a group reads/hears a
: different part of a whole text or researches an

75



76

A FRAMEWORK FOR TASK-BASED LEARNING

5.4.1 Prediction
tasks

angle of a theme. These are then combined to
form a whole.

Comparison tasks * two accounts of the same incident/event
* adiagram/picture to compare with a written
account/ description
Memory challenge tasks * After a single brief exposure to the text,

students list/ describe/ write quiz questions
about what they can remember to show
other pairs.

You will no doubt already be familiar with some of these tasks; many are to be
found in good textbooks, and some are similar to those in Chapter 2.

Sometimes you may need to use two, or even three different types of task
conisecutively. If the first requires only a rapid processing of the text, students
will naturally want a second chance to understand more of it. If one task is
particularly challenging (like the ‘lost sentence’ one for Spiders in Focus 5), you
may want an easier one to familiarise students with the text first.

Task designs can also be combined, for example, prediction based on
sequencing jumbled pictures in the Spiders tasks 3b), ¢) and d) on page 84.

In the final event you need.to select or design tasks that motivate your
students: that make them want to read, hear and Ilearn from the available
exposure, and that encourage them to develop a variety of effective reading
and listening strategies. Sometimes you will need to copy and cut up a text.
Sometimes retyping is necessary. However, your efforts are likely to' be
rewarded. The level of student engagement and quality of learning stimulated
by such preparation are usually quite evident. With the task designs suggested
below, students usually want to read the text, or listen again, or solve the
problem and complete the task to their satisfaction. And this is ultimately what
counts. If they have enjoyed tackling the text because of your tasks, they are more
likely to read, listen and watch videos on their own in future. Each task
successfully completed is a step on the road to learner independence.

I will now give more detail for each task design, then hightight the type of text
they work especially well with.

Students predict or attempt to reconstruct the content on the basis of given clues
from part of the text, without having read, heard or seen the whole.

a Predicting news stories
Task A in Focus 5 (based on the Cold store story) asked you to do this from the

-headline and first lines. So, having written your seven questions, ask yourself if

they are all likely to be answered in the full report. Revise them if necessary.
Finally, read the rest of the text on page 106 to see how many of your questions
were answered. Most people find around four.

Now reflect on how you read the report. Did you read it word for word? Were
there bits you skipped? How did you manage to pick so many questions that
were answered in the text without actually reading it first? Your knowledge of
the genre of news stories probably helped. Factual reporting means the article
has to reveal more information about the ‘schoolboy’, e.g. his age, which gives
your predictions a basis. This process has implications for learning. You were
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probably quite keen to read the full text to see how many of your questions were
answered, i.e. you had a very specific purpose, and one you were involved in
creating — they were your own questions (compare this with reading a text
followed by comprehension questions set by a teacher). If you also had to check
your partner’s questions, you probably read the text twice, focusing on slightly
different parts and skipping what was familiar. When reading through the other
task designs in this section, choose a second task that would give learners a new
reason for reading the Cold store (and Spiders) texts again, more thoroughly, for
meaning,.

Notice how many of the main facts were given in those first few lines. This text
illustrates one of the patterns listed in 5.3.3: Main facts — supporting details. This
is what makes it so suitable for a prediction task.

To make it easier, you could give a few more lines from the first paragraph, or
supply dictionary definitions of key words, or do a pre-task brainstorming
activity on ways of keeping warm in a very cold place.

b Predicting problem solutions, story endings, poem themes

Using a text with a situation — problem — solution - evaluation pattern (see
page 73), you could:

o let students read /hear/watch only the parts which give the situation
and problem, and let pairs work out two or three alternative solutions
of their own, then evaluate another pair’s solutions. When they have
presented their best solutions to each other during a report phase,
ask the class to predict which solutions are mentioned in the original
text. They finally read /hear/watch the whole piece and compare
and evaluate.

Using a sequential text (see page 74), you could:

* give students most of it and ask them to write an ending.

* give the ending, and ask them to write the beginning. Giving them a few
carefully chosen words from the text (not all key words, and not all
nouns!) may make it easier.

* get them to hear/read a video/an illustrated children’s story/a series of
instructions without seeing the pictures, and then ask them to suggest
ideas for visuals.

¢ or, with the same sources, show them the video images (no
sound)/ pictures/diagrams first, and get them to guess what the
text will say at each stage.

Using a poem, you could:

* write lines on the board, one at a time, not necessarily in order.

After each line, ask what the poem could be about. Accept everyone’s
ideas, giving no indication as to which ideas are closest to the original.
If students get too frustrated, give them a line containing more clues.
Stop when they get near the actual theme and let them read the whole
poem. This is fun to do as a whole class exercise.

* give the first few lines, and maybe the last line, and ask students in pairs
to describe the circumstances behind the poem as they imagine them.

Make sure students don’t feel they have failed if they predict something

entirely different from the original text. Sometimes their ideas are even better;
they are often equally interesting and viable.
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5.4.2 Jumbles

5.4.3  Restoration
tasks

NB: Prediction tasks are difficult to present in a coursebook, because some
students will have read ahead and know what is coming.

Be sure to give enough clues! Only a headline or title to predict from allows
students very little to work on. It encourages random, unmotivated guesses,
which are often over in a few seconds, and bear little resemblance to the target
text. There is little or no linguistic challenge. It is far better to give a range of clues
that provide this and look intriguing.

Learners are presented with sections or parts of a complete text, but in the wrong
order. They have to read or hear each part and decide in which order they would
be best. Sequencing often requires quite deep linguistic processing of parts of the
text, and an appreciation of the coherence of the whole meaning.

The text pattern that lends itself most obviously to this type of task is the

sequential one.

* Where an account of a process/a set of instructions/a narrative is
accompanied by diagrams/ pictures, you could jumble either the text or
the visuals. This involves matching text to visuals (see page 84).

* With listening or viewing materials (which are difficult to play in the
wrong order), you could use a jumbled summary of the content or a
jumbled list of main points (perhaps minus the ending) instead.”

Using texts that follow a general - specific pattern or a topic — elaboration pattern
(see page 74), you could:

* split up the general/ topic statements from the accompanying specific
elaboration statements and jumble them. You might need to leave the first
and last paragraph intact, to give students sufficient context.

* jumble headlines from short ‘News in brief’ items and ask students to
read the items and select the headline that fits best. To make this more
challenging, add two or three extra headlines on similar themes. Since
headlines often use words with several alternative meanings, a dictionary
exercise could be set at the pre-task phase to help students predict these.

Using a poem, you could:

¢ either mix up whole verses, or lines within verses.

NB: Jumbles can be frustrating if texts are divided into too many sections. Before
you finalise the task for class use, try it out on someone who has not read or
heard the text.

Jumbles are rarely suitable for newspaper reports as events are seldom written

in sequence.

Always give students credit for arriving at a possible ordering, even if this is

not the original order.

Students replace words or phrases that have been omitted from a text, or identify
an extra sentence or paragraph that has been put in.

The aim here is for the student to restore the text to its original state. Although
the omissions or additions are normally selected by the teacher, there is no reason
why groups of students should not make their own, and give them to other
groups. This could make an excellent class revision exercise, with each group
working on a familiar text.
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a Omissions

Omitting words/ phrases from a written text, you could:

¢ put them into a box above the text (preferably with one or two extra
words/ phrases, so that students cannot do the restoration without
thinking) and ask students to find where they fit. Leave gaps.

* make an even more challenging task by omitting some carefully selected
phrases and retyping the text closing up the gaps. This way, a far more
detailed reading will be required. Such a task is best preceded by one that
gives students a general idea of what the text is about.

The choice of words to omit depends on the aims of the task. For example, some

of the new words that students may not know could be removed or blacked out

completely. Ask students to summarise the story with the words missing.
This will prove they do not have to understand every word to do the task.
Another way would be to remove phrases crucial to the story line, leaving gaps.
On the basis of what they've read, learners speculate which phrase could be in
each gap.
Omitting a single sentence, you could: ‘
* put it underneath the text and close up the gap. If you have picked a good
sentence, students will have to read quite carefully to find where it fits
best (see Task B in Focus 5).

b Additions

Adding an extra sentence to the original text, you could:

¢ ask students to spot the stranger. It will need to be fairly well disguised,
for example, by containing some of the same lexis as the text, but should
not make sense in the context. For example, in the Cold store text on
page 106, you could add the sentence Even the butcher himself was freezing
cold in the middle of paragraph three.

Adding another text of a similar length on a similar topic but from a different

genre, you could:

* merge the two for students to read and separate the paragraphs into the
two original texts. For example, this could be done by finding a text about
spiders from a children’s encyclopaedia, splitting it into four or five short
sections and inserting it into the Spiders text. (You would obviously need
to retype the merged texts.) This task would be more suitable for higher-
level students.

¢ Tabularised information

Using a separate table/ flow chart/diagram summarising the main points of the
text or programme extract, you could:

* omit some points (and jumble them below) or add a specific number of
extra points. Students begin by discussing the points, and trying to
identify which fit where, or which might not fit. They then read/listen/
watch to confirm their predictions.

The aim is for students to make a whole from different parts, each part being held
by a different person or taken from a different source.

Students read/listen to/view their section, and report to the others what it
contains. They then discuss how it all fits together. The final product is either the
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5.4.5 Comparison
tasks

5.4.6 Memory
challenge tasks

reassembled text or a new piece containing the synthesised information written
by the group or presented orally.

Using a text with a situation — problem ~ solution — evaluation pattern (see
page 73), you could:

* split it into four or more sections (depending on how many solutions are
offered and evaluated, and how these are organised within the text), to
make a small-scale task.

* make such tasks into large-scale projects, for example, to produce a report
on a specific aspect of a country by compiling information from different
sources such as interviews, reference books, travel brochures and TV
documentaries (for more ideas see Appendix A, Type 6: Creative tasks).

Using a recording you could:

* do asplit listening task, where the whole class hears the same recording,
but different groups must listen for different information or to a different
person. Then they are asked to pool what they can remember and
summarise the content, having been given a set number of points to
include. (This makes them sift and evaluate the points they have
retrieved.) The same technique can also be used for quick dictation of a
whole text or conversation.

Using a video, you could:

* do a split viewing task, where half the class turn their backs to the video,
while the other half view normally. They would then pool and summarise
the information as above.

For students to complete all jigsaw tasks to their satisfaction and bring them
to the standard needed for the report phase, they will need to read/hear/view
the sources several times after the initial task is completed. They may then
have a natural desire to read or hear each other’s sources, too, to check their
information. This naturally increases their exposure and experience of language.

These are similar to the tasks described in Chapter 2.3.1 and Appendix A Type 3.
Instead of spotting the differences between two pictures, learners compare two
(or more) similar texts to spot factual or attitudinal differences, or to find points
in common.
Using different accounts of the same incident/ different descriptions of the
same picture or person, you could: )
* ask students to read about each others’ experiences of school to find and
list points that they have in common.
Using a single event covered by different media, e.g. anews story and a broadcast
recording or the same news story from two different newspapers, you could:
* ask students to list the points in common or spot the differences.
Using a report/ review of a video extract, you could:
* incorporate two pieces of false or additional information that were not in
the original extract. Students then compare the report/review with the
extract itself.

Speed is of the essence here. These tasks are based on the fact that different
people will notice and remember different things from a text they have read fast
(set a time limit!), or from a recorded extract they have heard or watched only
once. You may, when doing them, decide to cut right down on the pre-task phase,
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because you will get a greater divergence of impressions if students do it “cold’
the first time.

After a single, brief exposure to the text, depending on the content, you could
ask pairs to do one of these things:

* list a specific number of ideas/things they remembered best (and why).
When reporting these, they find out how many people chose the same
ones, and why.

* describe in as much detail as possible one place/person mentioned/
shown in the extract.

¢ write three (or more) quiz questions about the text that they are sure they
can answer correctly. They then ask other pairs their questions.

» with TV adverts on video, list the images on screen, in the right order, and
then link them with what they can recall of the text.

After the report phase, (so long as the teacher does not give away the correct
answers) the class will naturally want to read, see, or hear the piece again,
perhaps several times, to see who remembered the best, and whose first
impressions were the most accurate (or strangest).

The task framework can be used flexibly as a planning tool to enable students to
get the most benefits from text-based tasks.

When using texts of any kind, the pre-task phase may involve a quick study
of the title or a small extract, or words and phrases from them. The task cycle
may take a bit longer, depending on the length of the text or recording. The
balance can also be changed slightly; there may be less emphasis on the planning
and reporting components, to give more time for the reading and listening. There
may be two or even three task cycles arising out of one text, each giving different
insights into its meaning.

A sample outline for a lesson beginning with a prediction task follows. Note
what teacher and learners do at each stage. Each phase begins with general
instructions and is followed by a section of a specific lesson plan based on the
Cold store text on page 106.

Sample lesson outline for text-based tasks

Teacher introduces topic, source of text, its original purpose, characters, and
other relevant information to set scene and activate learners’ prior knowledge,
using background material if suitable.

Tell class about the coldest day you remember.

Ask: What's the coldest you have ever been? Where? Why?

Brainstorm on words/phrases expressing cold, including cold store/freezer.

Brainstorm on ways to keep warm.

Task 1

Teacher sets up initial task for students to do in pairs; e.g. prediction task based
on extract from text/video programme.
Teacher helps with meanings of key words and phrases if asked.
Pairs discuss predictions.
Write headline and first lines (up to accidentally) on board.
Ask pairs to write down five questions they’d like answers to.
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Planning and report 1

Students plan brief oral report for whole class, to compare predictions.
Teacher encourages but does not reveal whose predictions are closest.
Pairs tell each other the questions they thought of. Discuss possible answers.
Let pairs now write seven questions they are sure will be answered in the story.

First full exposure
Students read whole text/hear or view recorded material once or twice, to see
how close predictions were,
Teacher chairs general feedback on content. (Avoid detailed explanation at this
point - students may resolve own problems during the second task.)
Pairs read whole Cold store story to find how many of their questions were answered.
Ask how many got 7/7, 6/7, 5/7, etc.

Task 2

Teacher sets second task of different type, e.g. memory challenge. Without
reading/hearing/ viewing again, pairs list specific number of points, events, etc.
in order they were mentioned or happened, or pairs prepare list of quiz questions
for other pairs to answer from memory. ‘
Either
Memory challenge: Pairs turn texts over. List six or seven things that happened in
chronological order. Start from At the end of the afternoon’s work in the butcher’s shop,
Peter went into the cold store.
Or
Memory challenge: Pairs prepare six or seven quiz questions to give another pair to
answer from memory.

Planning and report 2

Pairs tell/ask other pairs, exchange lists or report to whole class.
Teacher encourages but does not reveal solutions.

Either

Pairs read each other’s lists and complete their own.

Or

Pairs answer each other’s questions and see how many they get right.

Second full exposure
All students read/hear/view again, once or twice, to check what they have
written, and see which pairs remembered most. General feedback.

Either

Pairs read text again, to check facts and find anything else that could go in list.

Or

Pairs read text again, to check answers they got wrong.

Writing task:  Plan and write a summary of the story consisting of exactly 60 words.

Not all cycles will be precisely the same since they depend on the type of task.
Once the task is set up, the role of the teacher is very much that of facilitator,
encouraging students to process the text for themselves, and to help each other
understand it sufficiently to do the task. It is the learners who should be doing
all the work. At the end of the last report stage, the teacher can chair a summing-
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up or evaluation session, before focusing on language.

The next and final phase in the task framework is language focus, with analysis
and practice components, which give learners chances to take a closer look at the
language forms in the text. These components will be described in Chapter 7.

The task designs described in the main section of this chapter complement the
tasks described in Chapter 2. The aim of these two chapters has been to provide
a wide repertoire of task types and designs. The examples in this chapter are
based on written or spoken texts, and require learners to apply their real-world
knowledge and experience to assign meaning to what they see, hear or read.

Tasks based on text motivate learners to read or listen for a particular purpose.
Each time they do so, they interact with the text in a slightly different way, and
retrieve different kinds of meanings according to the task goals. This process offers
a variety of learning opportunities, and it is essential that the texts chosen form
altogether a representative sample of the target language the students will later
need.

We saw in Chapter 1 that exposure is vital for language learning. Its overall
quality and quantity must be carefully appraised. The language contained in
some textbooks fails to offer a fair sample of the target language as a whole. To
help counteract this, and to broaden students’ experience of language, this
chapter has offered an overview of possible sources of suitable written and
spoken material and listed criteria for its selection. It has presented some
common text patterns, and given guidelines for the design of a range of text-
based tasks, all of which should motivate learners to read and listen and employ
a range of strategies in doing so. The final section illustrates how the task-based
framework can help in the planning of text-based lessons, and clarifies what
teachers and learners do at each stage.

Material appraisal

1 Appraising language exposure —see 5.2.1
Choose a coursebook that might be suitable for students you know. Go
through it quickly to appraise the amount and range of language, both written

and spoken, which it contains. Does it offer learners a relevant balance of -

language experience? What kinds of language and types of texts are lacking?

2 Appraising external sources of exposure — see 5.2.2
Even if you are not in a place where the target language is commonly used,
think how many possible sources you/your learners have available.

3 Grading tasks —see 5.2.3, 5.2.4
Here are four tasks based on the Spiders text in Focus 5. Which would provide
the easiest route to understanding the text and finding out how the woman
was cured: a), b), ¢) or d)? Which might be the least effective task in providing
learning opportunities? Why?

Read the Introduction about the TOP group and the first paragraph only of the
text. Then either:

a) Together think of three ways the TOP group could help this woman.
Exchange ideas with other pairs. Select four ideas you think might appear
in the text, then read the text to see if you guessed correctly.
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or

b) In pairs, look carefully at the five pictures, and read the captions. The
pictures show the stages in which the woman was cured of her phobia
about spiders. What order do you think they should be in?

or

¢) The same task as b) above, but without captions to the pictures.

or

d) The same task as b) above, but with captions using words and phrases
from the text (i.e. ‘doodles’ instead of ‘drawings’).

4 Reading strategies — see 5.3.1

Find some written texts either in a textbook or other sources, and see what
kinds of tasks you could use from this chapter that would encourage learners
to read for meaning. If possible, try them out in class and observe the kind of
strategies students use to do the tasks.

5 a) Try to observe people reading, in and out of class. Do they read in a linear

fashion?

b) Interview some good language learners in a class you know. Ask them to
think about how they read and to tell you in a later session. What advice
would they give to other learners who want to improve their reading?

6 Listening strategies — see 5.3.2

a) Examine the listening materials used in conjunction with a course you
know. How would the balance suit students you know?

b) Find an extract of spontaneous speech with a transcript, and devise two
tasks you could use to encourage students to listen with involvement. Try
them out in class, and get learners’ feedback.

7 Task design — see 5.4

If you can get permission to use them in class, record some TV advertisements,
preferably ones that students may not know, in the target language. Satellite
channels are good for this. Would one be useful for memory challenge tasks?
Which ones? Would one be useful for split viewing or predicting?

8 Try out two or three different text-based task cycles with one class. You may

need to add some language-focused work afterwards (see Chapter 7). After
each task, get students to reflect on what they did and write some feedback for
you. They could either complete sentences like:

I found this task (easy/boring/hard/interesting).

I talked (a lot/a bit /not as much as I wanted to).
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or you could ask them to write three things they liked about the lesson or two
suggestions for improvements.

9 Look through resource books (three good ones are: R Holme, 1991 Tulking Texts
Longman; A Duff and A Maley, 1990 Literature OUP; Bassnett, S McGuire and
P Grundy, 1993 Language through literature Longman) and observe the range of
texts and tasks they suggest. How many fall into the task categories offered in
this chapter and Appendix A?
Can you find any additional types of task that would motivate your learners
to process texts purposefully?

For the range of text types available and for ways of exploiting them for teaching
language, see G Cook, 1989.

For more on teaching, see F Grellet, 1981, C Nuttall, 1996, J Richards, 1990,
Chapter 5 or C Wallace, 1992.

For more on listening, see A Alderson and T Lynch, 1988, and J Richards, 1990,
Chapter 3.

For an excellent summary of task types suitable for literary texts called “Ten
generative procedures for developing language activities’, see A Duff and A
Maley, 1991, pp. 157-65.

1 See M Legutke and H Thomas, 1991 on a secondary school in Germany who
used their local airport as a rich source of language data.

2 Classes could exchange written materials, audio and perhaps even short video
recordings on any variety of local and international topics. Language teaching
magazines often have a ‘wanted’ column for pen-friends/school links.

3 The Internet address: http:/lwww.les.aston.ac.uk/ext ling html will give you
a menu to start exploring what is available for language teachers.

4 Other criteria for the selection of video material should include visual
interest/appeal; for example, if the screen only shows ‘talking heads’, there is
very little to exploit on the visual side, other than personal expression, lip and
body movements, etc. See M Allan, 1982, p. 22.

5 This is not to say that long texts or whole programmes are not useful exposure.
They are, if they are moderately comprehensible. Reading and viewing for
pleasure can, however, be done out of class. Here we are thinking of making
the most of limited classroom time, which is often expensive for the student.

6 D Crystal, 1992, p. 372 describes American research which has produced a
formula for calculating the ‘fog index’ of a text.

7 More than one unknown word in twenty is likely to render a text frustratingly
difficult (P Meara, 1993).

8 When you were at school, do you remember reading a foreign language text
out loud in your best pronunciation? And then realising at the end that you
had hardly any idea of what it meant?

9 Actually making the summary of the video extract or listening text, and
deciding how to jumble it would have to be done beforehand. Perhaps this
could be set as a task for a higher level class to do in groups, trying the jumbled
versions out on each other afterwards.
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How to Put Words to Work

(Please answer in full sentences and in your own words)

1. When learners are learning new words, what is required for those words to move from
working memory (short-term memory) into long term memory? How are words often
taught in Korean classrooms?

2. The author describes three basic task or activity types that we can use with learners to
help them remember and internalize new words, what were those three basic task types?

3. The author provides many examples of vocabulary tasks that you can do with your
learners, what