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Preface

E . This book is a development of an earlier book entitled Braluating and Selecting
EFI, Teaching Materials and is completely redesigned and rewritten. I hope that
it will meet the need encountered by many teachers, course directors, teacher
irainers and trainees for-an-up-to-date book on this important subject, which

is both accessible and practical, and addresses the main issues.

Probably nothing influences the content and nature of teaching and learning

i “more than the books and other teaching material used. So it is of great import-
: ance that the best and most appropriate matérials available should be adopted,
Selecting teaching materials is often not an easy task, but I hope that this book

will help to make it a little easier, and will help to ensure that the choices made
are the bést possible ones.

I would like to acknowledge the great debt which I owe 0 colleagues and to
students on training courses over a period of years for their valuable comments
and suggestions, which have helped me to develop and refine the evaluation
criteria put forward in this book.
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Introduction

The aim of this book is to help teachers of Englishas a foreign or second
language to evaluate coursebooks and select those that will be most suitable for
their purposes. It will be of equal use to course designers, directors of studies

and others who have to make decisions about which coursebooks and other
teaching material to adopt. .

The book will also be of interest to teacher tra
training courses for EFL or ESL. A needs-an:
in TEFL/TESL showed that employing insti
in the content of teacher training courses co
be one of the most important components
(Henrichsen 1983). 1 hope that this book

practical input that will be useful in cover
training.

iners and to those undertaking
alysis survey of teacher training

nsidered coursebook evaluation to
of a teacher training course

will provide some theoretical and
ing this element of BRL/ESL

The contents of the book are intended to
case of reference, evaluation criteria are
section that they refer to. In this way,
anyone wishing to use them without

be essentially practical in nature. For
highlighted and directly follow the
they are immediately accessible to
working through the explanatory text.

However, some underlying principles or guidelines for evaluation are
necessary in order to give a rationale to the evaluation criteria that ave used.
‘These general guidelines are included in Chapter 2 of the book, and the
evaluation criteria in this book are founded on them. Effective evaluation
depends on asking appropriate questions and interpreting the answers to
them. This book provides a wide range of evaluation questions for you to
select from according to your individual situation. There are also a good many
pointers on interpreting the sort of information that will emerge, although

your choice of coursebook will ultimately depend on your own professional
judgement. :

A large number of examples have been used, drawn from
British coursebooks and supporting material, which will h
points being made and suggest how the evaluation
practice. The case studies in particular are intende
procedures can be carried out,
should stress here, however,
review of EFL, coursebooks

equip teachers and others to
materials, The fact that an

contemporary

eip to illustrate the
criteria can be applied in

d to show how evaluaton
focusing on different aspects of coursebooks, |
that this book is not intended as a comprehensive
and other teaching materials. Its aim is to help

do their own evaluation and selecton of

example from a coursebook has been included
should not necessarily be

taken as an endorsement of that book, nor should
the absence of any current coursebook be taken to imply lack of approval.

tutions and others with an interest
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Chapter 1 . Selecting coursebooks — the essentials

For this we need in-depth evaluation which is more penetrating in its
approach and has its own agenda. As well as seeing what is prominent and
obvious in a coursebook, we need to examine how specific items are dealt
with, particularly those which relate to students’ learning needs, syllabus
requirernents, how different aspects of language are dealt with, etc.

Many of us will have our individual checklist of things that we lock at in a new
coursebook. How the book deals with these jtems will give usa good
indication of how suitable it wonld be. Some of my favourite questions in this
context are:

o How does the coursebook present the present perfect, with particular
reference to its meaning and use? ‘ .

¢ How does it teach the use of articles?

¢ Daes it include anything on intonation?

o Does it deal with the organization of language above the level of the
sentence, eg in conversation or in continuous writng?

23
]
i
;
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)
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These are all areas which tend to tax coursebook writers because they are
difficult for most learners and are not very easy to teach. There are many
other key indicators of this kind that you could use, depending on your own
learners and their backgrounds. You may like to consider here which
indicators you think would be most useful for you. They need not be limited

o 55

AR

B

e

j to aspects of language, but ¢ould include topic, approach to learning,
S5 organization of content, teaching techniques employed, and many others.
s "

Tt is also useful to pick ot one or two units of a coursebook and analyse them in
detail, trying to choose units which look as though they are typical of the material
as a whole. Here you could look at the baldnee of activides and skills contained
in a unit, the potential for learner participation, the amount of new language
introduced, the amount of recycling, etc. Again, which aspects of the material
you examine will depend on your priorities and on the characteristics of the
students that you are working with and the context that vou are working in,

o
WL

PR 1.7

The in-depth approach is characterized by its active nature: we actively seek
out information about the material in line with an agenda that we have already
decided on. The impressionistic approach is more recepdve in that we look for
anything that is noteworthy and intéresting.

A combination of both approaches, involving an impressionistc overview of
the whole and an in-depth examination of representative samples of the
material will form a sound basis for evaluation and for the ensuing choice of
the most suitable coursebook for adoption. ‘ .

B
i

.'\E'J

O A

2 Deciding on a checklist

"There are many criteria that can be used for evahiaung coursebooks and I wil
be discussing many of them in later chapters of this book. However, for
practical purposes a manageable List of the most important criteria will be
needed. As different criteria will apply in different circumstances, it is best to
identify your own priorities and draw up your own checklst, perhaps using

o
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Chapter | Selecting coursebooks — the essentials
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, "The wealth of published material for English language teaching (ELT)

H available on the market makes selecting the right coursebook a challenging
task., We need to be able to make informed and appropriate choices when
selecting coursebooks and supporting materials. An ever-increasing number of

o
o

3:‘ books are being published across more and more areas of ELT to the point

:‘!“z, where it is easy to become thoroughly confused and overwhelmed by their

S{; sheer variety and by the competing claims made for them. This applies 1o

& mainstream courses and also to more specialized material such as ESP courses
i and supplementary skills books.

;“i‘“ ILearners are becoming more sophisticated, particularly through the influence
E%‘; of television and computer games, and they expect high standards of

o production and presentation, especially where visuals are concerned. They

also expect textbooks to make learning easier and more enjoyable and can be
quick to lose interest in dull and uninspiring material, no matter how sound it
may be methodologically. Faced with the rich variety of coursebooks available,
how do we make our choices? Should we choose the books with the most
attractive illustrations? Would we be best advised to go for the ones that are
strongly made and fook as though they will survive several years of fairly

R,
PSS

2 4

};g rough classroom use? Is it advisable to select’ among the cheapest, leaving

2}: ~ mOrTe MOoney in the budget for buying equipment such as cassette players?

i’j "These are just a few of the factors that need to be taken into account, and not

i necessarily the most important. As in most decision-making, the key lies in

¢ . asking the right questions first and then evaluating the answers which resalt

i : from this process.

5 ; .

% ) ‘ 1 Approaches to evaluation |

e We can form a general impression of a coursebook faitly qguickly, just by

%‘ looking through it and getting an overview of its possibilities and its strengths

5"‘3 and weaknesses, noting significant features which stand out. This is what most

S of us would do when sample copies of a new course land on our desk. We can

& soon see what various features. of the coursebook are like, such as the quality

i of the visuals, how attractive and clear the layout is, what the whole course

i " package is made up of, how the items included in the coursebook are

£ sequenced, etc. This kind of impressionistic overview is useful and gives us
a general introduction to the material, It is particularly appropriate when
doing a preliminary sift through 2 lot of coursebooks before making a shortlise
for more detailed analysis, and also when looking at new material that may be
considered for adoption at a later date, But it will not necessarily identify any

significant omissions in the coursebook or locate any important weaknesses.
Nor can it be relied on to give enough detail to ensure a good match between
what the coursebook contains and the requirements of the learning/teaching
sitaation.
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2 Deciding on @ checklist

some of the criteria outlined in this book and adding others of your own,

based on your concerns and prioritics. As a starting point, I have selected what
seern to me to be some of the most important general ctiteria for evaluation
and selection purposes and present them here as a basic quick-reference

checklist.

Tl W " Jl- 4 =
R sy T e e

# - Quick-reference checklist for evaluation and selection

Aims and approaches
Do the aims of the coursebook correspond closely with the aims of the teaching

. o,
# ';‘m;ﬂﬁ:ﬁdﬂﬁ PO L -

O
programme and with the needs of the learners?
. O] s the coursebook suited to the learning/teaching situation?
3 : O How comprehensive is the coursebook? Does it cover most or all of what is needed? Is
3 ‘ it a good resource for students and leachers? .
3 7 Is the coursebaok flexible? Does it allow different teaching and leaming styles?
;:i Design and organization
S What components make up the total course package (eg students’ books, teachers’
) books, workbooks, eassettes, etc)?

How is the content organized (eg accarding to structures, functions, topics, skills, etc)?
Is the arganization right for learners and teachers?
How is the content sequenced (eg on the basis of complexity, ‘learnability’, usefuiness,

etc)?

is the grading and prograssion suitable for the leamers? Does it allow them to complete
the work neaded to meet any external syllabus requirements?

is there adequate recycling and revision? ) .

Are there reference sections for grammar, etc? Is some of the material suitable for

individual study? - )
£ Is it easy to find your way around the coursebook? is the layout clear?

-
e

oo G g 8 o

Language content _
[ Does the coursebook cover the main grammar items appropriate to each level, taking

g . learners' needs into account?
%3 ’ " O Is material for vocabulary teaching adequate in terms of quantity and range of
E vocabulary, emphasis placed on vocabulary development, strategies for individual
= learning?
3 O Does the coursebook include material for pronunciation work? If so what is covered:
= I ) individual sounds, word stress, sentence siress, Intanation?

03 Does the coursebook deal with the structring and conventions of language use above
sentence level, eg how to take partin conversations, how to structure a piece of
extended writing, how to identify the main points In a reading passage? (More relevant

- at intermediate and advanced levels)

{0 Are style and appropriacy deaft with? If so, Is language style matched to social

situation?

Skills .
O Are all four skills adequately covered, bearing in mind your course aims and syllabus

requiremnents?
1 Is there materiat for integrated skiffs work?

2:{ ' [3 Are reading passages and associated activities suitable for your students’ levels,
= . nterests, etc? Is there sufficient reading material?

o R
w

=
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Chapter 1 Selecting coursebooks — the essentials
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O Is listening material well recorded, as authentic as possible, accompanled by
background information, .guestions and activities which help comprehension?

O Is miaterial for spoken English (dialogues, roleplays, etc) well designed to equip learners
far real-life interactions?

U Are writing activities suitable In terms of amount of g'uida ncefcontrol, degree of

accuragy, organization of longer pieces of writing (eg paragraphing) and use of
appropriate styles?

O Is there sufficlent material of genuine interest to learners?

O Is there enough variety and range of topic?

0O Will the topics help expand students’ awareness and envich their experience?

O Are the topics sophisticated enough in content, yet within the learners’ language level?
(]

[

]

Will your students be able to relate to the social and cultural contexts presented in the
coursebook?

Are women portrayed and represented equally with men?

Are other groups represented, with reference to ethnic origin, occupation, disability,
etc? . .

Methodology

What approach/approaches to language learning are taken by the coursebook? Is this
appropriate to the learning/teaching situation?

Whiat level of active learner involvement can be expected? Does this match your
students’ fearning styles and expectations?

What techniques are used for presenting/practising new language items? Are they
suitable for your learners?

How are the different skills taught?

How are communicative abilities developed?

Does the material Include any advice/help to students on study skills and learning
strategies?

Are students expected to take a degree of responsibifity for thair own learing (eg by F
setting their own individual learning targets)?

O "G00 O o o

Teachers’ books

Is there adequéte guidance for the teachers who will be using the coursebock and its
supporting materfals?

Are the teachers’ books comprehensive and supportive?
Do they adequately cover teaching techniques, language itemns such as grammar rules
and culture-specific information?

Do the writers set out and justify the basic premises and principles underlying the
material? o ,

Are keys to exercises given?

O o oo

Practical considerations '

What does the whele package cost? Daes this represent good value for money?

Are the books strong and long-lasting? Are they attractive in appearance?

Are they easy to obtain? Can further supplies be obtained at short notice? _
Do any parts of the package require particular equipment, such as a language

laboratary, listening centre or video player? If so, do you have the equipment available
for use and is it reliable?

oooco
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3 Selecting the best available coursebook

Selecting the best available coursebook

Selecting coursebooks involves matching the material against the context in
which it is going to be used. No coursebook designed for a general market will
be absolutely ideal for your particular group of learners, but the aim is to find
the best possible fit, together with potential for adapting or supplementing
parts of the material where it is inadequate or unsuitable,

A sound way to approach the selection of couxsebooks is firstly to identify the
aims and objectives of your teaching programme and secondly to anatyse the
learningfteaching situation in which the material will be used. This will give
you a profile of the context for which you are selecting the teaching materials
and some of the requirements that the materials will have to meet.

"The next stage is to draw up a list of potential coursebooks, using information
from publishers, advice from colleagues and your own previous experience.
These books should be subjected to an impressionistic evaluation to eliminate
those that are obviously unsuitable. The resulting shortlist should consist of
perhaps between three and five coursebooks and these will be the subject of an
in-depth evaluation process using criteria which are most relevant to the needs
of the teachers and learners concerned, These criteria can be selected from
among those presented in this book or devised specially to meet specific needs
and circumstances. In most cases there will be a combination of ready-made
and specially-devised criteria. . :

Materials evaluation is a complex matter, as there are many variables that
affect the success or failure of coursebooks when they are in use. The number
of variables is reflected in the range and multipliciry of possible evaluation
criteria. However, it is important to limit the number of criteria used, the
number of questions asked, to manageable proportions. Otherwise we risk

.being swamped in a sea of detail. This is why it is important to prioritize the
criteria that you are going to use, using those which are most relevant to the
context in which the materials will be used. The selection of appropriate
criteria is crucial, as the evaluation process will throw up a profile of the
coursebooks being examined. This profile should then be rhatched against the
profile of the learning/fteaching context and of the requirements that have to be
met, In most circumstances, the coursebook which most closely fits the
requirements and the context will be the best available, although other factors,
such as flexibility and the potential for adaptation, will need to be taken into .
account., ’ ‘

1 do not wish to give the impression that the selection process is in any way
automatic, as it is not. Mor is it wholly objective, as individual, subjective
judgements of a professional nature are central to it. My aim in outlining a
procedure for selection is to enhance the value of professional judgement by
providing a framnework in which it can operate. Also, it is intended as a
framework, not a straitjacket, and you will probably want to modify any
procedures to suit your circumstances and preferred way of working.
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Chapter 1 Selecting coursebooks — the essentials

Whatever procedures you do follow, you would be wel] advised to view -
materials selection as a process involving several people working together and
pooling their perceptions and experience. In this way there is a better chance

of making balanced judgements and ulimately of making the best choice of
coursebook.

)

4 Specifying aims and analysing the learn:inglteaching
sitnation "

This is a shortened version of a more comprehensive checkiist, which will be
found in the Appendix. It should act as a starting point for looking at the
context in which teaching materials will be evaluated,

Alms and objectives

O What are the aims of the Engiish programme?
0 Note any specific objectives, eg in terms of fanguage items, functions, skills to be
" covered.
O Is there a detailed syllabus? if so, what does it consist of and how is It crganized (in
terms of grammar, functions, topics, skills, etc)?
O How is the achievement of aims and objectives measured?

The learning/teaching situation

What is the, status and role of English in the learners’ home countries?

What are their maln reasons for learning English?

How much time is avaitable? How intensive is the programme?

What is the class size? Are classes homogensous with respect to age, level, ability, etc
of the learners? :

What resources are available including teaching rooms, equipment, supplementary
materials, access to photocopying? ,

0 poog

The {zarners

O What are their ages, fevels, expectations, motivation?
0O What is their previous language-learning experience?
{J What are their preferred learning styles?

O what are their interests?

The teachers

B What is the accepted role of teachers in the educational system?

U What methodological approach do they tend to prefer? . 7

0 What level of persenal initiative do they bring to their teaching?

O How free are they to diverge from the syllabus? .

B3 Do they have the right to adapt or supplement the standard coursebook? if they do, do
they have the time and expertise to do so when necessary?
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S The role of coursebooks

27
The role of coursebooks

Coursebooks are best seen as a resource in achieving aims and objectives that
have already been set in terms of learner needs. They should not determine
the aims themselves or become the aims. We are primarily concerned with
teaching the language and not the textbook. When we occasionally talk about
‘teaching Unit 16°, ‘doing the first six chapters’ or ‘reaching page 68, itis to
be hoped that we are only using a convenient shorthand way of expressing
well-thought-out aims and objectives and that the coursebook has not become

the main determiner of thém.
Coursebooks have multiﬁnle roles in BLT and can serve as:

o & resource for presentation material (spoken and written)

a source of activities for learner practice and communicative interaction

a reference source for learners on grammar, vocabulary, pronunciation, etc
a source of stimulation and ideas for classroom language activities

a syllabus (where they reflect learning objectives which have already been
determined) '

e. a resource for self-directed learning or self-access work

» asupport for less experienced teachers who have yetto gain in confidence.

Tt is generally accepted that the role of the coursebook is to be at the service of
teachers and learners but not to be their master. Its role is not to exercise a
tyrannical function as the arbiter of course content and teaching methods.
However, it has to be recognized that teaching materials can exert considerable
influence over what teachers teach and how they do it. Consequently, it is of
crucial importance that careful selection is made and that the materials
selected closely reflect the aims, methods and values of the teaching

programune.

The relationship between teacher and coursebook is an important
consideration and is at its best when it is a parmership which shares common
goals to which each side brings its special contribution. The aims of the
conrsebook should correspond as closely as possible to the aims of the teacher,
and both should seek to meet the needs of the learners to the highest degree.
The partnership is helped when aims and objectives are well defined, and

_ when the different but complementary roles of teacher and coursebook are

clearly perceived and well balanced.
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Chapter 2 Analysing and evaluating coursebooks:
a rationale and some guidelines

Selecting coursebooks can involve major strategic decisions, such as when
choosing the main course for a five-year teaching programme. Large sums of
money are going to be invested over a period of years, and, even more import-
antly, the learning experiences and eventual level of proficiency in English of
large numbers of students will be affected, with possible implications for their
future careers. Having once embarked on the introduction of a new integrated
course, with students’ books, teachers’ books, workbooks, cassettes and possibly
other components such as pronunciation books and readers, it is very difficult
to extricate yourself if a wrong decision has been made. Decisions to use a
particular course which are made in one year can have implications for purchas-
ing and using more advanced levels of the same course in subsequent years.
Once students have embarked on a particular route to learning using a range

_of integrated course rnaterials, it can be very difficult to change direction later
within the same programme.

—
R

R
55
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1. Selecting coursebooks

Int circumstances like these it is absolutely crucial to be confident that the .
course materials selected are the best and most appropriate available, One way
towards this goal is to try out or pilot new material before adopting it. Ideally a
number of competing courses could be piloted for a couple of years and the
results compared. In reality, there are too many courses available for them all
to be tried out, and in most cases piloting, valuable though it is, will be
restricted for purely practical reasons to using a small range of material for a
relatively short length of time, Nonetheless, information and opinions gained
from this kind of trial use can be of great value and new courses should always
be tried out before wholesale adoption, wherever possible. .

AL R R e

.,
b
e

Another approach is to seek the opinions of practising teachers both within
and outside your own institudon. This is particularly valuable when others
have already had some experience of using the materials in question. In time a
general consensus tends to develop among schaols with similar types of
students about which courses are particularly well suited 16 their needs.

R

Students’ views on the usefulness of coursebooks are also worth canvassing,
They may not be as artdculate in the language of BLT as their teachers, but
very often they know which books they like and which they don’t like. Some
students can go further than this and give very cogent reasons for their
preferences, After all, they are the prime users of the material and with some

prompting and carefully chosen questions they can provide very useful
feedback,

Where there is no. opportunity to talk to people who have actually used the
material, and where piloting is not feasible, as, for example, when setting up a
completely new teaching programme, then a detailed analysis of the material is
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2 Uses of coursebooks
!
i the best way of becoming familiar with it. Indeed the same procedure is also
j invaluable in supplementing information and opinions that have been obtained
g from others.
k|
& This detailed analysis is at the core of the evaluation process and, if carried out
L as comprehensively as possible, will throw up a good deal of information.
& about the course material under scrutiny. It is possible to analyse several
= similar courses within a relatively short period of time and to compare the
3 results. Supplemented by experience gained from trying out parts of the
% material, and views obtained from any colleagues and students who have used
g‘f it, the results of 4 detailed analysis provide the basis of successful evaluation -
; and selection.
% Analysis is more or less neutral, seeking information in a range of categories,
% : and provides the necessary data for the second stage of the process. This is the
o : interpretation of the data obtained. Here a good deal of professional
;E judgement and experience comes into play as the implications of the analysis
0 are worked out and issues such as the relative importance of different aspects
of the coursebook are taken into account.

The third stage, evaluation, necessarily involves value judgements on the part
of those involved. Such value judgements will inevitably be subjective to some .
extent and will reflect the views and priorities of those making them. They will
tend to be based on a number of factors, including the following: learner and

e BTV B

‘ teacher expectations; methodological preferences; the perceived needs of the
! -? learners; syllabus requirernents; and personal preferences.
5 Selection is the fourth stage of this process and involves matching the
features identified during the previous stages against the requirements of a
% . : particular learningfteaching situation. 1t is idealistic to expect a perfect fit, as
B ' _ coursebooks are produced for wide markets and cannot completely meet the
- demands of every individual class, but selecting within the material and
i , . adapting and supplementing it where necessary will overcome minor
& deficiencies. Some ideas on adapting materials are contained in Chapter 12.
o Establishing a set of general criteria beforehand to guide the process can be
S useful as this will set out clearly and explicitly what some of the agreed values
ia-"ij are. For instance, one of the criteria might be that a communicative course is
q . more desirable then one with a purely grammatical approach. Another could
’% be that a general course should include 4 component on pronunciation.
= ‘Courses, once analysed, could then be evaluated against a set of criteria which
had been agreed previously and set out for reference.
2 Uses of coursebooks
f; In practice, given the widely differing circumstances prevailing in the world of
f - English language teaching, the roles of coursebooks in the learning/teaching
process can vary considerably, reflecting the nature of the parmership between
the teacher and the coursebook. The amount of reliance placed on the

coursebook by the teacher and the extent to which he or she depends on the
book is indicative of the perceived place of the coursebook in the whole
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learning/teaching process, This can also often tefl us 2 lot about the underlying
approach of the educational system in question,

In some cases the book will be followed very closely and in the exact order of
presentation. Every text will be carefully studied and each exercise
meticulousty worked through. Such an approach is characteristic of schools in
countries where the syllabus is set centrally and where an officially approved
coursebook is prescribed for use. A similar situation may decur on short
summer courses employing relatively inexperienced and untrained teachers,
Here, the best hope of providing effective teaching may be to supply a .
relatively foolproof course requiring the use of only a limited range of teaching
techniques and providing clear straightforward instructions to the teacher.
This is arguably an acceptable strategy for coping with a shortage of
experienced qualified staff, and much of the responsibility for the quality of
the teaching provided is assumed by the coursebook, ‘

Disadvantages of this approach include the following:

a possible lack of variety in teaching procedures

e areduced range of response to individual student needs and problems

e a possible lack of spontaneity .

¢ asharply reduced level of creativity in teaching technique and language use.

Heavy dependence on coursebooks is far from ideal as it reduces the ‘
importance of the individual contributions that good teachers make at all levels
in the learning process. It can stifle innovation and it severely limits flexibility., -
There are circumstances, however, where it is the best available option and is -
therefore justifiably adopted. :

A more balanced relationship between teacher and coursebook holds where ‘
teachers are able to select material from a range of alternative courses, or '
where there is one basic coursebook supported by a variety of supplementary

materials. In situations such as these, the main coursebook, which will often

have been chosen by the teachers themselves, serves as a useful framework for

language content and sequencing but is used selectively, and is supplemented

by other material whenever this is thought to be desirable,

An approach of this kind has a number of advantages:

» there is a common framework provided by the coursebook

o less experienced teachers can use the coursebook as heavily as they need to

e there is scope for replacing weaker parts of the stindard coursebook with
other books or using own material ’

o there is scope for teachers to develop as they become less dependent on the
book and gain in confidence to experiment with alternative materials

» more variety of classroom activity and teaching technique is possible

e 3 more flexible response to individual students’ needs is possible,

At the other extreme we may find schools where there is a syliabus but no set
coursebook and where teachers, working within the overall syllabus, construct
their own lessons and sequences of lessons from a large array of published, in-
house and individually produced material. Some may find such freedom and
responsibility frightening, whilst others may revel in it. The scope for
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creativity, flexibility and originality in such circumstances is limited only by
teachers’ ability, energy and time, but it must be stressed that such an
approach, if potentially very rewarding, can be demanding and time-

r . - . :

E’l}j consuming for those involved.
&4 . - . .
™) Factors influencing the degree of dependence or autonomy in using
. coursebooks include these:

& « type of educational system/environment
Lo o syllabusfmaterials constraints imposed by education authorities
L o culiure and expectations of learners

& » nature and amount of training for teachers
P e teachers’ experience and confidence
: i o teachers’ command of English (if non-native speakers)

'ggﬂ « availability of alternative coursebooks and resources for materials
" production. :

Py

&

3  What the coursebooks claim

Coursebooks vary considerably in their outlook, in their approach to learning
and in their content. The following examples, mainly taken from the back
covers of coursebooks, illustrate the sort of claims made for published courses,
and give an impression of the rich, but potentially confusing variety of

R

& approaches, content and methods in ELT materials. As you look through
them, ask yourself a few questions about thern, such as these:

s _ Which descriptions attract you most? Why?

= Which claims are you most sceptical about?

Are there any common features in the publishers’ blurbs?
What features do publishers seem to think will make their courses

-2 & &4 &

attractive? _
« Do publishers’ blurbs influence you? Do you feel that you can rely on
& them?
Heinemann Integrated Skills

A series of four levels; elementary, inte'fnied'iate..uﬁpsr intermediate and

5@ . advanced, Frepresents a new approach to skifls teaching, in which integrated
g_ ) ) skills activities bring together reading, wriling, listening and speakingina

natural and realistic way, and provide a balanced methed for students to
practise and develop their language skilis,

At each Iavel thera Is a Skills Book, the core of the series, which contains
work on reading, writing, listening and speaking; a Workbook which
provides language support for the topies covered in the Skills Book; and a
Cassette, which can be used in conjunction with both books.

From Heinemann !ntégrated Skills Series {Heinemann) .
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Chapter 2 Analvsing and evaluating coursebooks: a rationale and some guidelines

Relay 3 is the third level of a four-level course.

Relay is a specially designed course for young leamers and teena
summer schools and short courses. Relay has been written by teachers experienced at

teaching learners in this age range and is based on the views and comments of many
teachers working on short courses in recent years. :

Relay 3 Is for intermediate and late interm

each containing enough material for 30
in total. '

gers attending

e R

ediate learners. it is divided }nto twofaps,
to 40 hours of teaching so there is 60-80 hours

Relay encourages:

e language in use e communicative English

e lively student pariicipation and interaction
e confidence In oralfaural skills

® grammatical competence e vocabulary development

From Relay 3, Greenow {Nelson 1990)

i

Blueprint Intermediate is a fully-integrated course for students’
who have completed two to three years’ study of English.

Blueprint answers the specific needs and problems of the
intermediate learner in a way that s constantly challenging and
highly motivating. It offers materiaf which builds confidence
and learner indepandence, and improves fluency and accuracy -

in the four skilis.

From Blueprint Intermediate, Abbs and Freebairn {Longman 1989)

R
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The ast majority
language asa
‘Coursehook
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From Freewheeling, Rodriguez and Barbisan (Heinemann 1992}
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4 Types of materials evaluation

Evaluation can take place before a coursebook is used, during its use ‘and after
use, depending on circumstances and the purposes for which the evaluation is
being undertaken. Although probably the most common, pre-use evaluation
is also the most difficult kind of evaluation as there i no actual experience of
using the book for us to draw on. In this case we are looking at future or
potential performance of the coursebook,

In-use evaluation refers to coursebook evaluaton whilst the material is in
use, for example when a newly introduced coursebook is being monitored or
when a well-established but ageing coursebook is being assessed to see
whether it should be considered for replacement.

Post-use evaluation provides retrospective assessment of a coursebook’s
performance and can be useful for identifying strengths and weaknesses which
emerge over a period of continuous use. Evaluation of this kind can be useful
in helping to decide whether to use the same coursebook on-future occasions,
particularly in respect of short self-contained courses which are repeated from
time to time.

Purposes of materials evaluation

Reasons for materials evaluation activities are many and varied. The intention to
adopt new coursebooks is a major and frequent reason for evaluation, Another
reason is to identify particular strengths and weaknesses in coursebooks already
in use, so that optimum use can be made of their strong points, whilst their
weaker areas can be strengthened through adaptation or by substituting material
from other books. Inevitably evaluation will involve elerents of comparison,
especially when coursebooks are in competition for adoption or where existing
materials are being challenged by newly produced material. For comparative
evaluation of this kind, a standard procedure and a common set of criteria,
applied evenly to the different coursebooks, will be of great help in making the
process more objective, leading to more reliable results.

Coursebook analysis and evaluation is useful in teacher development and
helps teachers to gain good and usefid insights into the nature of the material.
Simitarly, in teacher training, materials evaluaton is a valuable component and
serves the dual purpose of sensitizing student teachers to some of the more
important features to look for in coursebooks and fan'nhanzmg them with a
range of published materials.
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& . 6 Evaluating for potential and evaluating for suitability
T : In some cases we want 10 evaluate coursebooks in general, without having

o ] particular classes or learners in mind. For example, a2 néw book coutd be

& ] evaluated to see what it might be good for and in what situations it could be
P 1 expected to be successful. This is evaluation of materials for their potential,

. g without any predetermined use in mind. “Feacher-training courses often adopt

S ? this kind of evaluation for potential so as to equip students with criteria for
s ' more specific evaluation at a later date.

3 : Evaluation for suitability involves matching the coursebook against a specific
g‘ﬁ ] requirement including the learners’ objectives, the learners’ background, the
D ; resources available, ete. The basic difference between evatuation for potential
- 3 and for suitability is highlighted by contrasting the question “What would this

g : coursebook be good for?’ with “Would it be good for my class?’
o= E

33-3 X i

2l i 7 Guidelines for evaluation

g The following guidelines underlie many of the more specific criteria for
' ; evaluation which will be found later in this book and act as useful guides in
' % : approaching any materials evaluation exercise,
| |

fl : Guideline One

‘}f',{ B .
ﬁ ¥ : f _ Coursebooks should correspond to learners’ needs. They should
= 3 match the aims and objectives of the language-learning programme.
E Aims and objectives can reflect learners’ needs in terms of both language
o content and commniunicative abilities, Coursebooks should be selected which

i_j will help in attalning these objectives. The aims and objectives of a learning/
g ‘teaching programme should determine which course materials are used, and

not vice-versa, reflecting the principle that coursebooks are better servants
than masters. It is very important that coursebooks should facilitate learners’
progress and take them forward as effectively as possible towards their goals.
Consequertly the content of the material should correspond to what students

‘o 3 need to learn, i terms of language items, skills and communicative strategies.
& : '
B Guideline Two .

2] : 1 oo .

%@ _GCoursebooks should reflect thé uses (present or future) which learners
:”‘1". will make of the language. Select.coursebooks which will help to equip

students to use language effectively for their own purposes.

The learning/teaching programme should have atits base a clear view of what
students need to learn in order to make effective use of the language in
personal, professional, academic or whatever other situations are relevant. The
most suitable coursebooks for your learners will reflect as closely as possible

' ) the language content, language skills and patterns of language Gse that are

- ’ ’ needed. This mvoiveiWWm

" focusing our attention on the use which indivi make of what

3 they have learmed.

SRRl
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Ghapter 2 Analysing and evaluating coursebooks: a rationale and some guidelines

There is a definite place in a learning/teaching programme for grammar
exercises, dialogue work and all the other procedures which contribute to the
learning process. Indeed, that place may very often be a large one. But we
should also remember that such activites and teaching techniques are a means
to an end and not an end in themselves,

Learner-centred language teaching aims to bring learners to a point where they
reach a degree of autonomy and are able o use the language themselves in real
situations outside the classroom. This progression from dependence on the
teacher and on the coursebook towards growing confidence and independence
is often difficult but it is crucial to the individual success of learners and to the
success of teaching programmes. Coursehooks can contribute to achicving this
aim by incorporating authentic materials, creating realistic situations and
encoyraging learners to participate In actvities whnch help develop
communicative skills and strategies. By promoting progressively higher levels of
autonomy and self-reliance among learners, teaching materials can play an
important role in taking them to the threshold of independent language use,

By engaging students’ interest and challenging their inteltect, coursebooks can
provide much of the stimulation which will motivate them to become more
independent in their learning and in their use of English. This can be done by
including interesting, stimulating topics and by encouraging learners to think
for themselves around these topics and discuss them with others,

Guideline Three

Coursebooks should take account of students’ needs as learners and
should facilitate their learning processes, without dogmatically
imposing a rigid ‘method’.

Coursebooks help the learner to learn in a number of ways. They select the
items to be learned (grammar, functions, skills, etc), break them down into

manageable units and sequence them in a way which is designed to lead from

the familiar to the unfamiliar and from easier to more difficult iterns in terms

of ‘learnability’. Few would disagree that some sort of principled selection and

ordering, even if based on intuitive crireria, is necessary.

Coursebooks also embody certain learning styles and strategies, which can

influence how individual students go about their own learning. The approach

taken by a coursebook towards learning strategies may not be explicit but

certzin learning styles and strategies will be promoted in the book, explicitly or

implicitly, and it is important to identify what they are and how they are put
orward.

“The approach to learning adopted by a coursebook should not so ruch
impose learning styles as meet students’ needs by allowing them to use styles
of learning which suit them, where possible encouraging the use of a range of
styles so as to offer students some choice in the way they learn. We should be
looking increasingly for recognition of individual leatming styles by coursebook

writers. The teacher’s book for Flying Colours (Garton-Sprenger and Greenalt
1991), for example, notes that ‘it is important that learners should develop
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7 Guidelines for evaluation

their own style of learning and take a measure of responsibility for successful -
language acquisition’. Flying Colours, like several other modern coursebaoks,
contains study advice or learner training aimed at encouraging learners ‘to
develop positive strategies’, thus facilitating the learning process.

Coursebooks can promote learning by contributing to student motivation,
Motivation is one of the most powerful forces for good and effective learning
and can often be more important than other factors, including teaching
method. The teacher’s book for Bhueprint One (Abbs and Freebairn 1990)
acknowledges the need for coursebooks to challenge students in order to keep

" up their motivation:

For motivation to be sustained, students need to be continuatly challenged,
ik T s 3 .

&ither linguistically or inteflectually, through texts, activities and tasks——
Students easily lose concentration if they are allowed to be passive, or if the
lessons are too easy ot dull, Bven at beginners’ level, the subject matter must
engage the students’ minds and challenge them to think.

An inferesting coursebook, lively and well presented, with variety of topic and

activity can be a powerful factor in strengthening the motvation of the

learners, and often of teachers too. Helping students to realize how much

progress they have made and encouraging them to review their achievement

will also add to motivation and enhance learning. This can be done by periodic

quizzes which are designed to show students what &mw
§of what

Fhey don't (hence the term guiz Tather than 5Ty and by selfzchrecklis

~stucents feel that they have learned at various stages through the book.

Guideline Four

* Coursebooks should Lave a clear role as a support for iearning, Like
teachers, they mediate between the target language and the learner.

Coursebooks facilitate learning, they bring the learner and the target language
together, but in a controlled way. Coursebook writers, like learners and
teachers, could be said to be participants in the learningfteaching process,
albeit at a distance, Coursebooks support the studentin a number of ways, but
particularly by supplying models of English which are learnable at the
student’s level of proficiency. They also provide exercises and activities
designed to promote fluency in the use of English and they often give

" explanations or contextualized examples which help learners to understand

how the language works.

Coursebooks support teachers by providing ready-made presentation material,
ideas for teaching different topics, reading texts, listening passages, dialogues,
ete, all carefully graded and accompanied by exercises and activities for class
use. They also provide a methodology, or atleast an approach to learning.
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Chapter 2 Analysing and evaluating coursebooks: a vationale and some guidelines

8 The guidelines in practice: a case study

In order to iliustrate in general terms what we might expectto find ina .
coursebook, and at the same time to examine how the guidelines work in g
practice, I will look at some characteristics of Highlight Upper Intermediate
(Vince 1992), the second of a two-part course for intermediate and upper-
intermediate adult learners. Coursebooks vary considerably and the featurés of
Highlighr which will be identified are not the only ones that would be
acceptable: they are included here for the purpose of giving practical
examples. Other courses can be shown to meet some or all of our expectations
m other, equally appropriatz ways.

Highlight displays many of the positive features in mainstream courses coming

7

’{g from the major ELT publishers, Highhght is aimed at the young adult age
i range and consists of twelve units, each with a distinct theme, providing
& material for about 120 hours’ work altogether. Our first guideline concerns

aims and objectives. The stated aims of Highlight are:

¢ encouraging individual students’ input by inviting opinion and
stimulating discussion '

o developing fluency through functional language praciice and balanced
skills work . B
improving accuracy through a practical understanding of grammar
consolidating progress in the ‘Study Focus’ section which also
includes vocabulary and pronunciation work.,

A further indication of the aims and objectives of Highlight lies in the contents
pages, or ‘contents map’ as it is called in this coursebook. For each unit the
contents are displayed under nine headings. The entries for Uniis 7 and 8 are
shown below as examples. :
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8 The guidelines in practice: a case siudy

One of the most difficult tasks confronting the coursebook writer is to handle
and create material that is at the correct linguistic level, is useful teaching
material, forms part of a coherent whole with progression, practises the four
skills in a balanced and integrated way and is interesting and motivating. This
complexity is mirrored by the contents map, which treats a wide range of
content categories simultaneously and attempts to show how they fit together

and relate to one another.

The main aims of Highlight relate to the four language skills taught with
particular emphasis on fluency, through skills practice, and aceuracy
through an understanding of grammar. Two strands of language-teaching
methodology come together here: the rule-based approach (understanding
of grammar) and the performance-based approach (ability to use
Janguage effectively with emphasis on the four skills), ‘The accuracy/fluency
continuum is also neatly encompassed by linking accuracy t© grammatical
understanding and fluency to language practice and skills work. The main
aims also address student learning needs by giving prominence to the
personalization of some of the activities in the book, those which ask for
students to express their own opinions and give themn opportunities to discuss
topics suggested to them, Finally, students’ learning needs are taken account
of by the emphasis on consolidation and recycling in ‘Study Focus’ sections
which provide opportunities for reflection and individual study, thus paving
the way for a degree of learner autonomy.

The teacher’s book does not set out explicitly the general aims of the course
(as opposed to specific teaching objectives for each unit). Students’ needs as
fearners are not discussed in any detail, nor is the role of the teacher, The
underlying principles of the course are not stated either, and this is a pity, as a
careful reading of these would provide teachers with a useful insight into the
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thinking behind the course. Nevertheless the specific teaching objectives set

4

i‘ out in the contents and in the teacher’s book allow us to build up a picture of a
EL course which has a sound approach and aims to be as comprehensive as

% possible. This is shown by the attention given not only to grammar (labelled as’
g\l ‘language’) but also to vocabulary and phonology. Interestingly, ‘functions’ do
& not appear as a category, although several other contemporary courses do

& make use of this concept. The broader heading of ‘activities’ is used, and

;i many of the activities included are genuinely W&'

"3; Moving to our second guideline, concerning the usefulness and relevance to

A

ANt
i T
T

the learner of the language being taught, we need to look in more detail at the
language iterns included, their balance and organization and whether aspects
such as discourse structure and style are taken on board, This is a tall order

- for the coursebook writer, and we cannot reasonably expect one book to
contain everything that we want. What we can expect is a sound general
coverage and a reasonable balance. Any special features will be of particular
interest and will be worth noting as characteristic of the course.

AT
R

The language items covered are what would be expected of a course at this
level and include general tense work including past, present perfect and past
petfect, conditionals, modals, phrasal verbs, relative clauses, etc, Vocabulary
gets special attention with some interesting exercises based on wmp—s:‘
opposites, collocations, etc. There is also.attention ta.pronunciation, with
emphasis on areas of particular importance, such as weak forms, word and
sentence stress, and some aspecis of intonation.

The skills work is particularly comprehensive, with useful activities, based on
rolepl nd pairwork, for developing oral skills and a lot of well designed
guided writing eXercises. Reading and listening are also catered for, although,
from a presentational point of view, it is a pity that the majority of the reading
passages are made to look as though they have been torn from last week’s
newspaper! '

There is some attention given to style and appropriacy, and also occasional
work fgcusing Mﬂ%ﬁfﬂ%@, such as the structuring of written
English and the use of conjunctives, referred to as ‘text organizers’: words
such as although and however. In all, the language content will meet the needs
of most learners at this level. Its strength lies in its comprehensive coverage of
many aspects of language within one course, together with the range of
meaningful learning activities, : o

R )

i

% The following pages reproduced from Highlight Upper Intermediate Student’s
% Book and Teacher’s Book show how students are given opportunities to

f,f" express their own ideas and views (activities 1 and 2) and how spoken English
;;:f practice is provided through roleplay. The teacher’s book gives guidance on

setting up and running the pair- and groupwork activities and the roleplay.

S

‘6;(’.‘-'{( T K T e o B L D e D e L S 2 2 e M o e D T e P AT D P 12 A i R TR P il A0, S h M a A e e R AN A T T et e T s et AT I

- -5 ——



P i PURSERN AT W A s = e e o A R 8 L e k) AN,

& The guidelines in practice: a case study

Unit3 FarawayPlaces
STARTING POINTS
Holiday activities and holiday types
*. 1 What makes a good holiday? Give your opinion of each activity.
What are the most popular activities?
= HOUDAY ACTIMITIES
Sunbathing Walking - Nightdub
55 $wimmingunddiving  Sightieeing flaying cords
; Woaler sports Vigiting the countryside  Mesting paaple
Fishing Museums Shepping
b Team sperts Theatre or clnema Phologrophy
% Skiing Dico Relcdng
o 2 Isitbetterto have a holiday abroad, or in your own country?
v e
& = . s
5 S N
A
g /gﬁi‘fzwa&e\;as.— j“"
4 ) _:" T 1
: '_T'".....- \% P{J ;ﬂ : %3 *
‘ r"*"f (-
?%f . g Role play
&t 3 Forma group of four. You want to go on holiday together but
) : have different ideas. Try to come to an agreement.
i%':g ] . Student A . T - StudentB - j."..-.-. Lo
e 1 You want to go on a seaside holiday abroad. Youswant o go onan advenmrehchday
Cmm You are mainly interested in relaxing in the walking and camping in mountains inj(our
] sun because you need arest affera very busy own counkry. You thmkthxsw‘ uId bea
2 : year. ) ) _ cheap and healthy hoh&ay_
Student C : StudentD
You want to relax, but you also want to do FLast j!éar you went on'a packagé holiday and
- . some sightseeing. Youare interested in spent two weeks on the beach. You want
:Z% museums and old buildings. something different this year. -
’ b 19 '
&
" from Highlight Upper Intermediate Student’s Book, Vince (Heinemann 1992)
x"ﬁ .
S -
o
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‘ﬁ&”ﬂit 3 Faraway Places

Hollday activities and holiday types _]
CONTENTS .
3 LANGUAGE FOINTS SKILS ’
at Narrative teassss past Smple, pat Readings B flon i pbe snaer rracding for specific ponts, The boeards of bolidzy 8% stebry for sprcic
oy <antinzos, past perfed points,
Participete et Usteslng: wmwﬂh&hx%ﬂwaﬂkp@ﬂx.ﬂoﬂqyﬁmk&mhm
Sabect and oblect questions
Time mpsessions mmmmwdm&mmummwamqmm
. which Borvign comiry to visih, reieRing 3 slogy.
Writeg: writing abect 2 hediday,
Ogptiopal materials

Holiday advertisements; tourfst brochures; forelgn holiday snapshots.

1 AIM Focus on lople. Role play

* Introduce the activity by aching for descriptions - 3 AIM Fluency practice In role play.
of the photographs. Ask whether students like

Figvs " * See the notes on role play on page v,

'hesel a:;:l:ryor rot, what kind of people like Divige the class into four groups, each grovp
i + Students wark in pairs or smalt groups ard di SHDE one of the as preparation,
O Lo " Provide vecabilary where required.
e discuss the acilvities in the list. Emphasize that Then Fo ABCD fot the role p)
é@f they should give explanatfons 2nd opinlons, Ask Pl el;\ T e groups ot Iné roie play
g them 1o add other activilfes. - .
b * Class feedback.
fas
. .
& 2 AIM Facus on topic.
B

* Introduca the wctivily by asldng how many

%“ students have travelled ebroad for a holiday.
12 Ask for some descriptions,

s » Ask for is on the Alustrations, Eficit
& oplnians about means of transpor, type of
’g? holiday, and problems.

o

* Students discuss in small groups,

R

Option: siedents make notes individually or in
pairs, Clsss discussion,

From Highlight Upper Intermediate Teacher's Boak, Vince (Heinemann 1892}

Our third guideline concerns students’ learning needs and although very
little is said in the introduction to the tem&ft learners’ needs, it is

possible to identify a number of features in the book which are relevant here,

The material pre

STV
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8 The guidelines in practice: a case siudy

"The selection and grading are basically structural, raainly grammatical in
nature, following 2 conventional sequence of language itemns. So we find, for
example, all three standard conditionals ith, as might be expected at
this level, The approach to learning igﬁs&xﬁ@ that the book
provides ample contextualized examples of structures and trom these examples
the learners are expw about the underlying rules. Again, this
is the standard approach of most coursebooks, In addition, a grammar reference
section is inchuded at the back of the student’s book, giving clear and straight-
forward explanations of rules, again with plenty of examples. This represents a
more deductiv roach?towards learning, with rules given explicitly. A bridge
between the two different approaches is provided by a very useful cross-
referencing procedure which points learners towards the reference section at
significant points thtoughout the book. Se learners who feel that they need
more explanation, or wish to explore a grammar item more thoroughly, are
provided with additional resotirces which they can access quickly and easily

through the pointers in the main text. In the example on p 24, the numbers in
the boxes refer to the grammar reference section in the student’s baok,

“This allows for some differentiation in how the book is used by different
reachers and students by introducing an element of choice, which increases the
flexibility of the material. Further choice is offered in the teacher’s book
through suggestions for alternative activities, ideas on different wdys of
handling some of the material, and proposed supplementary activities,
Motivation is helped by the interesting and varied nature of the topics covered
and the way in which these topics form the basis for lively and challenging

activities, -

We turn now to the final guideline, concerning the Wk in
promoting effective learning. We have already seen Tehlight provideés’
considezable su mg_e?, whilst allowing them some freedom in how
they use the material contained in it. Learning styles-are wgg\lg;g‘i:gy
imposed, although a general approach embodying a structural sy nda
view of learning as primarily an inductive process is implicit. -

Support for the teacher is substantial, through a well-designed teacher’s book
ﬁh%mmmméaﬂt’s book, giving a two-page display with
the student’s book page and the teacher’s notes side by side. The purpose of
each activity is clearly stated and step-by-step guidance is given on how to use

them m class. As mentioned eatlier, ;@Q'E\uggestions are given for alternative
and supplementary activities. Suggested answersare given L0 most of the
exercises ang there is a tapescript of all the recorded material,

No coursebook is totally comprehensive and Highlight is no exception. Certain

aspects of language use, particularly style and Mt_rél‘cﬁu’re, are only
lightly touched on. We might also like to see a few more substantial reading

passages for students at this level, although the author does give advl
using readers and setting up a class library. .

23
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Chapter 2 Analysing and evaluating coursebooks: a ratfonale and some guidelines . ) .

&
2
5
b
&

:
o
5

) 5

% LANGUAGE ACTIVITIES Incase b 19 H A
f In oaseis used when we want - !
x Work situations to be prepared for a situation IS

% Recommending a job which might happen. B £ ;f;

T’? 1 Sue is alone in the office, because her colleagues are ill or on I can't go out now in case the ) &

‘is holiday and her boss is away. He has left her these notes. boss rings. ; :{_j'

e

& Conditional 1 b 7

5 Provided and as long as g .
2 mean onlyif ... 1 '
% Unless means only if not ... 2

3% fltdo it provided he agrees. B :
% Iwon't do it unless he agrees. .
;?:;

5’.;

R e

niyn

This is Sue’s plan for her.day. What is wrong with it?
Unless she sees Mr Burus first she can't go fo the bank st 9.30.
She can go to the bank, provided she sees My Burns firsl.

She can’t siay at ihe bank for long, in case Mr Burns phones.

2 After her difficult day, Sue started thinking about other thinés
she could do. What did she say about the good and bad points?

t@qg’“\za-—-’"

N s

AL

Conditional 2 » 7

Modals in conditionat

| sentences

ifistudied | could becorme a
teacher.

Iflwere ateacher, | might not
like i,

29

From Highlight Upper Intermediate, Vince (Heinemann 1592)




Ag,

I,

e

by
KL

Ed

R

v
s

L
K

[
[ ZEs

Chapter 3 The coursebook package

This chapter will look at what coursebooks contain and the make-up of the
total package, as coursebooks seldom stand alone. '

1 The make-up of the coursebook package

Our concern here is the whole learning package: how it is made up and how
the different parts relate to one another. I have used the term ‘coursebook’ to
refer to any integrated package of materials with the coursebook at the centre,
but we also need to consider how the central coursebook is supported by the

other materials,

Maost course packages consist of at Jeast 2 student’s book and a teacher’s book.
The student’s book is probably thought of as the main plank of a package, and
rightly so as it is the main point of contact with the student. However,
teachers’ books are also very important and are responsible for providing
teachers with the detailed information that they need in order to make the best

use of the whole course,

Workbooks or activity books are also cornmonly included in course packages
and are intended to give students extra practice in items already introduced in
class. They often give additional writing practice and are produced fairly
“cheaply so that they can be written in and thrown away when completed.

Cassettes normally figure prominently in course packages, and are generally
used for listening and pronunciation work. It is important to listen to the
cassettes when evaluating this aspect of the package, as the quality of the
material recorded on them can vary a ot

A major consideration is the extent to which the different parts of the course
package truly work together to form an integrated package (a term used very
frequently by those responsible for promotional copywriting in ELT
publishing): Ideas on how o bring the different parts together and suggestions
on how and when the various components are best used should appear in the
teacher’s book. Ideally we would look for a chart or other schematic
representation showing the progression of each component in relation to the

other components, _
Clearly some parts of a package are more central than others, and material
that in some packages is contained in the student’s book will be found in other
packages in a separate book, Tests are a good example of this.

Most budgets for purchasing teaching materials are limited, so it is important
to know which parts of a package are essential, and which are optional. The
students’ and teachers’ books would be difficult to dispense with, and it would
be 2 pity pot to have access 10 a set of authentic-sounding cassettes for
listening work and pronunciation practice. On the other hand, some parts of
the package can very definitely be seen as optional extras, without which the
course can still be used effectively. Video material, when it accompanies

25,
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Chapter 3 The coursebook package

general courses, normally comnes into this category. It is rarely central to the
teaching of the main language points, but serves rather for recycling language
in different contexts and for maintaining interest and motivation in the
learners. This is valuable but not essential, and sometimes the distinetion has
to be made, so that priorities can be decided for materials purchase,

'The following extracts give examples of the make-up of some typical courses. ;

Course components and srganisation

Fiving Colours is a classroom-based course which will take
-adult and young adult beginners to intermediate level in three
stages. The course components at each stage are:

Students” Book
Workbook

Teacher’s Book

Class cassettes _
Language Study cassettes

From Flying Colours Teacher's Book 2, Garton-Sprenger and Greenall (Heinemann
1%91)

The New Cambridge English Course is designed for people who are
learning English for general practical or cultural purposes. The course
generally presupposes a European-type educational background, but
with some adaptation it can be used successfully with learners from
other cultural environments. The course teaches British English, but ’
illustrates other varieties as well. '

The material at each level includes a Student’s Book, a Teacher's Book
and a set of Class Cassettes (for classwork); a Practice Book, with or
without Key (for homework); two optional Student’s Cassettes; and
an optional Test Book for teachers. Split editions of the Student’s
Book, Practice Book and Student’s Cassettes are also available,

A set of two video cassettes and an accompanlying Teacher’s Guide
are aiso available for use with Level 1. The Teacher’s Guide contains
photocopiable tasks for students to use with the video. For teachers
who do not wish to photocopy, a Teacher’s Guide without tasks
and separate Student’s Activity Books are available.

From The New Cambridge English Course Teacher's Book 1, Swan and Walter (cup
1990)

26
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I The make-up of the coursebook package

T Ao

,
ey

At each level Grapevine cOMPrises:

Student’s Book with an introductory
unit, forty double-page units, four
Stories for pleasure, grammar
summaries, a vocabulary index, list of
irregular verbs, and a listening appendix.

Worlkbooks A and B providing further
reading and writing activities.

Xk
k> b

i

e

Ao
}}}rxn\;’t

ey
T

2 ﬁ‘iﬁa(.‘k‘.:.

Interleaved Teacher's Book with
detailed and flexible lesson plans.

1t
o
e

AN

‘e

Stereo Cassettes including dialogues,
texts, songs, and listening development.

Video integrated into the course as a
stimulating option for both presentation
and review,

Video Activity Book including fult
exploitation material, language '
summaries, transcripts, a guide to using
video in the classroom, and teaching
notes.

D e

IR
i

From Grapevine Teacher's Book 1, Viney and Viney (OUP 1990)

COMPONERTS

. PO R

Conneet 17 7 Connect 2 Connect Plus
" Stdent’s Book ' Student’s Book ASfudént'é Book
workbook - | Workhook - Workbook. - A
' Teacher's Book

Teacher's Book Teacher's Bool
Cassette L7 “Cassette

Cassette
sstpack (oplional

Testpack (optional)

ST ...

27
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i Chapier 3 The coursebook package
3
& .  Checklist for the make-up of courses
&
E [0 What are the componentis which make up the total course package?
3 — student’s book
— teacher’s book |
& - workbook or activity book
i — tests

e e i el
[

additional reading material
additional listening material
cassettes for listening

- cassettes for pronunciation

T
f

Eo - video
5 — CALL materials

other components

(X
e

B
f

e

O How well do the different parts relate to the whole? Is there an overall guide to using
the package? Is there cross-referencing between the different parts?

e

&

é 3 Which parts ate essential and which are optional?

% 2 The organization of coursebooks

3 . e .

5‘3 Our next concern is with the amount of continuity within the materials and
1:; the routes through the materials which are available to learners.

It is rarely sufficient for students to meet new items only once. In the case of
grammar and vocabulary, items not only need to be met in context and

k:%:ﬁ:&?-.

Eéq actively practised, they need to be recycled three, four or more times before
;é,g they become stored in the long-term memory. One principle of recycling is

that items are encountered in a structured way on several occasions in
- different contexts. In this way students learn the form and the sound of a
language item (grammatical form or lexical item) through progressive
exposure, and by meeting it in a aumber of different contexts they develop an
- increasing understanding of its use and meaning. .

e

e
R

2

s

We would expect a general course to have a clear policy on recycling, with
progressive reinforcement of newly taught items. It is useful to have a record,
for instance, of where a vocabulary item is first introduced and then when it is
used on subsequent occasions. As a basic principle of learning is to move from
the familiar to the new, and to relate new items to those already known,
recycling of previously taught items can be linked to the first presentaton of a
new itern. For example, the present continuous form of the verb, already
presented and practised in context, can be recycled at the same time as it is
contrasted with the present simple. '

R

Many teachers and students are happier when they have 3 straightforward
route through a course, and they sometimes feel more secure when the
conventional beginning-to-end direction is used. There are, however,
alternatives which, when carefully used, give more flexibility. An example of
this is The Sourcebook (Shepherd and Cox 1991) which is designed to give
users greater flexibility’in designing their own syllabus. To this end The
Soutcgbook offers students three separate sections: grammar, vocabulary and
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2 The organization of coursebooks

skills. The skills section gives practice in language use, and has cross-
referencing to the other two sections for language study.

These notas about The Sourcebook are for students and teachers.

A philosophiéal guide

o _
Pz, Studants and teachers all work in different ways — this book encourages leaming
=5 and teaching English In your awn way. .

3 Many course books dictate to the leamer and the teacher what should be
o learnad, in what order and in what way. The Sourcebook s different. It has
o been designed to be flexible, to sult the teacher and the course being taught,
s and to give the student a boak he or she can use for self-study as well as in

: class, . ’ )

A practical guide

A,

STARTING QUT
Intredudng each other, the language
we need and how to leam it

-

=

GRAMMAR .

Functions, nouns, verbs, prepositions
g,;g and sentences .
5]
] .

VOCABULARY
= Key words, word groups and exerdises
2] .

d i 1 SKILLS
ol p Ustening, speaking, reading and
& i 3 wiiting presented in 10 toplc areas
?{E.é' .'; “.“3 oy
o s TS RS TR e eR e
g CHHEGTEER I
“1, N CLASS A typical course begins with Starting out. After that, the ftems in
i Grammar and Vocabulary can be used when and how it suits the murse, but

P the Skills part {10 units} is designed to be used In class and can be used In the
o order given in the boak. The units in Skills are oross-referenced to relevant
L5 pages in Vocabulary and Grammar.

EGR SELR-STUDY AND REVISION The student can alse use the Grammar and
Vocahulary parts Tor his or her own reference. There Is a key to both parts at

4
:

*:i‘ the hack of the book.
q, TEACHERS AND COURSE DESIGNERS will find these materials are adaptable to
many different teaching situations and syltabuses. it is important that teachers
2 - familiarise themselves with the contents and design of the book. The Teacher's
%;__' SIS ook contains many ideas on different ways of using The Sourcebook.
& ‘ . " Erom The Sourcebook Pre-intermediate, Shepherd and Cox (Longman 1991)
B )
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Chapter 3 The coursebook package

There is no linear route through this book. The teacher, the clags or the
individual student must find their own way through by selecting appropriate
material from the sections and putting together a negotiated syllabus which in
alt probability will grow organically as the learners progress. The book is not
graded in a structural way as in more conventional courses, but offers its
contents for selection on a ‘self-service’ basis. ‘To help users, there is an
extensive and detailed learner-training section which gives detailed advice and
guidance to students on how to use the book.

£

Clearly this alternative is not for students lacking confidence or teachers
lacking experience. However, it is an interesting initiative which would be of
value to students on 2 ‘false beginners’ or revision course and to teachers with -
classes of students having widely varying needs. A degree of sophistication is
needed to handle material of this kind, and a good deal more responsibility
falls on students when they contribute to the design of their own syllabuses.

e A )

o B8 Checklist for the organization of coursebooks

& B How is continuity maintained in the materials?

B & What techniques are used for recycling and reinforcement of learming?

§ O How is earlier learning developed or refined in later sections of the material? -

;%é 0O What route is the leamer expected to take thraugh the material? Is there one

%_ predetermined.route, or are alternativesfoptional routes given?

2 O Are there reference sections? i so, are there pointers to them in the main text? Are

S " they well integrated? )

;% O s there an index of language items? .
{0 Is.there a list of new vocebulary? If so, does it show where each word is first

L i introduced?’ . _ '
O Is the material suitable for use in a self-study mode? Does it have a key to exercises?
O If itis a new course, are all components published and available? If it is not yet

i

complete, will the next levels be ready when you need them?
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Chapter 4 The language content

© b

A

In this chapter we are concerned with the Janguage that is contained in the
coursebook, with what is being taught (as opposed to how it is taught, which
will be considered in Chapter 8). This language content can then be compared
with what the students need to learn and expect to learn, in order to evaluate
the suitability of the material so far as its language content is concerned.

Language forfn and language use

Coursebooks are concerned with the teaching and learning of the language
itself, in some or all of its aspects. Themes, topics, communicative strategies,
cultural issues and other factors are also important and will be discussed later -
in this book. But the actual items of language taught — grammar, vocabulary
and phonology — form the foundation of everything else that contributes to the
complex process of ]anguage teaching.

Ttis generally necessary to analyse language and divide it into small units for

effective teaching and learning to take place. Yet it is notoriously difficult to
separate individual aspects of language from the whole, and isolate them,
without losing authenticity and naturalness in the process, This is mainly
because language is a complex phenomenon which operates at several levels
simultaneously. For example, speakers have to express what they mean
through the grammatical, lexical and phonological systems of the language
simultaneously and also have to select appropriate communicative strategies.,
They also have to interpret what is being said to them, using the same
processes in reverse. The ‘whole’ of language in use is greater than the sum of
its parts. :

This goes somic way towards explaining one of the most difficult problems in
language teaching and particularly in designing materials. Students cannot be
expected to handle several different aspects of a new foreign language
simultaneously, when they are just beginning to learn it To some degree the
acquired skills of language use will be transferable from the mother tongue,
but even so it is essential to reduce the learning load in the foreign language to
assimilable units, and this invariably entails focusing on different aspects of the
language separately. So, part of a lesson may concentrate on teaching a new
grammatical form and another part may focus on vocabulary development.
The lesson may finish with some skills wotrk — practising listening, for
example. Coursebooks mirror this approach by focusing selectively on-
different aspects of language form and language use. Language is analysed
and broken down into small units for teaching purposes. An essential question
for teachers and materials writers is how far a language can be analysed and
fragmented in this way without losing its nature and identity.

31,
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"Chapter 4 The language content

2 Grammar

The first considerations are what grammar items are included and how far

they correspond to learner needs. Grammar is a major component of any
general language course, whether it is acknowledged as such, or disguised as
something else. It is the effective teaching of grammar that distinguishes a true
language course from a phrasebook and it is an understanding of and an

ability to use grammar that equips learners with the ability to create their own
utterances and use language for their own purposes.

When introducing new grammar items, it is possible to teach the form of a
new grammatical itern without its meaning {in the sense of its underlying use),
as in the following example of teaching the article taken from Blueprint One
(Abbs and Freebairn 1990), where the focus is on the form of the indefinite
article (afan). .

When do you use an? ‘
What letter makes a word plural? :

: GRAMMAR FOCUS _ 7
= " Indefinite article Definite article  Plurals - :
: adesk anapple the pen (the) pens : :
& apen  anorange the apple (the) apples -

i

23

Ry

b

From Blueprint One, Abbs and Freebairn (Longman'1990)

rpners

Equally, it is possible to present a new graminar jrem with emphasis on its use,
minimizing or postponing the problems presented by-its form (or forms in the
case of irregular verbs). In the example of the past simple tense on p 33 taken
from Signature Elementary (Phillips and Sheerin 1990), a number of regular
and irregular past simple tense forms are introduced through the reading
passage before the form of the tense is explained to the students, focusing
attention at this stage primarily on the use of the tenge. -

SR

‘Both books redress the balance subsequently and cover the missing aspect
(form or use), but it is interesting to note that the sequences are different.
There is clearly no correct sequence, and sequencing will vary according to
learner Jevel, the nature of the item to be learned and the preferences of the
coursebook writers. It is however indisputable that both form and use must be

" learned, and as closely together as possible.
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2 Grammar

;" Working days
1 Rending

A Read through the tex! again snd writo
Mary Lacy was a maid in a big house in Londou from 1932 unfll 1915. Hera Is her stary. dowen:
Read tie [exl and find tha answers o these questtons:

1 Was Mary biappy at the big house? house
2 What new job did Mary wenl?

do you oollce?

B Wark witha pacteer and talk ebout the

. w—;;s horn in 1600, When [was answers to these guestions:

id
fve, | started work as a mal
ri.:::x big house. Every niorning
at five v'clock, 1 washed in icy
cold waterand got dresse d
Then | went dmm;:?:er: an
breakfast L
;c;gkcd&ﬂ’ 1 washed the dishes
and cleaned all the rooms.

At half past seven every
morning L helped the young 4
lndy of the house 10 get dressed.
{ carried up hot water for her lo
wash with, 1 laid out her dothes
and combed her hair She wa:’.1
twelve years old Tike me, butshe
pulted my ‘hair and colted n(\ie
Tames. One day she sinbbed me.

-3 Why did Mary decida to leave?
3 Why did she wait until sveryone was

in the factory were shor{?

2 longuage Pradice

A Lockat Languags Study 1.5,
Matics how to make questions {n the past
with Ditd . . . + verh. Nov make up five
3uestians aboat Mary’s life, wrile them
own and then ask 2 pariner your

q;:es;lgm. Answer: ‘Yes, she didl’ or ‘No..
2 idn't.

o 4 with a needle. 1 e

‘%- ‘;5.{2?1 }!;:\:;mw;e kind to me, but B Read the story and put the verbs into the
3.:;"& nothing changed. Why did she past tense: : .

s me?

;r‘;' haﬁvurked very hard every day

On Monday morning my day 1 slerled in the
usual way, Atseveno'clacklz.......(gel
uph Fir oo woshldnd ..., . {comb}
my hair. Then £5....... {go dawnstairs) and
6.......[have) breakfast. Al half pastseven |
7ovvr.s el tothebus stcpand 8

) ight
g nine or €N & Clock at ME
::d 1 only hadone doyoffa -
month, J did all the cleaning in
the house and tl;gi paid me
liude. § hated it
vegnle day, in 1915, Ilearned

o g gvafnéz: gl‘egus.éé;l ...... alf ro}i{aiff'a'.}
L anted womeil Rerr . Qur, 2 bus didn't come. Then one of my
;f e:::ig:z 3\; the {actories because "‘zhﬁ;{‘ . Ty - fionds1o....... {walk) by. ‘Whyareyou
“ SFihe war. The hours were . L g o= - waiting at the hus sfop? You know thersaren’l
2 (nort (from eight o'clock in the s et -

any buges on Sunday!®

1 relock at
morning toseven 0 cloc
} "d the pay was very
D:EI;) gu 1 dccig‘:.d o runaway-
That night, waited until
everybody v-m.-::‘xlslec;:::i Atr ane
'e\ock | opened my 400
xefu!\y a?;ed fistened. 1 walked
* downistairs uietéy with my

8 Pronundation and Spelling

" A Saywhather the past tense'of the following
" verbs has onesyllable o two:

i

.
S

-
e,

o

¢
i

iy

HEs,

hurry .coll stort wolk dose
siop hate help want stay

E Lookat Language Study 5.3. Wrile aight
santences wilh the past tensa of thess verbs.

¥ i

N T DL Tl
R e P

23

1 five jobs Mary did avery day atthe big
2 Lhree things Mary didn'tlikeabout her

war
3 allths varbs in the first paragraph, What

1 Why did Mary wash In ley cold water?

asleep?
4 Why did Mary think the working hours

From Signature Elementary, Phillips and Sheerin {Nelson 1990)
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&l . s

& Checklist for grammar items

i

§ \/6 What grammar items are included? Do they correspond to students’ language needs?

s Are they presented in small enough units for easy leaming?

& Is there an emphasis on language form? .

RS N

\/ﬁ s there an emphasis on language use {meaning)?
DD)OW balanced is the treatment of form and use? :

Are newly introduced items related to and contrasted with items already familiar to the
learners? ) - '

Where one grammatical form fas more than one meaning (eg the present continuous),
are all relevant meanings taught (not necessarily together)? -

3 Evaluating the grammar content: a case study

A useful way of gaining insight into coursebooks and, where necessary,
comparing them, is to identify some grammatical points that are difficult to
teach 'and pose problems for your learners, Which points are selected will -
depend on your own students and your teaching situation, Two gramumar
items that are generally problematic are the present perfect verb form and the
definite and indefinite articles. In both cases, the actual fofm of language
involved is not such a problem, but the use of the iterns is difficult because
abstract concepts are involved. In the case of the present perfect, the
underlying meaning can be summed up as ‘past with present relevance or
effect’. As far as articles are concerned, the choice of definite or indefinite
article (or in certain cases no article) depends largely on whether the entity
being referred to is already known and identifiable to the listener (definite
article) or not {indefinite article),

We would expect to find these items dealt with thoroughly and clearly at the -
appropriate level, with comprehensible contextualization which will lead
learners to understand and internalize the underlying meaning, We have
briefly looked at one treatment of the article (above). Let us now take a look at
how the present perfect is handled in two different courses.

In Blueprint One (Abbs and Freebairn 1990) the present perfect is presented
for the first time in Unit 32, which is reproduced on p 35.

AT

As can be seen, the new verb form is presented in context, using visuals in the
coursebook and a listening passage on cassette. There is also'a box, showing
how the present perfect is constructed in its affirmative, negative and
interrogative forms. Irregular past participle endings are given in Exercise 2.
"The forms of the present perfect are practised in Exercises 2 and 4 and
something of the underlying meaning comes over from the contexts of

" presentation and practice, Further practice is given in the workbook and an
overview of form and meaning is given in the Language review, reproduced on
p 36.
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3 Euvaluating the grammar confent: a case study
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Recent events

1 & LISTENING
Before you iisten ,

Mrs Gibson has just had some good news.
What do you think has happened?

1 She has just won a competition.

2 She has just passed an exam.

3 She has just recelved some money.

Now listent and find out why Mrs Gibson is
50 happy. :

happened in each picture,

break broke broken
lase - lost . lost
drop dropped dropped
hurt huart hurt
find found found
see saw seen

A: What has he done?
8: He's broken a cup.

1 cup 3 leg

2 magazine 4 £5

3 B SPEECHWORK .
Listen and repeat these words, Notice the

" M/ sound.

hé’s his have has  had
here  hair~ hurt

he's bad 4 nice ime  he's hurt hisleg

4 Mime something unforfunate which has
just happened to you, e.g. you've just
broken your watch. Other students guess
what it is by asking Yes/No questions.

. a: Have you lost something?
B: Mo, I haven't.
A: Have you broken something?
B: Yes, I have,

From B!uepfint One, Abbs and Freebairn (Longman 1930)
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Language review

PRESENT PERFECT SIMPLE

Pgsitive statements Negative statemnents

I've finished. I haven't | finished.

We've

They've

She's

He's

Question Short answer Short answer
Positive Negative

Have | you | finished? No,

he

1 In this book the present perfect simple is used to express:

recent events  He's broken a cup. {Unit 32)
experiences  Have you ever been to Africa? {Unit 33)
He's been to Rio twice,

2 This tense cannot be used to talk about events which happened at a

specific time in the past e.g. You cannot say: I—ha%heé—ﬁyea’eeréay

From Blueprint One, Abhs and Freebairn (Longman 1990}

The presentation in the student’s book is clear and is based on an inductive
approach (ie from examples, the learners work out the rule). Explanations are
only given in the Language review, and then only briefly. The emphasis is on
the language form and on one of its uses: to refer to recent events. The more
difficult aspect of the meaning of the present perfect, the underlying concept
of ‘past with present relevance’, is not taught at this stage. This is an
elementary level coursebook and the writers deal with other uses of the present
perfect at pre-intermediate and intermediate levels,

The Sourcebook Pre-intermediate (Shepherd and Cox 1991) uses contextualized
examples, but to a lesser extent, and has a more developed explanation of the
form, and particularly the underlying meaning of the present perfect, as can
be seen from the page reproduced on p 37. ' .

The approach here, although inductive to a certain degree, is more deductive
(ie giving explanations and rules, rather than encouraging learners to work the
rules out for themselves) than in Blueprint One, It provides a similar amount of
practice material, which is contextualized in the coursebook throttgh the use of
visuals, ete,

Such an approach is likely to suit rather more advanced shidents or ‘false
beginners’, certainly those who have enough English 1o understand the
explanations and rules, however clearly and simply these are presented.

Fl
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Julin has finished 1yping the report.
il Has she finished the fetters?
] No, she hasn't started them,
, CHECK
f;',g 1 Cumplete these seotences with
i;; forms of these verbs:

fimsh cook wash clean

(s nearly tme for lunch. How s the

s

f::f.f Housework getting on?
. I's reprly fnished. Peter . up
3 all the plates, Mary and Jane

% the windows, and Noman

7 the unch, Jimmy i3 still aweeping the

= ftoor, he _______ that jub vet,

<54

#

5

=

ok

C R

we'use i present perfect tense When we are mteresfe C
acbcn w fgg appened (or at ieast began) m the pas

24

2 ook at this chart, then complete the sertences:
FOUR FRIENDS PREPARE FOR A TRIP TO THE BEACH

=4
i

i

i

f

Winston:  chack the oi] v Jane! buy Truit
Hlup withputrelfy . pack the pienic basket

N

X

Elizabeth: make lemonade |~ Mark: muke the shndwiches [ X
And the map | |x pump up the ball <

£ Jane, have you bougly the fruit yet?
I Yes, Lhave, but | ____the piunic baskel.
. Why not?
32 Well, Mark - the sandwiches yel, But he ________ the badlt
£ We don't need a baB! This is o beach trip, not a football match? 1
i the lemonade ~{I's ready, but 1 _______ the map. Has anyone scén it?
el w: The map is In the car. .
& & Is the car ready? you . ¥ up with petrol?
= w: No, we candg thatonthe way, but . the oll - we are almos? ready
i to leavel
R
{ .
2 ’ From The Sourcebook Pre-intermediate, Shepherd and Cox (Longman 1991)
- - |
i . . - . 37,
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4 Vocabulary

Until recent years, vocabulary was a neglected area of foreign language teaching,
but it has gained its due recognition in the last few years, as realization came that
sustained communication is virtually impossible without access to a relevant
and fairly wide range of vocabulary. It is often asserted with some truth that,
particularly at lower levels, students can communicate more effectively with a
knowledge of vocabulary than with a knowledge of grammar.

Selecting vocabulary is a tricky subject and not as simple as might be
expected. One criterion alone (such as frequency) is inadequate for selecting a
workable vocabulary range for a teaching programme or coursebook. Few
coursebooks explain how the vocabulary they include has been selected,
beyond general statements referring to frequency and usefulness. An
illuminating account of how a relatively complex selection system was built up
can be found in the Cambridge English Lexicon (Hindmarsh 1980).

In general terms, we would expect to see at least 1000 new words taught in

each stage of a general course, where a stage represents 120-140 hours’ work. .
Very often additional vocabulary-learning activities are provided in the

students” workbook, as much vocabulary learning can take place outside the
classroom. Because the vocabulary of English is so large; we can only expecta”
fraction of it to be included in.any coursebook. :

R T e T T

As well as teaching as many new words as possible, coursebooks can help
equip students with strategies for handling the unfamiliar vocabulary that they
will inevitably meet. They can also enable students to develop their own
vocabulary-learning strategies, This is 2 powerful approach and can be based
on sensitization to the systems of vocabulary, encouragement of sound
dictionary skills and reflection on effective learning techniques.

& Nearly all modern courses include vocabulary-learning activities in their
provision, though with varying degrees of prominence. It is worth examining
the nature of the activities and exercises to ensure that they help learners to
extend and develop their vocabulary in a purposeful and structured way. We
= would not expect to see just wordlists or dictionary definitions of new words.

Nor would we expect to see words taught in isolation or outside of context.
Rather we would look for exercises which sensitize learners to the structure of
the lexicon of English and to the various relationships that exist within it.

"
o

Good vocabulary development activities tend fp exploit some or all of the
following: ) '

T R e

e semantic relations ~ word groups according to meaning, synonyms,
hyponyms, opposites

e situational relationships ~ word sets associated with particular situations, eg
SpoTt, transport, politics

a

TORYEL:

.,
)
X

5 e collocations — words commonly found in association, eg food and drink, Jor
= better or worse, also noun + preposition links and phrasal verbs (verb +
particle links)
o relationships of form (often referred 1o as ‘word building?), eg long, length,
lengthen,

Some courses distinguish usefully between active and passive vocabulary.

38
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- 4 Vocabulary

The following are examples of vocabulary-teaching material at advanced and

elementary levels.

UNIT 'I

E [Vocabulary B

Meuiral and sirong adjectives

1 Study the following language items from D Reading
2, and discuss the questlons below them. Check

your answers on Study page 158.

Adverbs Adjectives
QUIEE susreniinriinnreans reputable
VEIT «ovveren PO veee useful

downright cooevierienns atrocious

a Which adverb Is stongest and which weakest?

b Which adjective Is stongest?

¢ Which of the following adverbs could replace
which of the adverbs in the first colurn with little
change of meaning?
absolutely fairly extremely utterly

d Fill in the table, using the adjectives beneath it.

iHy useful bad rious ‘
e What is the difference between the adjectiveson

the left and those on the right? .
$ Which adjectives fotlow adverbs like doumright?

Which fallow very, etc.? J

Fram Nexus, Mills (Heinemann'1390}

39

st A A L T T, o E s it
EP AT et F—— - i T



T I T
T R P e D I S T SO B A ey S

R

1!

Chapter 4 The language content

THE BIG DAY OUT
FOR ALL THE EARMELY

1 Give your opinion

B Texts T and 2 come from leaflets
advertising things you can do at
-weekends, Read them. Which do
you prefer? Why?

2 Find new words 3 Do : - . '
W Read Text 1. Find ’ AN i

= words for circus attractions

» names of animaks ! :
Read Text 2. Make two lists of Ak 2! ¢ i : '
* names of animals you knaw R o 8= o ; J : 3

= names of antmals you don't know
¥ < Compare fists. Hefp each other
with the words you don't know.

3 Check
B Check with your teacher a5 In
the example.

you

L
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# Checklist for vocabulary

(ﬂvocabufary-learning rnaterial included in its own right? If so, how prominent is it? ks it

central to the course or peripheral?
o atE How much vocabulary is taught? Ao
€S s . : =
{3 Is there any principled basis for selection of vocabulary? —> r
)ﬁl} there any distinction between active and passive vocabulary, or cladsroom vocabulary?

\}2); vocabulary presented in a structuréd, purposeful way?

e

G

Are learners sensitized to the structure of the lexicon through vocabulary-learning
exercises based on: )
- semantic relationships
— formal refationships
— coltocations
- situation-based word groups?
Does the material enable students to expand their own vocabularies independently by
elping them to develop their own learning strategies? : )
by

i

oy

5 Phonology

The teaching of pronunciation is another item, like vocabulary, that tended in
the past to be sidelined in many general courses. However, most recent -
courses include the teaching of phonology to a greater or lesser extent. Most
of them cover the articulation of individual sounds, word stress, sentence
stress and some aspects of intonation. Weak forms and connected speech are

often given prominence.

Empbhasis should be at least as much on the global aspects of phonology -
weak forms, stress, rhythm ~ as on producing individual sounds, because the
production of natural-sounding connected speech depends on the speaker’s
ability to handle the sentence stress and intonation of English with some
degree of appropriateness: These systems will most probably-operate in

T

|

gg English quite différently from the way they are used in the learners’ mother

ol tongues. English, as a stress-timed language, operates at the level of sentence
g stress very differently from syllable-timed languages, and intonation patterns -

% . 1 _ are not usually transferable across languages with their original meanings and

5 T expression of attitudes intact.

s ) In the case of both individual sounds and connected speech, thére should not

%%1 B be excessive ernphasis on absolute correctness, or virtual native-speaker

# accuracy. Rather, there should be an awareness of areas where

misunderstandings can most easily occur and a focus on avoiding such
unfortunate occurrences. For instance, in German a fall-rise intonation can
express enthusiasm and keenness, whereas in English it can convey .
uncertainty or lack of interest, Mapping the German fafl-rise onto a response
to an invitation in English, such as “Yes, OK then’ can convey the opposite of
what is intended, signalling reluctance or indifference rather than the intended
warmth and enthusiasm. :

E ‘ The use of specialized terminology (such as voicedfunvoiced sounds, weak fornis,
= , g stressed syllables) is essential if learners are going to study phonology in any
: depth, but may be unnecessary if the treatment is relatively incidental. It must

TR TR
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Chapter 4 The language comemt.

be left to individual teachers to decide if the time spent on learning such
technical terms is justified. The same must apply to learning grammatical
terminology.

As a general principle though, learners should be given terminology whenever
it will help them to analyse English, categorize it and as a consequence

E, understand better how it works. This principle applies equally to the use of the
;‘»3 phonemic alphabet and we should see whether the coursebook uses it and

g includes it for reference.

33 Diagrams showing stress and intonation are used in some courses and not in
& others, although most writers do not insist dogmatically that their view is

imposed against the teacher’s judgement. Headway Intermediate Pronunciation
uses a simple but effective way of showing sentence stress and intonation -
{which are really mseparable features) as shown below:

Main stress In any phrase or sentence there is one
in sentences stress that is stronger than the others,
This is the main stress. In this book it is
marked with a black box like this:
WO H
A "How are you?
. ]
B Fine,

g B . [
A Andhow are your wife and the two

H
£ girls?
[
& There can be more than one main stress
2 - ina sentence or phrase. If there is only
g‘;j one syliable in a phrase, then this must be
Eg the main stress, The main stress is often
=
] at the end of the sentence.

—_—
e

Intonation Intonation isthe “music’ in the voice. It
can go up (rising intonation) or down
{falling intonation). Sometimes it does
both (fall-rise) or (rise-fall), The main
intonation always comes with the main
stress in the seatence, In this book
intonation js shown like this:

7

a 5}
Falling: @y  Where are you from?
0 E.j
Rising: B Do you like animals?
B A '
Fall-rise: B A Yes . ..

S
Rise-fall: BN Really?

From Headway Intermediate Pronunciation, Cunningham and Bowler (OUP 1990)




6 Integration of pronunciation teaching with other work

s

Grapevine (Viney, F. and K. 1990) avoids

the use of stress and intonation diagrams, as they can often cause confusion
for students and teachers alike, though occasionally simple arrows can be
employed to denote rising or falling intonation. A cassette recording is the
best way of noting stress, rhythm and intonation. If you are happy with
diagrams and gestures to demonstrate patterns, use thcm If not, .
concentrate on the recordings.

A

apr e
2

" TN

A final but very important question concerns the cassettes that accompany
pronunciation-teaching material. It is essential that the language recorded on
them provides a good model for learners, that weak forms are used where they
are supposed to be, that sentence stress is natural and that intonation is
appropriately used.

Checklist for phonology

ﬁ%ow thoroughly and systernatically are each of the following aspects of the
phonological system covered: . .
— arficulation of individual sounds -
— words in contact {eg assimilation}
~ word stress
weak forms
sentence stress
intonation?
Where phonology is taught selectively, is the emphasis on areas of prenunciation that
ré important to meet learners’ needs and help avoid misunderstandings?
\,D)I; the pronunciation work buift on to other types of wark, such as listening, dialogue

e G T Nt 5 5 R

o practice,-etcordoesit-stand-separately?
L How much terminology is used? Is it comprehensible to the learners?
ff? Is the phonemic alphabet used? If so, are students given any training in learning it?
g1 @Hoes the material use a diagrammatic system to show stress and intonation?
Are there cassettes for pronundiation practice? If so, do they provide good medels for
bR learners?
7 Integration of pronunciation teaching with other work
Courses differ in the extent to which they integrate pronunciation work with
2 other work. Upper Intermediate Matters (Bell and Gower 1992) adopts an
= integrative approach, as is explained in the teacher’s book:
5 Pronunciation
= Many of the exercises come out of the text in the first cycle of the unit or
f’ out of vocabulary work, Usually, it is suggested that on-going attention is
< " given to pronunciation rather than devoting specific lessons to this area of
i*’-% language.
: Significant areas of phonology are covered in this way, by a combination of
5\ specialized pronunciation exercises and focus on aspects of prommaatton in
F;; other exercises and activities, .
E; : . #
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Chapter 4 The language conrent

An alternative approach is adopted by Headway Intermediate (Soars, |. and L.
1986) where relatively little attention is given to pronunciation in the main
course, but significant problem areas are signalled in the teacher’s book to
forewarn teachers that they need to concentrate on pronunciation while, for
example, presenting grammar items. An example of this comes with the

L:. introduction of the past simple:

P There are three pronunciations of ~ed at the end of regular past simple
S verbs. T

£ I after vnvoiced sounds  washed hoped worked

?g Jdf after voiced sounds  married opened bved

;\; hdf after i and fdf wanted started ended.

o

s,

A

T

%

ind
B
]

5

-
G
»

TR

There are no exercises in the student’s book to focus attention on this difficult
feature, or to practise it. However, a separate part of the course package,
Headway Intermediate Pronunciation (Cunningham and Bowler 1990), came
out four years later and now provides very comprehensive material for .
teaching all aspects of pronunciation. Although linked to the sequencing and
structure of Headway Intermediate, it claims that it can be used easily with
other courses both for class use and for individual study. The beginning of
Unit 3, reproduced below, shows how the pronunciation point that was
originally simply referred to in the teacher’s book forms the basis of a $pecific
recognition exercise. ' )

phoned

2 Pronunciation of -ed past tenses

All Nationallties

There are three different pronunciations of -ed in
regoiar past tense verbs:

idf
cooked landed

i [T32A] Listen to these past tense verbs and put
*  them in the right column, according to the
pranunciation of -ed. You will hear each verb

It/ : /d/

Ay fd/

Jid/

twice.
helped discovered -
offered looked
reachad called
saved tried
missed invited
started asked
lived jumped
needed watted

from Headway Intermediate Pronundiation, Cunningham and Bowter (QUP 1990}




E T ‘ 7 Discourse

The spelling of English must present a bewildering problem to many foreign
learners, yet scant attenton is paid to it in perhaps the majority of courses.
Students tend to be left to sort it out for themselves, simply learning the.
spellings of words on a one-off basis, or by analogy to words with similar
sounds. Analogy, unfortunately, is a poor guide in many cases, as the trio bear,
bean and steak will testfy. Sound—spelling relationships in English are a

g minefield, and as yet incompletely described by linguistics. So it is no surprise

Y
s
=

H
’w‘? that many coursebook writers steer clear of the whole area. Iowever, even
though we may be in no position to provide a comprehensive and painless
& guide to English spelling, some guidance through the maze by identifying
3 common sound-spelling relationships can be of great help to students in their
- writing and reading. Too much would be tedious and demotivating, because
e the basics of spelling operate at micro level below the level of meaning, but the
é} occasional focus on sound-spelling relationships can pay dividends, as in the
. following example from Third Dimension {O’Neill and Mugglestone 1989).
;(Eﬂ E20Words and sounds
. Pronounce these groups of wards
%?i‘ . aloud. Pay particular attention to
i the letters in bold. In which
word is the sound of these letters
5 different?
gj . 1 peas cream bread bean
2 bread pepper lentil lean
- 3 bean beef cheese pear
TSE; ) 4 beef meal pizza beer
i 5 fish chip ripe fillet -

6 cake steak vesal bake

e How many of the words above

- can you find that have the
same sound as ez in these
three words: pea, steak, bread?

o Think of 4t least three more

words (they don’t have to be
about food) that have the

%} _ same eg sound as in pzar.

A

From Third Dimension, O'Neilf and Mugglestone (Longtﬁan 1989}

7 Discourse

1 am using the term discourse here in a general way to refer to the features of
language use that go beyond the domain of grammar rules and include areas
such as the sequencing of sentences, cohesion, paragraphing, structuring text,
participation in conversations, etc. Studies in text cohesion, discourse analysis
and conversational analysis provide much of the theoretical and anatytical
basis for understanding this area, which focuses on language use and the

o conventions that structure how we use language for effective communication.

«r’f : So it is directly relevant to the communicative approach.
45
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Chapter 4 The language content : ’ j

Virmally all coursebooks will present models of discourse, consciously or not,.
through the examples of langage that they offer in dialogues, reading texts

and listening passages. Particularly at elementary level and lower-intermediate : {
level, the langnage will be lirnited in its range and complexity, Consequently,
the discourse structure will also be restricted in range and complexity. ) :
However, we should look for models that represent authentic discourse, even ' i
though at a simplified level.

A reading text, for example, should display some of the features of authentic ]
text, such as coherent structuring of content, paragraphing and appropriate
use of cohesive devices, including pronouns for anaphoric reference and

conjunctives. The range of conjunctives used may be limited: this is not f
important, so long as those that are included are used naturaily and provide a ¢
good model for learners. :

BExamples of spoken English, whether for dialogue work or listening, should be
reasonably representative of natural spoken English, although again some
simplification is to be expected. For example, the main conventions for
conversation, such as turn-taking, should be respected. This aspect will be
explored in more detail in Chapter 10 when we shall look at communicative
coursebooks.

R R

oy

” f'"'{"fu_

When coursebooks set out to teach aspects of discourse, it is most commonly
in the area of writing. Here there may be material on organizing different
kinds of written work, such as narratives, reports, letters, etc. The conventions
of different formats may be explained — for example, how to set out a formal
letter; and advice may be given on the ordering of events, ideas, etc.

At a more technical level, there may be examples and exercises on writing
paragraphs, and on structuring a longer text into paragraphs. This is a
difficult area, because there are no firm rules for paragraphing as there are for
grammar, We are really dealing with how text is organized and how it is
structured according to meaning and the development of a theme or an
argument. Because there are no hard and fast rules, coursebooks tend to use a
combination of explanation and advice supported by examples.

Another area of written English which often gets special attention is cohesion,
and in particular conjunctions, or conjunctives as they are sometirnes called.
Some coursebooks use other names for them, such as sequencers or text
organizers. Basically, they act as signalling devices or signposts and help
readers and listeners to find their way through a piece of continuous discouzse
by refating sentences to one another and helping the reader or listener to
predict what is coming next. For example, compare your predictions of how
these two sequences might continue:

e

Howard s really o very nice person and ...
Howard s really a very nice person but ...

oy

e Conjunctives play an important role in effective communication. "They operate

f;j both within sentences, joining clauses, and between sentences, linking but not !
£ joining them. The following example from Highlight Upper Intermediate shows

& how a coursebook deals with conjunctives in written diseourse. )
ey '

i
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b 1

Relative clauses: who, which, whose 40

4 Put whe, whick or whose into each space.
This is the story of a strange event [a} took place in
England recently. A man [b)- brother had disappeared in
France in 1944 received a letter from someone{c]l_ claimed
to be Graham, his brother, The man, [d} had given up hope
of ever seeing his brother again, was overjoyed to receive the
letter, [e] was postéd in France. He wrote back and
teceived another letter (f] . gave the name and address of a
French family, [g] , theletter said, had been looking after
Graham. Graham's brother took the next plane to France, and
soon arrived at the address [h}
people (il lived there did not know his brother, and had
not written any letters, but they were looking after the graves of
soldiers [j} had been killed there during the war,

Text organisexs i 17

5 Study the examples, and answer the question at the end of each
one.

a Although journalists often exaggerate stories, they are not supposed

" o change the facts.

Do they exaggerate stories? Are they supposed to change the
facts?

b journalists do change the facts. However, they are ot supposed ta,
Does this have the same meaning as sentence a?

¢ Journalists offen emgg.erate skories. They are not supposed to,
however,
Does this have the same meaning as sentence a?

.4 Ine spite of my advice, the journalist changed Hhe story.

" Did we advise the journalist to change the stery?

e While journalists often exaggerate stories, they are supposed to give
ihe facks.

‘Which of the underlined words in sentences a, b, ¢, d could be

used instead of while?

£ Journalists often record interviews. As well as this, they might keep
written notes of what is said.
Is this phrase used to repeat mformahon, or to add something
new?

g Besidesihis..
Can you use &us phrase in £?

h Journalists lead quite an inferesting life. On the other hand, they are
#ot very well paid at the start of their careers.
Can you use this phrase in any other part of this exercise?

98

his brother had given. The -

Text organisers

6 Complete the text by using

words and phrases
underlined in the examples
ins.

There are many stories about
the Bermuda Triangle, an
area of ocean in the
Caribbean, but 1} -
many people believe that

.planes and ships

mysteriously vanish there,
there is no proof that this is
true. {2}, itistruethat
many small boats disappear
in the area, This is because it
is an area-of suddenbad
weather, {3] ,not
because it is mysterious! Cne
story describes how some
planes disappeared there
duging the war, and

4] this is true, the
most likely explanation is
that they ran out of fuel and
crashed. [B] , there are
stories suggesting that aliens
may be responsible for the
‘strange’ disappearances.
(6] _many
investigations, no proof has
ever been found that these is

anything mysterious about
theplace atall!

From Highlight Upper Intermediate, Vince {Heinemann 1992)
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oy

Coursebooks are less likely to focus on the rules or conventions of spoken
discourse, perhaps because it'is a complex area and one that is only now

oy

g becoming better understood, particularly through work being done in

& conversational analysis. However some materals do give attention to certain
i features of spoken discourse, pointing out, for example, how conversations

%E start and how they end. Cambridge Advanced English (Jones 1991), for

53 example, provides this schema for opening and closing conversations, linking

g

it to a listening activity.

13.2 A ‘typical’ English conversation , Listening
) - .
};% A Befare you listen to the recording, look ac the Rowchart below and see
%ﬁ if you can think of some examples 10 fili the gaps.
§ {=) Listen to the recording and fill the gaps with some of the examples
é{ given by the speaker. .
o . - .
E;:

2
e

From Cambridge Advanced English, Jones {CUP 1991)
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"This is a usefal gnide and begins 1o sensitize learners to some of the ways in
which conversations are structured and to some of the conventions that are

brought into play.”

At a lower level, the Conversation Planner in Flying Colours 2 (Garton-
Sprenger and Greenall 1991) is helpful in guiding learners through a
straightforward conversation, although it does not deal with opening and

closing strategies.

@ I3 Listen to the conversation and follow the CONVERSATION-

PLANNER,

Now work in pairs and use the CONVERSATION PLANNER fo get to

know your partaer.

VOULL NEVER
2F SHORT OF THINGS

70 ALK ABOUT WITH THE)
DY CONVERSATION 4.

NoJdond
No, nat very much,
: Yes, | do

Yes, | love it

topic from bo!
and ask a quesdon.

Na, | haven't.

e
Ask "What did you think of |

em?’

3 Yas, | have.

=

.48
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Chapter4  The language content .

" Checklist for discoutse

1 Does the coursebook deal with any aspects of discourse?
1 If so, which aspects are covered:
- conjunctives’
- other features of cohesion (reference proncuns, substitution, etc)
_\ g#fatagraphing and organization of written discourse
\E;é@ructure and conventions of spoken discourse?
' Da'the examples of spoken and written discourse presented by the material provide
good models for the learners?
i\E/Es the treatment-of discourse sustained and progressive throughout the course, or does
it consist of limited or isolated elements? .

8 Style and appropriacy

Language is very sensitive to its context of use and is stylistically variable. We
should look at coursebooks from the angle of appropriacy to see how far they
go in preparing fearners to use appropriate styles in varying situations.
Speakers make use of different styles of language to communicate in a way
which complements the more literal meaning of words and sentences. For
example, adopting an informal style of speech or writing is a statement.about
the relationship which exists between the people who are communicating with
each other.

This awareness of the importance of appropriacy derives from the seminal
work by Hymes (1971) on comnrunicative competence, summed up in his
now classic statement, “There are rules of use without which the rules of
grammar would be useless” When we use language, we need to be able to
perceive the social situations in which we are operating and to be able to match
langnage style to situation.

For foreign learners, as for children acquiring their mother tongue, there is a
double task: to perceive and understand the nature of the social situations they
find themnselves in and to select and use appropriate language. One aspect of
the task is non-linguistic and the other is linguistic, but they are so closely
connected that we cannot afford to neglect either of them, Langnage and
cultire are here seen to be clogely intertwined.

Stylistic differences in English can be signalled by aspects of grammar, choice
of vocabulary, discourse structure and aspects of phonology, In the area of
grammar, use of the passive as oppesed to the active form of verbs can be
cited as an example of formal style. Aniother example is the use of

| contractions/such as can’t and won’t in writing, to signal informality, There
are many examples of formal/non-formal distinctions in vocabulary, but one
example will suffice:(@scend and go uf) are virtually identical in terms of literal
meaning, but are very different stylistically, Turning to discourse, the
discourse structure of a formal speech is very different from that of a
conversation between friends. Similarly, an inforrnal letter is structured and set
out differently from a business letter, T
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8 Style and appropriacy

In the area of pronunciation, intonation can differ according to the degree of
formality, as pointed out in Headway Intermediate Teacher’s Book (Soars, J.

and L. 1986):

Common problems

1 Intonation.
Students sound too flat, start too
low, and do not show a wide
enough voice range. It is vital to
point out that politeness is
conveyed not by chotcg of
exponent, but by intonation. In .
requests, students will need a lot
of practice in starting high,
showing a wide voice range, and
rising slightly at the end.

Could you open the window,
please?

Use the tapes as a model for
intensive practice.

The more distant and formal the
situation, the higher the start will
be, and the greater the fall.
Simitarly, in a more familiar
situation, the voice range will be
narrower, -

From Headway Intermediate Teacher's Book, Soars and Soars {QUP 1986)

Two examples of exercises focusing on the contrast between formal and
informal style, with particular reference to vocabulary, are shown below and at

the top of p 52.

"7 Which of these phrases would you #of expect to see ina

personal letter? .

Alt the best. ‘ A am grateful for your assistance.
1 refer to your letter of the 19th March. - Look forward to seeing you!

Tt was 50 nice to hear from you. 1 apologise for the delay in replying.

Pm sure it'll be OK. . When are you coming up?

8 - Rewrite the formal phraséé in Exercise 7 in a less formal way.

From intermediate Matters, Bell énd Gower {Longman 1991)

51



o S S e A S S e St A e g e T T Y B AT Rt N R i SIS S BT e e T I STt

S U -

CGhapter 4 The language content

s
R

TR

55

s

5 Match the expressions in the list
below which are similar in
meaning.

enclose job currently

any more you need to know
now occupation

any further information yon
require

lcan come cousider

the story of my life  lookat
date of birth  curriculum vitae
Tam available aim to achieve
heaith birthday putin
medical history  hope to pass

Say which are formal and which
3 are informal

2

From Vista, Deller and Jones (Heinemann 1992)
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% Checklist for appropriacy

SN

O Jsthere any reference to appropriacy?
If 50, is it dealt with thoroughly or incidentally?
) 0O Is appropriacy taught with reference to:
' >€ _choice of grammar

wToice of vocabulary
\/)dgcourse_st;ucture : -
;><pro unciation? ]

W any attempt to match language style to social situation?

Does the coursebook identify situations or areas of language use where leamers should
be particularly sensitive to using appropriate styles, eg when complaining?
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= 9 Varieties of English o .
& In addition to formal and informal distinctions, we néed to consider which

o
.

varieties of English are contained in the coursebook., Geographically speaking,
there are two main varieties of Bnglish in the world, British English and
American English. The standard forms of these two varisties differ to a small
extent in grammar and vocabulary, and rather more in pronunciation.
Nevertheless, they are mutually intefligible and demonstrably the same
language. There are of course many different regional varieties of British and
American English, and the further they diverge from the standard variety, the
Iess intelligible they may become to outsiders, There are also many other
varieties of English throughout the world, some used by native speakers, such
as Irish and Australian English, others spoken mainly as a second language, as
is the case of English in India and Singapore. '
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9 Vaneties of English

We also need to consider the increasingly common phenomenon of
“internationat English’, This concept refers to the use of English as a lingua
franca around the world for business people, scientists and many others of
diverse nationalities and mother tongues, Course materials such as

2
? International Issues (Potter 1991) are now on the market to meet the demand
for international English.
f:; Generally speaking, coursebooks for general use in several different countries
” take either standard southern British English — but not the traditional received
v pronunciation (RP) ~ or standard American English as their model.
g International English is usually based on one or other of these two varieties.
ot .
Courses produced for use in individual countries where English has the role of
% a second language will norrally take the locdl variety as their model, but
& without features which are considered to be colloquial or non-standard,

¥
1

# Checklist for varieties of English

Which geographical variety of English is taught:
- British A

gy o
piny

L

75

L;}?’ .
= -~ American
— other

17 - international English?

f’,?} [1 Whichever variety Is taught, is there reference to other varieties {eg in a British Englisn

o course, Is there reference to American English where it differs)?

ig :

.

Conclusion _

a2 Analysing coursebooks for their language content is complex and multi-

2| dimensional. In most situations you will have to decide on your priorities and
focus on thern. One typical scenario is the following: at elementary level,

8 i grammatical form and pronunciation will be the main priorities; at

& intermediate level, more attention will be focused on the appropriate use of
gramrnatical structures, on vocabulaty development and on aspects of stress

5 and intonation; at advanced level, discourse structure and appropriacy wili be

,

add;:d to the agenda. - .

This of course is only an example and you might like to think about what your
priority areas are for analysing the language coptained in coursebooks, relating -
your decisions to your aims and objectives and to your teaching situation.
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Chapter 5 Selectio.n and grading

A S it T B

Coursebook writers are in effect designing a syllabus as well as producing
teaching material, and implicit in coursebooks for language learning there -
must be a2 view of and an approach o syllabus design. We need to know on
what basis the content of the coursebook has been selected and how the
contfent has been graded.

The syllabus base

Any coursebook will be permeated with the writer’s assumptions gbout
syllabus design, whether they have been explicitly formulated and theoretically
justified or not. So it is very important that, when analysing and evaluating this
aspect of materials, we should be aware of the options that are available to
coursebook writers when they design their syllabuses.

A syllabus can be broadly defined as a specification of the work to be ccvered
over a period of tirne, with a startmg pomt and a final goal The langnage
content will be ordered in some way, usually being sequenced according to
underlying principles or theories. In some cases the amount of time to be
spent on each section will be spccxﬁed The focus of a syllabus, therefore, is on
gwhat is taught and in what order it is taught. There is a strong implication that
. what is taught is also learned, and both selection and sequencing of content
will aim to facilitate learning. The mainstream concept of the syllabus has littie
more to say about the learning processes involved and does not specify the
" approach to teaching or the methods to be employed. '

- However, some alternative views of syllabus design, notably the process
syllabus, are based on the learning process rather than on the content. The
process syllabus is somewhat experimental in nature and has yet to make an
impact on the bulk of teaching materials, The content is not specified in

- advance and there are no predetermined goals. The process syllabus grows
naturally out of the learning situation and to some extent js set out
retrospectively as the situation evolves. There is considerable scope for on-
going negotiation among learners and between learners and teachers as the -
direction of a particular ceurse develops. The emphasis is on process rather
than product, on how learning develops paturally rather than on the prior
selection and sequencing of what is to be taught.

As coursebooks are themselves products and their writers of necessity have to
decide in advance what they are going to contain, there is a marked
predominance in published materials of the content-based syllabus, There
are however some examples of course material designed to allow for flexibility
of use and deliberately avoiding a predetermined star{ and finish. Among the
titles which are designed for selective use of this kind are the Macmillan
Dossiers series (1991) and The Sourcebook (Shepherd and Cox 1991), which
claims specifically that it gives users

the freedom to plan their teaching and leatning, and an opportunity to
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3 Structural and functional syllabuses

negotiate their syllabus, They can:

o construct tailor-made programmes of learning according to student necd

o use the book in class or for self-access;

» use the book on courses of different length, ie year-round programmes,
12-week intensive courses and short courses,

Such books act as useful resources and are invaluable to-teachers and learners

R - : _
}; alike when they choose to negotiate a syllabus. Nevertheless the books
& themselves do not participate in the elaboration and development of the process
- syllabus, and their content s still predetermined, even if the sequencing is not.
i
2 Content-based syllabuses

}]‘ White (1988) identifies four types of content base in syliabus design. These are:

1

e form {with z structural focus)

e function (with a notional/functional basis)
» situation (with a contextual focus)

+ topic (with an informational focus).

1 will identify the main characteristics of each of these syllabus bases, but it
should be borne in mind that the actual content of coursebooks will be based
on a combination of these factors, Coursebook writers have to balance the
competing demands of different approaches to syllabus design and produce a
version which is best suited 1o the users’ needs.

3 Structural and functional syllabuses

The structural syllabus incorporates probably the most tradidonal approach
and is based on the internal structure of the language with particular emphasis
on grammafical structure. Lexis and possibly phonology will also be taken into
account, but the foundation of the structural syllabus is grammar. The
selection and sequencing of language items in a structural syllabus is based on

" no firm theory or principle, but is determined by writers in a pragmatic
fashion with reliance on established orthodoxy and practical experience, Thc
general guidelines used in the case of gremmar items tend to be:

’_‘_,_3? an A
Coadipre anf men

usefulnes Lrpesiencg 8
¢ SRR >QCC“L’>M¢(§5 (m 17 bag

Clearly complexity and learnability appear to be connected in that moré
complex structures are more difficult to learn. So, for example, the past
perfect continuous is considered to be more difficult to learn than the present
simple because it is more complex in structure. Another factor affecting

. Iearnablhr_y is the use, or underlying meaning of grammatical forms. I have

o referred in an earlier chapter to the difficulty experienced by many learners in
& - understanding the uses of the present perfect and the meanings of articles,
especially where there are not similar forms in the learner’s native language.
2 _ The form of the present perfect and of articles in English is not complex, but
&= -~ their use can give rise to difficulty because of the relatwely difficult meaning

' concepts mvolved

. complemty of structure
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Chapter 5 Selection and grading

Usefulness as a concept for selection 6f language items is relatively subjective
unless a detajled needs analysis has been undertaken with a clearly specified
group of learners, and this is not the case with mass-produced coursebooks,
There is, however, a pragmatic perception among coursebook writers of what
is more useful at the carly stages of a course. Coverage is a major criterion
affecting usefulness, so the present continuous, alfowing the learner to talk
about the immediate present, the immediate future, intentions, etc provides a
3 rich retarn for a relatively small investrnent in learning effort. It is not
surprising thereforé that this item usually occurs early on in a course and i8
given prominence.

s

3

=

i

%\: By contrast, the complicated tense changes required for reported speech
require a good deal more learning and internalization if they are to be used

% quickly and fluently, and have less immediate usefuiness to the learner in the

& early stages of learning. Moreover a considerable amount of prior knowledge of

g verb forms and uses is required before students can begin to approach this arca

% of English. So it is not surprising that it usually occurs much later in 2 course.

&S

-

ol

In the case of coursebooks which are designed for speakers of the same
mother tongue, differences between the struciure of English and.of the native
language will provide a further guide for selection, Contrastive analysis can be
a nsetul Toof Tor predicong and explaining ease and difficulty of learning
different items and it would almost certainly exert an influence, formaily or
informally, on syllabus design for monolingual groups.
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“The strength of a structural syllabus is thatit.can account for all the forms of a

language and relate them to one another i a coberent way. A serious lirnitation

of a purely structural syllabus, on the other hand, would be the scant regard
... Pid to meaning, and especially to the communicative potential of what is taught.

i

The functional syllabus is based on the M of communicative
_ funclions and owes its development to work done under the aegis of the

= “Coundil of Burope in the early 1970s. The notionalffunctional principles of
& syllabus design underlying the functional syllabus-base are set out in Netional

= ) Syllabuses (Wilkins 1976). They had a significant impact on coursebook design
i and led to several courses published in the late 1970s and early 1980s which
used language functions extensively in selecting and organizing language content.

In this approach to syllabus design, communicative functions are selected and
sequenced according to usefulness to the learner, the extent to which they
meet the learner’s communicative needs. So, the earliest itefns on the syllabus
will be those that learners will need most in the situations in which they will
use English, Predicting those situations in all but the most general way for the
purposes of producing coursebooks for widespread use is problematical. As in
the case of the structural syllabus, there is no straightforward mechanism for
doing it, and, in general, syllabus designers and coursebook writers rely on a
pragmatic approach, combining experience, intuition and common sense,
Ultimately the choices are to a considerable extent subjective.

e

p
5
:

=
Lo
=3
&=

A

i

LR AT

3.
po

Y
40

An advantage of a functional bage to coursebook design is that the learning

B goals can be identified in texms which make sense to the learners themselves.
| ToThe aveTape student, ‘making requests for information’ means more than
)
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4 Situational and topie-based syllabuses

‘interrogative form of modal verbs foltowed by infinitive’, Another advantage is
that the coursebook writer can ensure that the learning process has an
immediate practical result in that the students can use what they have learned
outside the classroom at a relatively early stage. Stadents who do not complete
a course will still be able to take away with them something useful in the form
of a limited comnmunicative ability in English.

However, unlike grammar, functions do not form an interrelated finite § nite system,
nor have they heen fully and comprehensively desc_g_pgg_‘_Most 55t Iists of
functions so far produced have been very selective, and it is not at all clear just
what a complete account of communicative functions would consist of, even

e assumning that it were feasible to produce such an account.

Widdowson (1979) has pomted out that a functional syllabus, like a structural
syllabus, is an inventory of uriits and that is why I have grouped them together
as confent- baséd syllabuses. Neither of mmﬁlﬁm(:_mzumior

strategies amount to more than just combining communicative fmlcnons
learned in isolation and include ‘an ability to make {create) sense asa
participant in discourse ... by the skiiful dcployment of shared knowledge of ..
- Cﬁi‘anguage resources and rules of language use’ (Widdowson 1979). This is the
- ealm of pragmatics, a territory barely explored yet by most coursebooks.

Structural and functional syllabuses are not opposed to each other, as they
have sometimes been seen to be, but are complementary. The functional
perspective of a functional syllabus develops the structural syllabus by
incorporating into it a component which is sensitive to the learners’
communicative needs and provides them with units of communication as well
as units of language form. Furthermore, syllabuses of this multi-dimensional

& ' kind must cstablish links between form and function, showing how
5 C T ' comriinicative functions are realized through language form.

LT - 4 Situational and topic-based syllabuses

s : The situational syllabus takes ‘real-world’ situations as an organizing
principle in selectmg and grading what is to be taught The factors that come
into play are . .

i) ~ - B N parncnpants
B . . . setiing .

- » communicative goals,
et lsbi

From such an initial analysis, the materials writer will produce contextuahzed
_examples and ¢ exercises that will present relevant instances off“age and
“provide contexis fori itto be ;}ractlsed in. Granimar, vocabulary, etc “derive
from the situations selected and are not themselves the driving force behind
selection. However, concepts of complexity of structure, learnability, etc must

come.into. piathhgnlanguagm__gonents are being selected, as there will

5,:: ) . mewtably be many different ways of using ]anguage itk the same situational
| encounter,
s C 5o . N ' . ' .
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Ghapeer 5 Selection and érading'

The situations selected will usually be of a relatively restricted nature, usually
involving some kind of practical transaction, such as booking in at a hotel, or
using a garage, and the langnage taught will also tend to be somewhat
restricted. It is difficult to produce a situationally~-based syllabus which also
deals systematically with grammar, so that the learners are genuinely learning
the structure of the language in 2 way which will allow them to use it
subsequently in sitvatons completely different from those presented in the
coursebook.

Wﬂabus comes somewhere between the phrase book and
full Tanguage Icarning, Its limitation lies in being toe closely tied T0 the specific
situations that it selects and in the difficulty of ensuring that the structure of
the langhiage is adequately covered. Nevertheless situational considerations,
along with the otiy_z;gfrcferred to in this chapter, will be taken into account by
HTOSE syllabus desxgners and coursebook writers, even though they will h
pmbably not be the mam force in determining content or sequencing.

Topic-based sy]labuses take information content as the main principle for
selecting and organizing the syllabus content. It is unlikely that the syllabuses
of general English courses will be wholly topic-based, as the concept of the
topic is too imprecise and difficult to define. However, like situation, topic
may be a secondary factor in detexmining syllabus content and the various
topics that are included in the course will figure in the schema of a mult-
dirnensional syllabus. Indeed several coursebooks have a column in their
contents maps showing which topics are included and where, as it is felt
important that interesting and stimulating. topics should be part of the overall
content of the course.

_Topic can be of great value in keepin ngw or
increasing g their potivation. Additionally, it provides a focus for the language .
input contained in the course and helps to create a sense of coherence within
individual upirs,

There is also evidence that some students may learn better when they are
focusing on content material presented through English, rather than focusing
on the language itself. Certainly this is the situation pertaining in schools
where English is the medium of instruction but a foreign or second language
for the students. High standards of English are often achieved in such schools,
Consequently, the inclusion of well-chosen topic-based material in some
quantity can improve learner performance. The inclusion of literature in some
courses is another example of shifting the focus from the language to topic-
based content.

Two of the stated principles behind} Connect (Revell 1990), a course designed
for students at upper secondary level; Emiphasize the importance attached to
topic and subject content:

1ifera e &— Students should be able to learn about other thmgs as they learn
“Ligtor English: English should be linked to other subjects in the school curriculum
Lol i and to the world outside the school.
A coursebook should provide interesting content: it should be
challenging and appropriate for the age group, and not offer childish
content just because the learners’ language skills are low.
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S Crading: seguencing and staging

ChecKklist for selection of content

O To what extent is the content selected according to:

- Strl,lct.ure - BEJ-U,S

— functions

~ situations

— topics?

Is any one of the above predominant as the basis of selection of cantent?

How well does the coursebook balance the above factars in selecting content and to

what extent is it successful in integrating the different approaches?

1 1s any of the material suitable for use as a resource in a negotiated {process) syHabug?{m TJ(B)

T {oat-
. m‘;guefog

2t
24
o

oo

) el
Grading: sequencing and staging \j J [ Tl
Grading refers to the way in which the content is organized in the syllabus or
tLawvo (o8 ]
students progress through the course. A useful distdnction has been made

between sequencing and staging,

Sequencing refers to,the order in which new items are taught, how the

“tcomponents fitwith one another and how the range;of language taught

develops as learners progress through the course. Implicit in sequencing is the
concept of progression, with the expectation that there will be a principled

developmert ffom a béginning point to an end point. Although sequencihg is

inherent to a syllabus and to most coursebooks, there are few recognized.

. -principles for the guidance of writers, beyond the pragmatic considerations

referred to earlier in this chapter.

However, there is a substantial degree of similarity in the way strucrural
syllabuses are sequenced, gs writers draw on the cumulative experience of
language teachers and the feedback received from learners. Based on this, a

" tradition has grown up in which some language items are clearly perceived as

being more complex, more difficult to learn or less useful than others. As we
shall see later in this chapter, competing coursebooks sequence their material,
at least in the early stages of learning, with remarkable similarity.

Withiri the sequencing of material, recycling is an important considération. It
is rarely sufficient to present and pr%Eﬁ’sT:’a‘lﬁéguage item once only and then
consider it dealt'with. Learners need to meet items on several occasions, and
preferably in different contexts, in order to fix thém in memory, gain fluency
in using them and come to a full understanding of their meanings. We
therefore need to check that new iterng are recycled sufficiently frequently in
the course. This applies to grammar and particularly to vocabulary items. By
the nature of things, grammar items are likely to-turn up again (although we
would of course like to see this happen in a planned way), but vocabulary
items, except the commonest words, could very well accur once or twice and
then disappear without trace unless the coursebook writers are very careful to
recycle them.

Staging refers to the way & course is divided into units, how much material
each unit contains, the speed of progression and the size of the learning load,
Staging is to some extent a function of the time spent in learning and the
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Chapter 5 Selection and grading

amount learned. So it concerns how much new material is introduced in a
given number of hours, how close together or how far apart new grammar

jtems are in relation to one another, how much new vocabulary is inroduced

in each unit, and so on. A steeply staged course might introduce a substantial

new grammar item in each unit. For example:

B Ar Rl

A,

i

Unit 4 present continuous
Unit 5 shallfwill future

%

%’3 Unit 6 past simple .
§§ Unit 7 present perfect
g% Supposing there were four or five practice activities in each unit, and a short

reading or listening passage with between twenty and thirty new vocabulary

items, then the material would be considered to be steeply graded, assuming

about six hours” work in class for each unit. Such a course would most

probably not be intended for students learning these itemns for the first time,
but rather for false beginners.

A course with shallow staging, to take an example at the other extreme, would
be one which devoted four units to the verb o be in the present tense and

2 introduced between ten and fifteen new words per unit, following with another
:"? four units devoted 10 The DIESeHTTORTRTOS wath jts immediate present
E\ meaning, With such shallow staging, we would expect very thorough
w £

RN

presentation and extensive practice, together with a good deal of skills work
involving reading and listening as well as spoken skills and some carefully :
.guided writing, There would also be time for some detailed work on
pronunciation. Such a course would be suitable for beginners who had had no
previous contact with English and who were experiencing difficulty in making
fast progress, perhaps because they were being taught in large classes or
because there were large differences between their native language (L.1) and
English, including perhaps the use of a different writing systern.

We should also check whether the coursebook has a linear or eyclical
progression. A course with linear progression adopts an order of presentation
which deals with each language item exhaustively before passing on to the next
itemn. A cyclical progression moves fairly quickly from one language itemn to
another, and then progressively returhs to each item, maybe on several
pccasions, later in the course. The effect of this is that the learners acquire a .
wider range of practical competence in the language early on, but have not
learned each language item as thoroughly as in a linear coursé. When deciding
between a linear or cyclical pregression, we need to pe aware of the individual
and cultural preferences of the learners, the length of the course, its goals and
whether the students will follow the course to its end.
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6 Case study: selection and grading

8 Checklist for grading

s there any evident basis for the sequencing of the content?
I so, is it structural? Is the sequencing based on complexity, learhability, usefulness, eic?
Is there any other basis for sequencing — eg functional organization, situational
organization, organization according to tople? -
ff several influences come to play on the sequencing, how welf are they balanced?
Are new language items adequately recycled?
Is the staging of the language content
— shallow
- average
. — steep?
Are the staging and sequencing suitable for the fearners?
Is the progression of the course :
— linear
— cyclicat?

ooc ond

o0

6 Case study: selection and grading

i A review of the main general Bnglish courses on the market at the time of

i writing shows that only a proportion of them discuss in their teachers’ books
how the content has been selected. In most of the cases where selection is
discussed, it is in a largely descriptive way, identifying which criteria have been
used, but giving little or no informatién on the principles underlying the selection,
ie why the stated criteria have been used, or how they have been applied.

E?z ' ' One of the most detailed statements on the content of the course is made by The
g _ New Cambridge English Course (Swan and Walter 1990). Referring to its ‘multi-
syllabus course design’, the authors state that “a complete English language
% course will incorporate at least eight main syllabuses’ which they list as:
£ . .
= ' " vocabulary '
grammar
. pronunciation
notions
functions
situations
topics
) skills
2 ‘ ‘ "The authors of Flying Colours (Garton-Sprénger and Greenall 1991) state that:

. The syllabuses covered include functions, notions, structures, topics, lexis,
skills, phonology and learner training.

The teacher’s book of New Dimensions (Lonergan and Gordon 1986) tells us

{"3 . that: )

w3 The syllabus of New Dimensions-is multi-dimensional — aiming to

_ reconcile and unify different (and sometimes conflicting) types of syllabus.
; The syllabus dirensions that are woven together in New Dimensions

] ) systematically develop the students’ ability to do things through English
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Chapter 5 Selection and grading

(functions), to express ideas in English (notions), to know about
grammatical forms and patterns {structures), to be aware of different uses
of English in different situations and on different topics (situations/topics),
to master a wide and useful English vocabulary {lexis), to speak English
with accurate pronunciation, natural thythin and intonation (phonology),
and to listen to, speak, read and write English efficiently (language skills).

Other courses make less detailed statements, such as Grapevine
(Viney, P, and K. 1990), which refers to:

A clear, carefully~ordered syllabus

The syllabus has interwoven structural and functional elements. They have
been designed to follow a clear and logical progression, We have tried to
balance the immediate communicative needs with the long-term aims of
knowledge of the grammatical system.,

And in some cases there is no explicit reference to syllabus design at all, This
does not, of course, necessarily mean that such courses do not have a carefully

R AR

t% considered content. It may simply be that the writers have not thought it
% appropriate to discuss their criteria with the course users. In this cas¢ the .
y materials evaluator’s task is more difficult as it is necessary to work backwards

4

R R

from the materials in order to work out what selection criteria were probably used.

The examples of coursebook syllabuses given above show a remarkable degree
of similarity. In fact two are identical (The New Cambridge English Course and
New Dzmenszom), whilst Flymg Colours chffers only in including ‘learner
training’ and leaving out ‘situation’. i

The contents pages or contents maps of other courses include some, but not
all of the dimensions referred to above. For example Highlight (Vince 1992)
inclades:

;éﬁ

s
s

language (grammar)
activities (notions/functions and commusnicative activities) R

)

.
S

& vocabulary 3
%} phonology
3 Intermediate Martters (Bell and Gower 199 1) mcludes the followmg headmgs in

o

its ‘contents chart’:

topics
grammar/functions
vocabulary
propunciation
writing
It also makes more general reference to reading, listening and speaking and to
-learning strategies.

Whilst some coursebooks are more forthcorning than others about the
selection of content, none amongst those that I have surveyed have much to
say about the principles guiding the grading (sequencing and staging) of the
rnaterial. A number of courses tell us that the different strands of the syllabus
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6 Case study; selection and grading

are carefully interwoven and that different types of syllabus are reconciled to
provide a degree of unity in the material. However, there is little insight given
into how this is done and according to what principles. This underlines our
earlier discovery that there is little available to materials writers in terms of
elaborated theory or principle when it comes to grading. Empirical evidence is
sparse, and in any case difficult to apply, and insights gained from language
acquisition research may not be applicable in whole or in part to foreign or
second language learning situadons. Consequently in the time-honoured
tradition of language teaching, coursebook writers will rely on a pragmatic
approach which is based on professional experience, insights into learning
processes, a fecling for what is possible and a general awareness of what works.

Ilustrative of statements on grading to be found in teachers’ books are the
following:

All the language items in the course are presented in an order which meets
the most urgent requirements of survival English.

Flying Colours
B The priorities given to these different dimensions of the syllabus vary from
& one part of a unit to ancther, and from one part of the course to another
depending on the demands of the themes or language areas, or on the likely
£ . demands of the students at pardcular points in the course,
] New Dimensions

They [structural and functional elements] have been designed to follow a
clear and logical progression,

Grapewine
Conclusion
B Clearly the whole area of syllabus design and the selection and grading of

content in coursebooks is cpmplex and multi-dimensional. The coursebook
writer has a difficult job in developing material whilst attempting to balance
and reconcile some eight criteria for selection and grading, some of them-

& ) potentially in conflict. There is a relatively sophisticated awareness of the need
for balance between the different criteria in syllabus desxgn and a sensitivity to
‘ the need for as mtegrated an approach as possible, A major task of the

2] ' ; coursebook writer is to accommodate differentkinds of syllabuses within the
entity of the language course.

It does seem clear from an examination of the major courses available that they
go a tong way towards achieving a balance and accommodating the different

: dimensions of the syllabus. If there is a basic or core dimension, however, in the
.. - majority of cases it is the structural, or grammatical, syllabus. There is 4 long
tradition of using structural syllabuses in language teaching, although it seemed
that they might be overthrown by functional syllabuses in the late 1970s and
early 1980s. However they have shown their streéngth by maintaining their
primacy, and in the process have been enriched by the addition of the other
dimensions of syllabus design that we have been looking at.
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Chapter 6 Skills

1 The four skills in general coursebooks

o

S A R I

How do courseboeks deal with the four skills (listening, speaking, reading and
writing) which are seen as cenizal to language learning? The skills dimension
complements the dimension of grammaticalflexical/phonological knowledge
and focuses on the ability of learners actually to operate in the Janguage. The
emphasis is on linguistic behaviour and on learners’ ability to use the language
in different situations requiring different skills, sometimes in isolation but
more usually {ogether.

i

B

Ty
ke

£

R

We need to check if the courscbook deals adequately with all four skills, taking
the level and overall aims into account, and if there is a suitable balance
between the skills, We might note here that in-depth and balanced treatment of
all four skills is not necessary for all teaching situations. Extensive reading, for
example, would not be desirable in a coursebook designed to be used by
native-speaker teachers in Japan, who would want the emphasis to be on
listening and speaking. '

Clearly the knowledge base of grammar, lexis, etc and the skills base of
listening, speaking, etc must go hand-in-hand and coursebooks should
develop students’ skills in using English every bit as much as they help to
develop students’ knowledge (explicit or not) of the system of English,

So, as the grammar element in the course progresses and the vocabulary
becomes more extensive, we should expect to see the skills work become more
demanding. Dialogue work might become more complex, moving away from
simple question-and-answer sequences. Similarly, listening passages would
become longer, and might be spoken more quickly or with a slightly non-
standard accent. Reading texts would also become longer, and the discourse
structure more complex. Comprehension questions, which in the early stages
of learning would check understanding of simple facts, might, as the course
progresses, require learners to infer meaning, or to extract certain relevant
information from a mass of less relevant information. '

As an example of how skills work can progress, compare the two examples of
dialogue work from New Dimensions I (Lonergah and Gordon 1986) and New
Dimensions 3 (Ward and Lonergan 1988). The lower-level activity is a
straightforward dialogue which follows a very predictable question-answer
sequence — in fact there are six in the dialogue — and is consequently refatively
easy for elementary-level learners to follow and repeat.

in comparison the example on p 66 from Book 3 of the course requires more
complex skills, including the ability to restructure a piece of discourse from
jumbled parts, to work through it as an oral exercise with a partner and to
express the same ideas in written form as 2 formal report.

2,
i,
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e i’"he-fam:‘skflls in general coursebooks

F...‘f:q Read, listen and complete

aien —]{ == a0

Mary: Are you in a team?

Sam: Yes, I'm in the badminton team,

Mary: Are you very good?

Sam  Well, I can play quite well. Can you play
badminton?

Mary: No, not very well, I'm a beginner. But [ can
play table tennis. ’

Sam: Can you? I like table tennis, How about 2 game

* at the sports centre on Saturday?

Mary: OK, but I can play very well. Pm in the team.

Sapy: I can play quite well, don’t worry. By the way,
do you like dancing?

Mary: Yes, a lot. Why? .

Sam: Well, there’s a disco at the sports centre on .
Saturday evening . . .

3
g Write in the names Sam or Mary.

- From New Dimensions 1, Lonergan and Gordon {(Macmillan 1986)

Despite the differences in complexity of operation required from the learners,
i ) : both examples here include, directly or indirectly, practice in using all four

i : ’ ' skills in an integrated way, 2round the same topic. If we take writing as an
example, we can see that in the elementary activity students are only expected
to write in two names in the grid, Sam or Mary, and the purpose of this is
mainly to check listening comprehension. Nevertheless, students are
beginning to write in English in conjunction with other skills development

- A  T'he writing activity in Book 3 is far more demanding and requires not only

& , grammatical, lexical and orthographic knowledge, but also an ability to handle
the style and conventions of formal writing, in this case report writing. Again,
as in the example from Book 1, the writing activity develops naturally from
other skills work, equipping learners not only with individual skills but also,
and very importantly, with the ability to use language skills in association with
one another, as happens in authentic discourse. The integration of skills is an
important aspect of overall language ability and I often think in terms of a fifth
skill: being able to integrate some or all of the other four skills In.ways which
are appropriate to the situation. This concept is central to the idea of

? communicative language teaching and will be developed further in Chapter
¥ . : 10, Communicative coursebooks. :
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Chapter 6 Skills

Match Victor's reponses to T
requests -made by iris. .

I've been asked to
consuit you about M. Well, this is the document
the Dest course to take, we've already prepared. You may
i g find that It Isn’t detailed enough,

3 " [ Let me think. Yes, you'd better though. VWhy don’t you study it

i stare by talking to sl the first, and then I'lt answer any

i people using the Centre at the questions you have.

Es moment. 1% '

i Right, I'll have to

8 V givegsome thought to Fs‘ we do have 3 comp{etﬂ
o . that. What £lse? fist of those.

s T

v Well, they should be informed - 14 - e

R about our sticcess rate, which | ‘es, just a minute. Mm, here

%?i is not negligible, incidentally. they are — I'f get them copled Report requests

e for you, I've been asked to ...

,E’ I've been told to ...

g I've been instructed to ...
% Review Advice .

i;"e You should.... if you want to ...
2 You ought to ... If youneedto ..:
X You'd (You had} better ... (swhen there are
22 attemnatives)

Complete lris's report.

From New Dimensions 3, Ward and Lénergan {Macmiilan 1988)

A further consideration is whether the material presented for skills work is
specially written for the coursebook, is semi-authentic (originaily authentic but
simplified) or authentic. There is a school of thought that says that authentic
materials can be used even at elementary level, so long as-the questions, )
activities, etc based on them are suitably graded. Others would argue that for
beginners, and beyond, the range of suitable authentic materials is very limited
and tends to be rather trivial in nature, such as shopping lists and street signs.
In practice, elementary-level material is usually specially written for the
coursebook.

We should look for the use of authentic or serni-authentic material at an
appropriate point in the coursebook, as it brings greater realism and relevance
and can increase learner motivation, With authentic or nearly authentic
material, we can be confident that the models of language being presented are
genuine, particularly in terms of discourse structure, a feature which is
sometimes difficult to replicate convincingly when writing specially for a
coursebook, One principle haolds for skills work: the examples of language
presented and practised, whether authentic or not, should be good models for
- learning purposes and should be representative of real-life language use.
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2 Listening

#  Checklist for skills

5 \E& practice in alf four skills included?
i ¥ 5o, Is it balanced? per==T
= E}not, which skills are omitted, and why?
Does the skills work progress in terms of complexily and difficulty, in line with the
4 E})rammaﬁcal and lexical progression of the course? How well is this achieved?
Do the presentation and practice activities include the integration of skills in realistic

g i
contexts? All four skilts do not necessarily have to figure in every sequence of activities
< for it to be valid.
i‘j \_Q/Dooes the coursebook use authentic material at an appropriate level (eg pre-
’ intermediate, intermediate, advanced)?

- Ol I semi-authentic material is used, is it representative of authentic discourse?
%g 01 i non-authentic material is used, is it nevertheless a good model for leamers to follow?
L .
(;f 2 Listening

Coursebooks focus on listening in two different ways. Firstly as part of general
& oral work, including dialogues and roleplay, where listening plays a secondary
i ) role compared with speaking. One of the most difficult and often unnerving ©

_ . aspects of taking part in a conversation in a foreign language is the

£ _ unpredictability of the answer or response. Whilst learners can keep what they
o : try to say within their linguistic competence, there is no way that, once outside
- the safe confines of the classroom, they can control what comes back at them

in conversation. The most effective strategy is quick thinking and accurate

- prediction of what to expect.

Coursebooks could do more here to help learners to cope with this problem,
for example by providing dialogues where what the student says is well
controlled and graded, but where the response is more difficult and harder to
understand. Students could then be encouraged to develop strategies for
coping, which would range from making informed guesses based on partial

(%2

%,%4 comprehension to asking for a repetition, which may or may not come i a
simpler form, but would at least give extra thinking time.

JRE] . . . . T . .

n; The second way in which coursebooks handle listening is 1n its own right, with

i recorded listening passages for comprehension, for extraction of informatiorn,

as a lead-in to discussion, in conjuniction with a reading text, etc. We should .
check if the coursebook provides pre-listening activities to focus learners’
attention on the topic of the passage. These can take the form of pre-questions,
‘or asking students to look for certain items of information contained in the

%‘ : . listening material. This gives purpose to the activity, allows an élement of

& ' - prediction and makes the passage more accessible by placing it in a context

- : B We also need to check the quality of the recorded sound. This should be very
S . high. The speed of speaking should be appropriate to the learners’ ability and
=5 . level, and where different accents are used, they should not normally deviate

. : too drastically from whichever (standard) variety the students have becorne

,,;5 _ used to from their teacher and previous listening. On the other hand, over-

5= : articulated speech is to be avoided and the models presented should include
fearures such as elision, weak forms, assimilation, etc, c
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Ghapter 6 Shills

The kind of Hstening that I have just described is fairly universal in
coursebooks and is a necessary part of skills development. However, it is
perhaps not as realistic an activity as we might think because the listener is ) '
almeost always overhearing something that he or she takes no part in and ’
canmot influence in any way. It is like being the proverbial fly on the wall. In

these circumstances it is usually impossible to understand much of what is . {
being said because of elliptical references to items of shared information that '
the outside listener has no knowledge of. We often underestimate the difficulty
our students experience in listening 1o such material, and we should expect the
coursebook to give as much background information as possible to make
comprehension easier.

Another factor contributing to the difficulty of understanding recorded
material is the absence of vision, depriving students of all the supporting
{eatures normally available through facial expression, gesture, eye contact, etc,

~ Videotapes can overcome this disadvantage if they are available, but the cost of i
purchasing the videotapes themselves and the equipment needed to play them
.means that at present there are far more audiotapes produced as part of
course package§ than videotapes, although videos are available as optional
extras with some courses,

Checklist for listening ' - : ;

O at kind of listening material is contalned in the course?
\ggfoes listening form part of dialogue/conversation work?
~ Are there spacific listening passages?
-+ 3 If there are spedfic listening passages, what kind of activities are based on them —
mprehension questions, gwfﬁctmg specific information, etc? p 1 [\ v sl \1—3 !
s the listening material set in a meaningfut context? =
Are there pre-listening tasks, guestions, elc?
O what is the recorded material on audio-cassette like in terms of: .
- sound quality . | . ) (
/) - speed of delivery )
I — accent
— authenticity? ’ : : {
s there any video material for listening? : !
E] If 50,is g;;f}mad/ g of the visual medium to prowde a meaningful context and show :

faciat expressitn, gesture, etc?
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‘ ' . 3 Speaking

3 Speaking

- Few courses treat speaking as a separate skill in the same way as listening,

& reading and writing. Speaking practice takes place through the oral

oo presentation and practice of new language items, in dialogue work and in
roleplay, as mentioned above. The more mechanical aspects of speaking are
also covered in pronunciation practice, where this forms part of the course

&l

A package, and these clemerits combined normally ensure that students receive
good spoken models from their teachers and amgple opportunity to practise

gfwj themselves. )

# Coursebooks vary in the amount of preparation they give at more advanced

- fevels, Some simply provide topics for discussion, whilst others set up more

;% realistic interactions through the use of commupication activities, such as

= those to be found in Cambridge Advanced English (Jones 1991). The following

o is an example of the technique, which involves two students, each one looking

% at only one set of instructions (or cue card), which are on different pages in

Ve

the back of the book.

&)
k24

B P54 E&] Work in pairs. One of you should look at Activity 35, the
ather at 59, You'l each see some notes: these are the points you have to
communicate to your parmer. magine that you're on the phone, and sit
BACK-TO-BACK. MNote down the infarmation your partmer gives you.

>

B

!:-,%.' At the end of the call, compare your notes with the notes your parmer
P was referring 10 {in 35 or 53). ' :

3 :

- 3b

i . .
;:'1 ' Give this message ro your partner over the phone. Note down the message

your partrer gives you. . .
artner's meeting with Michael Steadman in Fhiladelphia put

n Tuesday l4th, not Manday afternoon.
jcket from TWA desk when you get to Heathraw. .

- Your P
back — mow af 2 a.m. @
Pick up your airline ¢
Your outward flight is T¥ 755 at 09.55 on 13 March, arriving 12.50

- Return on BA 21B at 20.50 on 15 March, arriving back at 08.45.
~ Take only caxry-on hand baggage.

- Go atraight to his office at 143 4th sStreet in the morning.

- phone him to confirm all this on 9101 215 777 5482.

| | 59
i . : Give this message ta your pariner over the phone, Mote down the message
_your parmer gives you. !

Your partoer?’s meeting with Jane Pottar on Tussday 14 Juns
rsgcheduled - train strike,

- Meet her 12.45 in foyer of Grosvenor Hotel.

Pla?se book table for three for 1,30 (Hilda Heyer will be jolning

you).

In case of problems getting out of London, book hotel room for

yourself for Tuesday night - not too axpensivel

- Recommended hotel: Cambridge Arms, 135 alexander S
station {phone 071 222 9826},

— PBring your latest gales figures and foracasts on 3h inch IBM-
compatible fleppy disks - not hard coplen.

- Caontackt Ms Potter on U81 345 8921 or Ms Meyer on 01049 567 93220,

t - near Victoria

_from Cambridge Advanced English, jones (CUP 1991)
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This kind of activity includes ah element of uncertainty and unpredictability,
which is present in any genuine conversation or discussion but is lacking in
many EFL coursebooks, By doing activities like this, students can gain
confidence in participating in conversation whilst in the relative safety of the
classroom and can develop strategies for coping with the unpredictability
-involved.

These useful activities replicate situations in which conversations take place by
creating an information gap, but they do not actually teach how to organize
conversation in English. :

Two examples of material which aims to teach strategies and skills of speaking
are shown on pp 71-2. They are from Elementary Conversation (Geddes and
Sturtridge 1992) and Advanced Conversation (Geddes, Sturtridge and Been
1991). They focus on saying what you mean and-on getting around vocabulary
difficulties at elementary level, and on learning how to redirect a conversation at

- advanced level. Here we need to evaluate how effectively the material equips

learners for real-life interactions.

Checklist for speaking

Y
g ﬁo%v muc‘[‘)t(em%}]asis is there on spoken Engtlish in the coursebook?
1 What kind of material for speaking is contained in the course? This may include:
- ral presentation a;j practice of language items
—~Gialogues’ Laco
L Toleplay
~ communication activities {information gap)
B Are there any specific strategies for conversation or other spoken activities, eg debating,
giving talks?
%Js any practice material Included to help learners to cope with unpredictability in spoken
Jdiscourse?

o
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Developing skills

Task 1

‘Work in palrs. A and B are doing an English vocabulary exercise.
Read their conversation by matching the phrases,

e
TR
LHRRAE

A c B
- Whatdoyou callathing ~ - That's easy. A playground, I
: which shows the months of the | want the word for a smalt dog.
. : year? ’
o . ) — Do you mean a saucepan?
3 ’ - A puppy. I don't know the
& 7 ; . ~ You mean a calendar. I don't
i Engh_sh for a thing you use for knaw the Engtish for things
. . cooking,
- you put on your hands when
- Gloves, What's the English for it’s cold. :
a place where children like to .
go - where they go and play? .
— That's right. .
28 L
From Elementary Conversation, Geddes and Sturtridge (Macmillah 1692)
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Chapter 6  Skills

1.2 Redirecting the conversation

1.2 Task 1

To redirect a conversation, you can often pick up a word or phrase |
«hat has Just been used and say:

N R T P

v

Talking of ...

Speaking ....

Talking of X makes me think of ...

That reminds me, That reminds me of ....
Incidentally.....

For example:

A Iwent with Rachel to that new Indian restaurant on Sunday. It
was her birthday,. - '

B (encoumgiﬁg] Really? (redirecting) That reminds me.f did you
know that a very good Sri Lankan restaurant has just opened in
my neighbourhood?

or: Incidentaily, I've just come back from Scotland. You can find
Chinese restaurants all over the place there.

or: Talking of eating, did you know that people in Papua New
Guinea eat ants? I was reading about it last night.

A (encouraging) How interesting.

From Advanced Conversation, Geddes, Sturtridge and Been {(Macmillan 1991}
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Reading

Reading is the one activity that can be done easily and without any equipment
by students outside the classroom, All they need is access to suitable texts and
reference material, such as a dictionary or wordlist. This can be provided -
casily by the coursebook and most include reading passages from early on at
elementary level,

Reading texts can be used for several different purposes, and this is reflected
in coursebooks:

developing reading skills and strategies
presenting/recycling grarnmar items
extending vocabulary

providing models for writing

giving information of interest to students
stimulating oral work.

0o & ¢ 2 9 @

Reading texts also allow students to reflect on the stmucture and use of
language at their own pace without the sometimes stressful real-time
constraints that go with listening and speaking. This is an essential
characteristic of reading as an activity: the reader is in control of the pace and
this is an important consideration for foreign-language learners.

We should check if reading passages in the coursebook are:

e of real interest o
¢ as suthentic as possible considering the level

' well presented and accompanied by purposeful activities which help the

reading process.

Reading can be linked to othcr skills work, parnculaﬂy listening and writing.
Some courscbooks have reading texts recorded on cassette and ask learners to

listen as they read. The advantages of this include linking written English to its

pronunciation, providing models for stress and intonation and generally
bringing the text to life, Corresponding disadvantages are that learners are
unable to set their own pace, at least at the first reading, and that they may be
encouraged to vocalize or sub-vocalize when reading, a habit which, if
continued at more advanced levels, would reduce reading speed.

When the reading text, or part of it, is used as a model for written work,
learners are usually asked to write something based on the model but using
different information or giving information in a different form. A typical
example of this at pre-intermediate level is shown on p 74, taken from
Freewheeling 2 (Rodriguez and Barbisan 1992), a course for secondary-school
students.
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Chapter 6 Shills

5 Read and complete
» Readthe text about Teal's last day.

At nine o'clock Sir Amold visited  Ther at half past three he had to
the dentist. Two hours later he met  attend a meeting of the Finance .
his old friend Eleanor Ternon at the  Committee. It was a long meeting )
Café Royale, At 12,30 he had lunch  and he had to rush to catch his
with Lord Parsnip, the publisher.  plane to Zurich. The plane left at
He returned from lunch at 2.30.  seven fifteen.

T

rE
e

ey

e
z::‘ﬂ,'.

LIS

&

Fel Ay

Fﬁ_r{}ébw use the information to complete the police report.

iy

et
SEAm,

POLICE REPORT .
800 NiSIted PGMACIELT et ’ ;

..... L 2 17 OO U OO
,2-'30 ...................................................................... ...................

e

e
SERERD

AP,

Rty

RSB

e

From Freewheeling 2, Rodriguez and Barbisan (Heinemann 1992)

At a more advanced level, coursebooks include more demanding tasks to link
reading with wridng, such as summatizing and note-taking, which require
both selective processing of the written text and expressing the information
selected in a different written format and style.  ° i

When analysing the reading content of a general coursebook, we need to
consider;

the quantity of reading material

the type of reading passages incladed
how early on reading passages are introduced in a beginners’ course |
whether any help is given to learners in developing good reading strategies |
the nature and range of exercises and activities linked to the reading
passages. . . ',

a &5 & o O
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4 Reading

Concerning the texts themselves, we need to know:

how long they are

how authentic they are

how complex the grammatical and discourse structure is

what the range of vocabulary is -

whether any specialized background knowledge is needed in order to
understand them,

R

R
A, £
¢ B > O ®

The types of reading material used can vary considerably according to the
coursebook writer’s perception of the interests, expectations and previous
experience of the learners. There are a number of dimensions here. There is
topic: what sort of topics are included, are they interesting, challenging,
topical, culturally acceptable and likely to remain fresh over the lifetime of the
book? Choosing topics is not as easy as it may seem, especially when a
coursebook is destined for a very wide market.-Some subjects are
unacceptable or taboo in certain cultures and of considerable interest and
topicality in others,

e

i

.
e

‘Presentation of topic is also important and the use of different type-faces,
simulated or real newspaper formats, colour blocks, etc can make the readmg
passage stand out as something special with its own identity.

A

5
3
i

BP
i
b

We also need to look at texts from the point of view of the authenticity of
their Janguage, taking into account the level, We should look for a progression
towards the authentic as early as possible, whilst expecting non-authentic texts
to display realistic discourse structure, as discussed earlier.

e

g

. The type or genre of text used is also important. Coursebooks use a

4 multitude of different types, including press extracts, advertiserments,

i_; instructions, recipes, information leaflets, poems, letters, transcripts of

- interviews, extracts from magazine stories, guestionnaires, exiracts from

-~ factual books such as travel guides, and extracts from novels, We should look
1 . for a range of different text types within the ability of our students, with the

i

amount of variety increasing as learners progress through the course. Styles
will of course vary with different text types and we need to be careful not to
overload learners with too much stylistic variety at too early a stage.

"

ey

X

Some coursebooks use texts which have been gapped to a greater or lesser

. - extent, 5o that learners not only have to read the text with understanding, but

' also have to supply missing words, If this is the case, we would expect the texis
10 be at a lower level of difficulty in termss of language content; density of

) information, etc, to compensate for the added task of completing an

5 _ incomplete text.

We would expect the exercises and activities accompanying the readmg
texts to help learners to read with understanding and enjoyment.

Students can be encouraged to acquire effective reading strategies such as
prediction techniques, skim-reading and dealing with unfamiliar vocabulary.
The activities that we might expect to find in course material inciude pre-
reading questions or focusing activities, post-reading comprehension
questions, exercises for extracting specific information from texts and pre-
teaching of unfamiliar key vocabulary items.
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Chapter 6 Skills

The two examples that follow show how reading texts are handled at
intermediate and upper-intermediate levels. They arc from Blueprint
Intermediate (Abbs and Freebairn 1989) and Highlight Upper Intermediate
{Vince 1992).

OQy THE OLYMPIC GAMESOQy

e
R

e

et

e
Qonee

o
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R

e
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When the next Olympic Games
begin, satelites will “carry TY.
pictures of the opening ceremony to
mifions of people thousands of
miles away. From their armchairs
these peaple will be able ta see their
covntry's athletes competing in
events and maybe winning 2 bronze,
sitver or even gold medal,

When we consider the size, the
spectacle and the commercialism of
the modern Olympic Games, It is
difficulc to remember that they
started in Olympia in Greece in 776
BC with only one race, a sprint, for
which the prize for the winner was
an ofive wreath.

The idea of an intermatonal
Olympic Games was conceived by 2
frenchman, Baron Pierre  de

Coubertin and, appropriately, the

first modern  Olympic  Games
opened in  Achens in 1896,
Nowadays, major cities compete to
hast the Olympic Games, not just
for the honour the Games bring, but
for the vast amount of profit a host
country can make.

The games have also become
politically important. They can norr
be seen by nearly every country in
the veorld and are therelore 2n ideaf
platform for political starements.
When Sovier troops invaded

i the West, including Britain and che

- Unired  States, boycotted  the

Moscow Games. In 1984 some
countries decided not to send teams
to the Los Angefes Games becavse
they feft there was not epough

security and that they were too |

commercial, -

In circumstasices fike these, the
Olympice Idea! and spitit comes into
question. And for athletes there Is
fess value in winning 2 gold medal if
the best of the world's athletes are
not competing. The question is —
frow much longer will the Games
suryive if natfons continue to use

them as a political platform?
Alghanistan in 1980, many countries -

76

1 Read the article on the j

Before you read 1
left and describe:

1 Which country started the
Olympic Games?

2 Which country was host to
the tast Olympic Games?

3 Name an Olympic gold
medal winner in the last

1 the main differences
between the ancient and
modern Olympic Games.

2 how certain nations have
used the Olympics as a
political platform.

- Olympics.
4 Apartfrom gold, what other’ 2 Read and think.
medals can athletes win? ] ]
5 Why did some couniries 1 Why was it appropriate that

the Greeks-should hold the
first modern Olympics?
2 How can countries make a

Boycott the 1980 Olympics?
6 Where are the next Games

i 7
going 10 be held? commercial profit from

Words to learn hotding the Games?

compeic vast .p_roﬁt 3 Abbut yout

commercial political

“ideal (ad} invade 1 Have you ever been to the

hoycott  security Olympic Games or watched

them on TV?

2 Which events do you prefer?

3 What other sparts do you
enjoy watching or taking’
part in?

From Blueprint Intermediate, Abbs and Freebairn {Longman 1989)
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4 Reading

READING AND LISTENING 2

Pre-reading

1 How conld you accidentally
ruin electrical equipmeni-
suchasa TV, video, toaster,
or iton? What might happen?

Reading

2 Read about Martin Stephenson’s accidents and decide what

. caused them.

Thenthe videoznd the TV set wentupin .
smoke, and ligh baThs started popping in
every oo of the house. Later that yeat
Warfinsuspecied thet it was in some way
hisfaultwhena pewcomputerwentorazy
in the office where he worked. ‘I must
have blawr its mind. It made whistling
noisss and priotéd nenszose, The lights
Lept going out, loo, and [had a lot of hed
headaches,” And tha summer Martin se-
cidentally bulled his trepical fish. "E wias
jusi wriping the outside of the tark whea T
touched the thermostat. Tt vas awlul, ths
water was steanng, | was realiy upset.’
MNow two years Jater he has blown up
about £5.800 warth of houschold equip-

-

S

Comprehension cheek

ACCIDENT PRGNE

ment - 9 TVs, 15 toasfers, three videas,
10%etties and so many lighi bulbs thatthe
electical shop now refuses 1o sell him
= eny. His wife and children have to keep

3 Are these statemerits about the text frue or false?
a Martin is sure that he damaged the office computer.
b Martin put hot water into the fish tank without meaning to.
¢ Martin is supposed to put on gloves before touching electrical

equipment.

d because the appliances are under guarantes the shops become

suspicious,

& Peopleare sometimes given electric shocks by Martin,

Word search

& Find words or phsases in the text which could be replaced by the
following. They are not in the sare order as the fext.
hewastoblame unhappy -caught fire
autoratic heat control  cleaning  recently
telling him o remember  knock people backwards  bursting

/ slectrical zrless he is weedog robber

3 knockedsulapub juke-box, sndconsend

Listening
5 =] Listen to a doctor talking

reminding him not @ wuch enything

gloves. Hehes lowear them just toswitch
the lights oat *But 1 jast keep forgesting
them,” geins Martin. *We've justhzd to
buy a new sterea because 1 aocidentally
touched the old one The other day my
electrie deitl burstinto fames, Most elec-
trical appliorees ere under puasaciee, but
1 have ruined so many thal 2 for of shogs
have grovin suspicious and Trow have to
80 ta different towns lo buy replace-
ments.’ When Maric visits &is benk, all
the comguier sersens go blank. He's

pedple eceeling with huge shocks.

about Martin's problem. Tick
the points which he
mentions. Explain what he
says about these points.
acomb " showers
a car door Aowers
10,000 volts weather
photographers-  Teather
food allergies  plants
Tmotion of raing
emotional strain

6 Have you ever broken

anything, or been involved in
an accident of some kind? Do
you think that some people
are ‘accident prone’?

59

- From Highlight Upper Intermediate, Vince {Helnemann 1992)
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Chapter 6  Skills

R

. Both these examples of reading texts have:

pre-reading attention-focusing activities

vocabulary learning

comprehension checks .
extension to involve the students’ personal experience,

In this way the reading text is the focus of a range of activities beginning with
prediction and ending with reference to students’ own experience.

o

AT A R R s

At most levels, strategy-developing activities can be made explicit,

‘ ~ encouraging learners to reflect on their learning, as in this exercise from
Cambridge Advanced English (ones 199 1}, which is based on a newspaper
article that the students have already read:

AL,

T

B 3 Work in pairs. Highlight these words in the article (the shows
the paragraph they are in). Work out their meanings from the context. When

N S

o you've decided, look them up in a dictionary to check if you were right.
g articulated (Y 1) confused  expressed  contradicted
i ’ articulate (1 2)  athletic  interesting  speaking clearly  violent

oafish (1 2). inaudible noisy idiotic ~
garrulous (§ 2) . very talkative  very quiet peace-loving  violent
preposterous (f 2)  enormous muscular  ridiculons-looking
perpetrated (Y 3)  committed  enjoyed witnessed

inexhaustible (§ 4)  incredible  tiring  never-ending

brief ( 8) short instructions report  request

gleefully (] 8)  in dismay  joyfully loudly  at the top of his voice

Which information in the text helped you to guess the meaning of cach
= word?

T
A

IR

o
i

o

From Cambridge Advanced English, Jones {CUP 1991}

ALK EY

Widdowson (1978) and others have shown that comprehension questions can

- vary in the degree of understanding of the text that is required. Some
questions only require Jiteral or surface understanding, and are usually of
straightforward factual nature. In extreme cases, comprehension questions can
be answered by matching a word in the question to the same word in the text
and then copying out the sentence in the text containing that word.

More demanding questions require processing of the text ata deeper level, so
that information contained in different parts of the text is identified and
combined to give a complete answer. Yet other questions require inference,
where the reader is required to bring to bear information that is not contained
in the text, but is essential for interpreting its content, Some inference
questions are given in the example on p 79 from Nexus (Mills 1990). They are
based on a long text which I have edited for the sake of brevity. The fourth
incident referred to in the questions is the one described here.
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always had such trouble with
custorners?

b In the third and fourth
incidents, did the customess
leave without paying?

¢ In the fourth incident, why was
the money knocked onto the

12 The information needed to

answer the following questions

. is in the text, but is not stated

;j explicitly, You have to infer
the answer.

a Why have Chinese restaurants

whAATAT R
R R

=] floor?
d In the fourth incident, why did
3 the customers leave without
S further trouble?
&=
i Whet do you ele |1 Oneworkerfromthe Wong Bel Wid || Thewaiter—sho hadhishands
o when you’re another tale. A groupofcustomers full f ishes—pushedback. She
L Chinese waiter df:ig‘:d t*:}l‘)aY ihet“’ bitl “10;’;“5{&]][ produced police ID, and said she was
ety by s stacaing themin tewerson the table, going to charge him with assault.
2 S? ckedr% % ou When they got up toleave, one koocked | | Another customer objected, and offered
) € ?meﬂ.ﬁh thepiles over,sendingthemoney - 1\ {o be witress for the waiter. He was
dg!e & ce e flying.. When awaiter lried tostop told toshutup, it wasnone of his
e poelice. Jacguie them leaving untll it od been counted, | | business. When he announced he was
?j Hughes #ekis 8hae |  avomaninthegrouphithim over the ajournalist, the group apolugised and
* extraordinary head. ‘ lef
. gale of the : : ) L
B Diamond Four. L || JeeieHughes Clplimis
, 3

B Erom Nexus, Mills (Heinemann 1990}
B ' - In his instructions for this exercise; the writer might have added that only some

' of the information needed to answer these questions is in the text. Additional
;J information has to come from the reader’s knowledge of the world; for
’“; example: what powers does a journalist have that could cause the police to

apologize and leave? Here, the coursebook is quite correctly involving the
learner’s knowledge system and drawing on his/her knowledge of the world.
“This process is inherent in virtually all language use and therefore should be
reflected in learningfteaching material. .

Finally, we should see what is done to develop vocabulary tlutou'gh reading.
Different types of vocabulary-teaching exercises linked to reading include the
following:

o words are pre-taught because they are unfamiliar to the learners and key to

) understanding the text .
: o after reading, sudents undertake word-search activities, looking in the text
for near-synonyms, opposites,-etc of words given in the exercise
o learners use new vocabulary from the reading passage in different contexts.
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Chapter 6§  Shills

é‘é&f\ 1oy

ﬁHow early on in the course {at elementary feve
' H

Checklist for reading

\_[2/[5 the reading text used for introdyucing new language itemns {grammar and vocabulary), -

Va/eansoiidating language work, etc?
Is there a focus on the development of reading skills and strategies?

_[¥ Is the reading material linked to other skills work?

La)sthere emphasis on reading for pleasure and for inteflectual satisfaction?

\B)-Oow many reading texts are there, and hopATe ep they occur?
TEading texts start to appear?

aw long are the texts? Do they encourage intensivefextensive reading?. (r ,
\MV\!@E@FE the texts? ‘
W s the 50 ject matter appropriate (interesting, challenging, topical, varied, culturally

" _acceptable, unlikely to date)?

T What text types ate-t Are they appropriate? l’vk . &G e e
AT Ase the texts fomplete ofigappe .
3 Does the material ielp camnprehension by, for example:

80

\_—#etting the scene
=providing background information
~—Ttiving pre-reading questions? .
01 Whatkind of comprehension questions are asked:
\Z@;El {surface) questions
discourse-processing questions
—~ inference questions? )
71 Ta what extent does the material involve the learner’s knowledge system (knowledge of
the world)? Q/\OU&E\ : .

Writing
Writing activities in coursebooks are normally of the controlled or guided
kind, where a model is given and the student’s task is to produce something
sirpilar, usually based on additional information given. The types of writing-
task given can be quite varied and include writing factual accounts such as &
report for a newspaper, filling in grids, writing notes to others, making lists,
- filling in forms, writing a diary, writing formal and informal letters,
summarizing texts, and many others. . .

As well as teaching the mechanics of writing at sentence level, we would
expect writing material to farniliarize learners with the way written textis
organized in terms of its discourse structure. Different kinds of writing have
different conventions for their organization and expression, and a coursebook
should cover as many of these as is approptiate for'the level and aims of the
learners. At the very least, it should deal with paragraphing, which is the basic
unit of organization for most kinds of written English. :

“The following extract from Highlight Upper Intermediate (Vince 1992),
provides good examples of the use of controlled and guided writing exercises
(Bxercises 1 and 2). Theseleadtoa much freer writing activity (Bxercise 5)
which is prepared by a cued discussion on eating (Exercise 3). Exercise 4
focuses on paragraphing through a re-ordering procedure which requires
Jearners to sequence eleven sentences and put them into three paragraphs.
This activity sensitizes learners to the relationship between topic development
and paragraphing, each new paragraph signalling a development or a change
in the topic. .
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%\}j Controlled practice
) 1 Put each phrase into the text
% below.
H in Hhe middle of the morning,
. queite varly, on weekdays, at
! the same tinte, when, every
- yenr, during theweek, af
; weekends, then, usually, quite
- offen, at nbaut ene o’clock,
Bl . . generally, ocoasionally, o ]
% Saturday evening N |
' [al 1 don't have time for a good breakfast, and I don't{b] 1} 4 Re-organise this text so that it
| feel like it anywayl But [c} Igetup ld} and  isin three paragraphs, The
5‘% fe} . freat myselftoa traditionat cooked breakfast and read topics of the paragraphs are!
= the paper [f] .[g] — T do some gardening, or go food, places to eat and eating
shopping. ih] . lmighthaveacup of tea and a biscuit, but habits. The Brst sentence is in
o it depends what1'm doing. [ have a light lunch [i] ,or the correct position.
S very occasionally I o out to the pub for a drink and a sandwich. Prople in Britaln eat mony different
i ,untess-we go out, L try out & new recipe from one of kinds of food. [alMost people lave un
7l my large collection of cookery books. My sister gives me one [k] evening meal al about six o' clock, bit
;T;%‘ _____ onmy birthday. But like eating out I and we some people prefer to eat later. ,
,_ {m} goround to friends for Sunday lunch. {n} Teat £t} Mfmyp cop fe biey fi omf‘r Wd orid
- s R Jood in pockets because this {s more
- tmuch less, mainly snacks [o] I can find the time. convenient, [¢}Some people eata
B ’ ' large cooked brealfasi, bu this can
{%ﬂ ’ Guided writing be very fttening. {d]Faod from other
i T : countries, especiolly Chinese and
2 Write a description of your usual eating habits on weekdays and {rulian food, is also popular,
Eﬁg} at weekends. Use this outline: ) fﬁfg:s ;’f; fﬂJ’;f:f:;i ﬂvg}*‘):-‘:
253 ' {1) oiee. a
5};’% ) Mos".l days . food widf:r‘zza restmwants are also
During the morning very popular, [gThere are
- At lunchtime (raditional diskes, such as roast beef.
ﬁi’( , Sometimes and fesh and clips. [h]in most towns
5‘5 Trt the evening yout van find Indion and Chinese
. At weekends resiqurais, and sometlmes niore
expensive French restourants.
o [HiLunch is any fime berween twelve
Pre-writing and one. [i]Pubs usually serve meafs.
3 Discuss eating' habits in your country. Talk about these ?oinls. }vof;gh are often more traditional
i popular kinds of food . sational dishes - restaurants -
g‘; nthfr eating places  snacks . '&h . Writing
¥ 5 Write adescription of food:
and eating habits in your
country based on question 4.
-8 2
e .;':’;E‘ A =

From Highlight Upper intermediate, Vince (Heinemann 1992}
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" Chapter 6 Shills

The style of written English is in most cases significantly different from that of
the spoken language and learners need exposure to written styles with their
salient features pointed out, Writing makes use of different language resources
than speech, for instance paragraphing, spelling and punctuation. We should
check which of these aspects of writing are covered in the coursebook and how
it is done. The example here from Cambridge Advanced English (Jones 1991)
shows how one writer uses short extracts from texts with contrasting styles.

As well as asking learners to identify the type of text that each extract comes
from, the material encourages them to think about what linguistic clues in the
‘extracts led them to their decision. In this way students are helped to think
about and talk about language and style. '

In reat life, writing is done with a readership in mind and writers need to know
who their readers are in order to write appropriately for them. They need to
judge how much knowledge of the subject their readers already have, s0 as not
to patronize them on the one hand or mystify them on the other. Do writing
activities in the coursebook take this into account?

Fex

R,

s

74 Different étvles Functions

o,
A4

A Work in pairs or small groups. On the next page there are ten extracts
from various publications and documents, Decide together:

%‘j 1] - N

ia%‘ e What each extract is about and what topic it deals with. Try guessing

& from the fayout and typeface before you read the extracts.

%} o What kind of publication or document each extract comes from.

:ﬁ . % Using phrases like these can help you to avoid sounding too dogmatic ar
% even aggressive in a discussion:

o :

§ (it looks fike ...... becausea ... W

53 ’ § it seems to me that it’s ...... because ...

& I.don't think it’s ...... because ...

o

L
T

i

it could eitherbe ...... Of v
: : It sesms to be about ... bacause ...
Y | think this comes fram ...... because ...

A

i 82
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* don't have tobonténd with trafficjams, 10+ -
* motttway hold-ups or the uncertainties of
;driving;to tha alrport, Youwon't have to.-

L
i

#g Most of the country will have
= [ another dry, warm day with loag
£ sunny spells, but there is the risk
of one or two _showers, perhaps
heavy, later in the afternoon and
evening,

|
i Sl g.i:—‘. i:"-: ':&tf‘!'}i 2
yone must;in principle, have a
visa to.visitJapan, Haiyever, to hel
i5m,.bilateral Agreements with
o
g _ ) SLHIE, : B
Eéz ; ) le) ‘Th o roay be tak
] B : L $ i bree'or four times dail
& A Bk 7 s ' intervals of not less
53 - e fourhob
2 = i

'

B bl Highlight the words or information that led you to your decision
abour zach extract. Which was the main Janguage clue in each case?

from Cambridge Advanced English, Jones (CUP 1991)
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B Checklist for writing X
[0 How does the material handle :\\
- controlled writing ?
\_~~"Tguided writing :

L—Tree or semi-free writing? )
T |s there appropriate progression and variety of task?
! Are the conventicns of different sorts of writing taught? If so, which ones, and how are
they presented?
: s paragraphing taught adequately?
Is there emphasis on the style of written.English? At advanced level, is there attention to
@/fﬁﬂerent styles according to text type?

s attention given to the fanguage resources specific to the written form, such as
. punctuation, spelling, layout, etc?
X1 How much emphasis is there on accuracy?
Are learners encouraged to review and edit their written work?
%ﬁ a readership identified for writing activities? '

6 Specialized books for skills development

Several publishers have series of books at different levels, each focusing on one
skill at one level. These series normally have three or four different Jevels and
cover all four skills at each level. They generally follow the same principles that
we have seen above, but contain more detailed and extensive presentation and
practice material, Although the focus in each book is on one skill, other skills
will also be taught in relation to the main skill area. For example; a reading
skills book takes sentence linking as 2 focus in one unit and includes writing
exercises where learners are asked o use pronouns correctly across sentence
boundaries. This work on cohesion is practised through writing, but is aiso
very important to reading, as misinterpretation of pronoun reference has been
shown to be a major difficulty in interpreting text,

An advantage claimed by the skills series is flexibility in designing a package for
individual students or groups who do not conform to the general coursebooks’
norms for skill levels, In other words, because of previous learning experience,
or for other reasons, students may not be at the samé level in all four skills. The
skills series allow learners to study at differentlevels in the different skills,
something that a conventional course cannot easily accominodate. )

B Checklist for specialized skills books

3 What levels are available? _

T} How da the different skills books at the same level relate to one anather?

[ Is there a comrmunicative dimension as well as an individual skill content?

O How much guidance is given in working out a syllabus to meet individual student needs
profiles, using skills books at different levels?
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;f:; - . 7 Readers
& 7 Readers
* Readers are a valuable way of providing learners with additional exposure to
" the language, Very often they form the core of a class or school library which
:: students are encouraged to use as frequently as they wish. Readers are graded
= according to different formulae, and students progress through the stages as

’ their knowledge of the langnage and their reading skills develop.

Traditionally, readers have been graded according to vocabulary and
grammatical structure. 'The Longman Structural Regders series, a long-

e established collection, grades in this way into six levels. Level 1 uses a basic
% " vocabulary of 300 words and a very restricted range of structure. By level 6,
s which is at intermediate level, the basic vocabulary is 1800 words and the
range of structures much wider.

LR

gi Other series of readers have added further criteria for grading to the original

. ‘ ones of vocabulary and structure. The Macmillan Bookshelf series is divided
) . into four levels, graded on the basis of cohesion and contextualization as well
2] ag lexis and structure. Heinemann’s New Wave Readers series includes
cohesion and reference and adds narrative expectadon and informaton flow.
“i} Information Joad is important in assessing the difficulty of reading material.
2 Too dense an information load makes reading material difficult, no matter how

controlled the structure and vocabulary. That is why simplified and abridged
readers can sometimes be more difficult than the originals.

Some readers have optional cassettes containing readings of the whole text, or
. part-of it. Some readers also have worksheets, allowing learners to assess their
& . progress through comprehension questions, vocabulary checks, etc.

A major problem for authors of readers designed for more aduit students,
especially at elementary level, is making the content sophisticated enough,

5%; whilst controfling all the factors referred to above, It is important that such
= ' tearners do not feel patronized through trivial or ¢hildish content. Presentation

is also important in readers: a well-designed cover and professional layout can
make 2 book more attractive and therefore more likely to be used,

# Checklist for readers

{1 What is the basis of the grading? Which factors are taken into account in the series?
{1 Are accompanying cassettes available? . -
0 Are there worksheets? if so, what do they contain?

ré-:fi 3 Is the content interesting and sophisticated enough for the readership?
B C1 Is the prasentation professional and attractive?

Conclusion
% ~ Skills work is an important component of any coursebook that claims to equip .
{; ~ learners to use language in real situations. As in other aspects of materials !
e analysis and evaluation, what you look for will depend on your needs and your ¢
- learners’ needs. The most important points in most circamstances are to look !
i_“* for a balance of skills which reflects the aims of your teaching and to check ;
& that the coursebook provides material for appropriate integrated skills work. o
o 85 %
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Chapter 7 Topic, subject content and social values

36

This chapter will deal with non-linguistic aspects of coursebooks: what topics
they include, the subject matter they select and how they treat it. We will also
look at the cultural settings used by coursebooks and what has sometimes been
called the ‘hidden curriculum’: the image of life presented by coursebooks, the
attitudes they convey, consciously or unconsciously, and the social and cultural
values that they communicate.

Topic and subject content

Although language coursebooks are primarily a means for facilitating language
learning, they cannot simply do that and no more, because language is used in
real situations for real purposes, A study of a language solely as an abstract
system would not equip learners to use it in the real world. As a consequence,
coursebooks must and do represent language as it is actuaily used and
therefore they contain subject matter and deal with topics of various kinds.
Not only is this necessary, it is highly desirable from a number of viewpoints,

‘Learners come to class with, among other attributes, knowledge, attitudes,

skills, cognitive abilities, curiosity and experience. Language learning as a
process will relate to and engage these attributes so that the learning process is
enriched and made more meaningfill, Coursebooks can contribute to this
process by mcludmg subject matter which, whilst being primarily designed for
language teaching, is also informative, challenging, amusing, exciting and
occasionally provocatlve They can provide opportunities for expanding
students® experience in general, as well as in language learning.

There is no conflict of interest here, as using English to convey information
about an aspect of the real world is providing a better model of language use
than describing some imaginary non-existent construct, and at the same time
is more likely to motivate the learner. So this additional role of the coursebook,
to inchade topics which wilt interest and inform learners, is one that we should
explore. Students may Jearn better when they are not only concentrating on
learning the target language, but are also using the language to do other things
or 1o learn about other subjects.

At school level, we may ask ourselves whether the Enghsh coursebook imits
itself to teaching language in bland contexts, or if it crosses subject boundaries
(a little risky in some schools, but generally well worth the risk involved) to
inchide material on other subjects, such as history, geography and science. At
whatever level, topics which are real and immediate must command more
interest and response from learners then imaginary, made-up content. For
instance, the short articles from Freewheeling 2 (Rodriguez and Barbisan 1992)
about sorme Furopean cities will be of interest to many learners who may
already have visited one or may well hope to do so in the future.
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I Topic and subject content

2 Compare
b4 Talk to your partner about these
cities, What do you know about

P
& . them? What do they have i
# comimon? Make 3 fist,
1 Match RLE L s
o P . 3 ‘Check
B2 > Maich the cities and the coun - Now read about these cities.

i

i Rome Fran;e an you find the things your talked
Paris Austrig aboutin 2
Vienna . faly

}E(lgg; is Ih;:o’st fistoric of Hafian ciies, France &s the hargest country in West
1 83 the elemal cily it is full of Ewrops and i i e Vienna, banks
et S P9 &nd 13 reglons display a7 the vari i i i
s from the past, such Youwould expect, But Poiis, its capital, i:ty Blue Déri?llo; ﬁ: homa :; : . beiutsml
3 € wakz and

as the ANcient C&'mﬂ and lhe 54, ‘UBOWFI as Eost romantic it ni the &ven loday its sheats &e afiva weh the
Trevi Fou i, E\‘El)‘sﬂl}dﬁy Citids tather world. Tha 5 el Towar saund of mi a YEr
uste. Visitors came frer ¢

Mush is at the heart of Austiia's caplal city,

0 St Peter's Square tosee o Pape give. — famous Loy Museon the River Seine, the

N its blessing 1o the poople of B i mkeRaciyfor e worid i

;_3_.1) dso ome. Bomeds  lovers of art; and for fue-loy, N . 0 se2 the hosses in the famous
Anols for ils lood: its pavement cafds : Uerlovers Parfs Is only " Spanish Rich ;i

e a1e ahvays full of viskors ertoyiog the pasta, a few kilometres away from EuroDisney - ing Schodl, o hear the Vierna

Boy's Gheir sing in the apeient &t Stephen®

s
Cathedral or simply 1o 2 for hatrs c:j;
coffse, cake and ke-crezm in one of
Vienna's famous cafés,

Pizza and fslon sunshie, Europa's nswest theme parlc

4 WMatch
¥« Match the pictures and the
captions. :

1 The superb Trevi-fountain
2 The Eiffel Tower

3 The famous Spanish Riding
Schoot

In which of the three cities can you

H From Freswheeling 2, Rodriguez and Barbisan (Heinemann 1992)
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Chapter 7 Topic, subject content and social values

SRR

s

Iz the text about the imaginary countries ‘Fantasia’ and ‘Outland’ in The New
Cambridge English Course 2 (Swan and Walter 1990), readers genuinely
interested in the real world rmght be chsappomted despite the
methodologically sound way in which the text is used in the book. Some may
feel it to be a lost opportunity, becaunse it would have been no more difficult
for the authors to use real countries for the text, as indeed they do in a later
unit when they provide a map of the western half of the Umted States in
connection with a listening actvity.

Course material Which fails to include relevant and interesting topics is in
danger of losing the attention of its users, and, perhaps even more seriously, is
conveying an unwritten message, a sub-text, Coursebooks which contain a
preponderance of vague, bland material, made up of trivial incidents which do
not engage the intellect of the learner and neither inform nor challenge are in
danger of saying to the learner that, despite the difficulty of language learning
and the time and effort involved, there is nothing of any consequence that can
be done with the language at the present stage of attainment.

The content does not necessarily have to be heavy and intellectual in order to
be worthwhile: there is plenty of scope for humour and human interest stories
too. We look for a degree of authenticity in matérials and for a cornmunicative
approach. Really authentic material is materjal that creates an authentic
response, that informs, challenges, stimulates, enriches experience, encourages -
curiosity, develops judgement, and does the other things that real language
does. Interaction among learners, if it is to have a genuine value as
communication, should involve the students in developing informed opinions
and expressing those opinions, in formmg their own conclusions and
communicating those conclusions, in discussing and justifying, in influencing
and being influenced by others. This can only be done if there is content at the
base, and part of the role of the coursebook is to provide some of this content.

A genuinely communicative coursebook is one which not only helps to teach
the mechanics of communication, but which also communicates effectively
itself about worthwhile subjects and promotes meaningful communication
amonyg its users, Unless coursebooks and language teachers can achieve this,
foreign language teaching will risk being 2 fringe subject situated on the edge
of the curriculum — at the extreme;'a skill-based subject without content. As
Risager (1990) writes, ‘One central task of future textbooks is to contribute to
“cognitive mapping”, ie give a'structured insight into culture and society.”
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) Topié and subject content

14 Things have changed

and Protection with Outland.

3
‘ Present Perfect; used to; since and rﬂ
'i Complete these sentences and weite them out correctly. (You may
& need ro put more than one word in a btank.) To get the information
) youneed, loal at the statistics and the background information
(534 on Fantasia. Use a dictionary when necessary. : .
(. The population of Fantasia has increased | 8. Qudand i ‘to be a Fantasian Colony. It
decreased since 1900, becamne | has become independent in e
2. The population of San Fawrastico fncreased ! 9. The Fantasians .......... o have Parliamentary
: decreased | has increased | has decreased since elections every ......... years. Since 1980, they
bl 1950, have | had | bave had Parliamentary elecdons
P : 3. Fanrasiz used to be highly industeialised, but SVELY i years,
L] now has 2 mainly agricultural econnmy. True ar 10, Mas Rask is /wwas / has been President of
&5 false? Fantasia For .......... Years.
4, The percentage of homeless people in Fantasia 11, President Rask and Mis Martin know / kitere /
. hay rises f fallen considerably .......... 1900, have known esch other .._....... a lopg time,
3 5. Unemployment Hgures ... inproved | got 12, They first met ! bave first ntet 2t the Olympic
i worse since 1950, Games in 19 , where Mrs Rask worn /
; 6. The percentage of women in paid employment has won a silver medal for the high jump.
[ has risen / fallen e 1950,
; 7. Fantasia has just .., a worcernn OF Friendship
]

i) : FANTASIA AN OUTLAND: SOME STATISTICS - 1900 . 1950 TODAY
g;_ i B.AGKGRDL!ND {NFORMATION Pbpu[ndon , 20m 35m 46m
b ! Since the revolution In 1885, Fantasla has . .
i Yeen 2 pactiamentary demnceacy, There Population of San Fantastico . 1m 4m 3m
£ ! are bwo Hoses of Parfiament: slections . Average number of children .
o ! 1o both used to ba held every seven per family © 45 3.4 2
3% | years, but sinca the Electoral Reform Act B i
! 0f 1980, efections hava been held every Working week (hours) 54 9 42
H four years. The President Is elected . Paid holiday fweeks 0 2 y
: separately by popular vote; the last - . oliday {weeks per yegr) c
: presigential electon was held threé years Size of army. 500,000 200,000 30,000
: ago. Mrs Klrsten Rask, the eureent 7 - L) ! ’ © 239 179 ‘B9
S 1 President, Is adistnpuished phiysiclst,. - Ho_mc ess - . . 23& - 170/0 80/0
o . St isalso a former Diymplc atileta wha Unemployment. ~ - 20% 7% 17%
:f%j i j‘gc;r}[ ggg"g;‘;“:sda] ! the mg"_',lu.TP‘” Women in paid employment™ 18% s 23% 7%
’ _;'ﬁ{;.l]uﬁand_wasfq?medy the Fantaslan™:" l_Pegcenta‘ge of WOfl’?_fF’fFC e T ; : - 0
o ; colony of South Wesk, but fas been” “in agreulnice T 7072 - 19%
2 dependént sirce thie erid of the War of " Contributior of agriculture - -
& ; ependence In'1954; Refations -+~ . " to Gross National Product ~ 8%
hepween tho two countriss have become. ~ ", o % £ Lo :
“more frisndly &ines Brs Rask's etection, Contribution of industey “ .
%Jj . i and Fantasia has just signed'a “Treaty of 10 Gross National Product - 83%
£ * Frierdship and Protection™ with Outiand. i LisTS
B B B s il o Foreign tourists per year 7 bm
Univessity with the Fanlasidn Fr_gs[d,en%’s .
» hushand, Dr Erasmus Rask, and Mrs - . .
24 | - Marin and Presicent Rask have baen 2 How have you changed since you were a small child? How.
%ﬁ ! - friands sines thay et atthe 1986 < . - has your village/town/country changed? Useful structures:
. Oiymplcs. L ' lusedta...,butnowl...
- ‘ ’ People used to, . ., but now they . ..

From The New Cambridge English Course 2, Swan and Walter {CUP 1990}
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Chapter 7 Topic, subject content and social values

B Checklist for topic and subject content

Are rea) topics included in the coursebook? H so, how varied are they?

Will the coursebook contribute to expanding learners’ awareness and enriching their
experience? .

Does it relate to and engage the learners’ knowledge system, ie the knowledge of the
world that they bring with them?

Are the topics sophisticated enough in content for the learners, but at the right level
linguistically? :

Do they actually do what they set out to do? If informative, do they inform, if
humorous, da they amuse, if contioversial, do they challenge, etc?

Are they suitable for the age group?

At schoal level, do they link in with other subjects (eg history, geography, science)?

a0 o g o Qa0

2 Social and cultural values

On a more practical plane, we need to ensure that the coursebook sets its
material in social and cultural contexts that are comprehensible and
recognizable (o the learners, in terms of location, social mores, age group, etc.
In addition to the physical context, the relationships, modes of behaviour and
intentions of the characters in the book should be interpretable by the
students, so that they can relate the language used to ils purpose in the social
context.

If they have any subject content, coursebooks will directly or indirectly
comrrunicate sets of social and cultural values which are inherent in their
make-up. This is the so-called ‘hidden curricuiurn’ which forms part of any
educational programme, but is unstated and undisclosed, It may well be an
expression of attitudes and values thiat are not consciously heid but which
nevertheless influence the content and image of the teaching material, and
indeed the whole curriculum. :

A curriculum (and teaching materials form part of this) cannot be neutral
because it has to reflect a view of social order and express a value system,
implicitly or explicitly. It has been claimed by some educationalists that this
hidden curriculum is more effective than the stated official curriculum
because it pervades most aspects of education. Risager (1990) suggests that

foreign language teaching textbooks no longer just develop concurrently
with the development of foreign language pedagogy in a narrow sense, but

_ they increasingly participate in the general cultural transmission within the
educational system and in the rest of society.

Because the underlying value system is not explicit and is unstated, it is
necessary to look at coursebooks in some detail in order to unearth what some
of their unstated values are, This is a different perspective from that of
language content or methodology but it is at least as important, because the
value system of a coursebook can influence the perceptions and attitudes of
learners generally and towards learning English in particular,

The representation of men and women in language teaching materials is the
subject of some research (Jenkins, cited in Littlejohn and Windeatt 1989)

90
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showing a direct correlation between the length of time spent using the Alpha
One Reading Program (which was said to portray girls as stupid, dependent,
whining and fearful, and boys as active and aggressive) and the degree to
which pupils’ attitudes matched those in the materials, '

g

K

e

Sexism and gender are not the only concerns in this domain, but they have
hecome among the most actively pursued and in some quarters potiticized. It
is of considerable interest to explore how coursebooks portray women in
relation 1o men, and whether they project a positive image with which female

students can identify.

ibj One of the main aims of such an analysis is to identify unrepresentative
negative stereotypes, such as women regularly being shown as housewives or
being seen as only able to attain fulfilment in life through their man or being
portrayed as illogical and excessively emotional. Where such stereotypes are
unearthed, they can be taken into account in evaluating material for future

if the material is already in use, they can be identified, confronted and

&

T

use, O,

$‘ ’ discussed openly with'students. This sort of stereotyping can occur

] A : - ] .

w occasionally in a coursebook or it can be pervasive. The occasional occurrence

. can be confronted and discussed, and may in fact provide useful teaching

i ' ) - material, although unintended by the writers, Pervasive negative stereotyping
is more serious and if it offends sensibilities it may well cause the coursebook
not to be used,

Gender differences are not the only area of possible discerirination of
unflattering portrayal. It is also illuminating to look at materials to se€ if and
how they represent people according to the following categories:

e o ethnic origin
e occupation
& e age.
o ) . : o social class
o disability.
Pr ) The same kinds of questions can be asked about them as about the portrayal
R of women.

Another area of interest is the nature of the characters depicted in the
coursebook. What do we learn about what makes them tick, what motivates,
them, about their fears, hopes, foves and hates? The affective aspect of
characters, their feelings and subjectivity are seriously under-represented in
many coiirsebooks, making them less than complete people.

A final perspective on the value systems embodied in coursebooks is that of
society and social structures. 1n some coursebooks the characters exist in some
kind of social network, whether the focus is on the farnily, the peer group or the
workplace, and interact with one another, But in others, characters pop up from
nowhere, sometimes just as disermbodied volces in a dialogue, and disappear just
as quickly. "Fhis fragmented portrayal of social relationships (or lack of thent)
does little to give credibility to the charactets, does not help leamners to relate to
them and provides little context for meaningful language learning.

ﬁ
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Chapter 7 Topic, subject content and social values

92

Checklist for social and cultural values

Avre the sodal and cultural contexts in the coursebook comprehénsible to the leamers?
Can learners interpret the relationships, behaviour, intentions, etc of the characters
portrayed in the book?

Are women given equal prominence to men in aH aspects of the coursebook?
What physical and character attributes are women given?

What professional and social positions are women shown as accupying?

What do we learn abaout the inner lives of the characters? '

To what extent is the language of feeling depicted?

Do the coursebook characters exist in sorne kind of social setting, within a sodal
network? .

Are social relationships portrayed realistically?

J pgooooo 0odg

Case study: subject content and values in coursebooks

I took a representative sample of six general coursebooks at elementary and
pre-intermediate levels, all published between 1986 and 1992, and looked at
them using the checkdist below. Three of the courses were for adults and the
other three were for secondary-school students. :
s range of topic
a inclusion of sensitive social/culiural topics
s characters depicted:
— representation of women
portrayal of gender role
— age
social class
— ethnic origin
occupation/profession
disability
s social relationships
-~ family make-up
— social networks
e expression of personal feelings
» interactions
— trapsactions (functional intersctions)
- personal interactions

The range of topics varies considérably. In the books for secondary schools,
there are between eight and fifteen different topics dealt with in one book. The
scope and depth of treatment also vary from very patchy to reasonably
substantial, taking the language level into account. Common topics include
travel and tourism, wildlife, famous people (past and present) and teenage
lifestyles. Examples of less common topics are design and ballooning. All the
topics seem likely to appeal to at least a fair proportion of teenagers and the
presentation in two of the books is of a high standard, with texts presented
realistically and accompanied by good-quality visuals.
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7 Case study: subject content and values in coursebooks '

Somne topics are included which cross traditional subject boundaries; for
instance one book has texts on aspects of geography and history. But the
boundary crossing is limited and not sustained. Most of the topics deal with
5 different aspects of everyday life which would be of interest to teenagers.

The three books for adults differ more significantly in the range of topics
covered, from nine to twenty. Again there are significant differences in the
scope and depth of treatment of the topics. Some are transparent pretexts for
language work but others are well presented and developed. The only
comimon topic is travel and tourism, seemingly a perennial in EFL materials,
but crime and police work are also well represented. Leisure activities and
work are also well in evidence. One of the three courses includes the
environment, and the same course has an innovative unit on moral issues.

ej; Sensitive socio-cultural topics are dealt with in two of the six books (one for
o schools and one for aduits). The topics covered include people in need,
homelessness, physical handicap, world poverty and discrimination. These
topics are not dealt with extensively, but they are given sufficient prominence
not to be the product of tokenism.

Turning now to the characters depicted in the coursebooks, it was reassuring
'*q to see that women and girls, in number, are represented equally with mien and
boys. In terms of gender role, the picture is more mixed. One book seemed to
me 1o be male focused, depicting men in action roles, in control of the
situation, and women in subordinate roles, the secretary being told what to do
by her boss, the housewife being duped by a con-man, and the girl being
rescued by a helicopter winch man, However, it should be added in fairness
that another unit, again male focused, humorously portrays the husband as a
secret busker whilst his wife is a denzist.

- Interestingly, on the subject of people saving each other, it is nearly always the
E% ) male who does the saving and the female who is.saved - another aspect of the

active male image contrasted with the passive female image. This may or may
. not be acceptable, depending entrely on the value system of the users of the
& . material. T do not feel that there are necessarily any moral universals here {(so
. long as we avoid an aggressor—victim scenario}, and local cultural norms have
ta be taken into account and respected.

Three out of the six books have topics on famous people. In one, eight out of
nine are men, in anothér, four out of five are men, and in the third, six cut of
3l . six are men. Bighteen out of twenty is unbalanced, even if there are more

£ - * famous men than women in historyt -

In contrast, one book, Flying Colours 2 {see p 94), has a section on women of
achievement and in a separate section focuses on the role of women in society
and in employment in particular.
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Chaprer 7 Topic, subject content and sosial values

O Think sbant impsrtant events In yoor bz, Wrice down when you did
. them, vimgsa.., and...aga Jo 1962 8 yerd A5

Nnw work & pairs, Look 21 yaue parinec’s tme phrases. Addowhat
happersd, Tan snswer questons sbout important events i your e,

ol in 19822
e U328
L ten years age!

R e

A Whasrage

5

£ Lok 21 o ghetot in woMEN OF ACHIEYEMENT: Do you know what
the achisy shentt are 07 were?

€ Work i prire

S7BENT » Torn 1o page 110 for your instructions.

E;‘-;’ Ssttssr s Tura to gage 112 for your instructions.
b2 Judy Mada | Kotheriar | Yalentina Roth
§§ 3 Chitago Mentessori Hepbarn Terzshkova Tawrenss
“-;;' naignzier -
S ey )
E? in © Work in pairs. Write dawaali |
P grenen : : the trreguiar past rense verks in . \
= achierazzans i the patsages on page 10 oad
& ! page 112, .

id Now write dow n the reguiar

. w verbs in the corpsct colvmn.

jage fai o hdf

! . Th! f
@ Work togecher and complete the chart for the six women. c] a&i&iﬁﬂtﬁ?;our
A What :aﬁan;ﬁqwcrudmzlv{nna! coontry snd FTitc2 mragraph :
2 Whi: Gud M2 Montessori do? i absut her, . ;
From Flying Colours 2, Garton-Sprenger and Greenall (Heinemann 1991) . L

In terms of age, the majority of the characters represent the ages of the
learners for whom the books are destined. So, for the school books, most :
characters are youngish teenagers. Adults, where they appear, tend 1o be. )
shadowy creatures who exist solely in their role as parent, youth group : ‘
organizer, police officer, teacher, etc. This is probably a very good reflection

of the teenager’s view of the world! '

Adult courses show people in their twenties going about their everyday lives
and occasionally doing something more adventurous. Additionally, there is the

occasional elderly professor, pensioner or castle proprietor, but the world of : i
the adult coursebook is seriously centred on the early 10 mid-twenties. ' ’.
Sacial class is barely evident and we might think thata classless society had i

finally really arrived, at least in the world of the coursebook. Closer analysis r {

shows that this world is definitely middie class, again reflecting the users of the
books. In one exercise on occupations, all eight professions Hsted are middle
class, although in other exercises the occasional waiter, cleaner, etc is included.
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- 3 Case study: subject content and values in coursebooks

] In atl the books people of different ethnic origins (ie not white British or

”1 American) appear, although in some cases they are simply represented in the
; visuals and do not have much of a role in the presentations or story line.
Where they do have an on-going presence it is usually in a supporting rale. In
most cases the representation of people of different ethnic origins appears 10
go beyond tokenism, but falls short of full involvement. However, in one case
where the setting is an international summer camp for teenagers, there is
rather more varied ethnic and national representation, as can be seen from the

example below.

I'm from 1he south of
Spaa. { bve ¢ Granada

Anvd what are you raing
heve, Terasa?

I'mong a cauess i
CAnOEATY.

£
3] »
A s, meet Brur,
351 fronn fisly
]
&

H' Fm {ram Rome, byt |
Ive in bddan_1'm studying
nirsic hete — pizno amd
guiter,

I
o
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Chapter 7 Topic, subject content and social values

Disability gets very little place at all, but I did locate a picture of one person in
a wheelchair in The New Cambridge English Course 2 (Swan and Walter 1990).

It is interesting to note that ethnic minosity characters and people with

disabilities figure more centrally in American coursebooks. This is probably
because issues of ethnicity and disability have a higher profile in the United

States and coursebooks would be criticized if they did not reflect this .
AWATENESS. ) i

i N

SR

7

The portrayal of social relajonships in the six courseboaks differs f

considerably. Only two of the books have characters who continue o appear
. throughout as part of a developing storyline, and who could therefore be

shown to have a network of changing social relationships. In one case the

A e
e A o)

s

A

5 context is a summer camp and in the other a family which is visited by an

gf American relative. There is some character development in one case,

i: including a little romantic interest, but otherwise characters are portrayed

f fairly impersonally, as they conduct the various functional transactions of their
b lives. -

2 :

% Only one book presents any real image of family life, so there was no real

§ oppormnity to analyse which sorts of families are portrayed in coursebooks.
ﬁ The answer in most cases seems to be none, In some of the books examined,
2:’ characters simply appear from nowhere to participate in a dialogue or

& exercise, without any réal identity, only to disappear again for ever once the

PR,

o
ST

activity is over. It makes one think meétaphorically of BFL puppeteers pulling
their puppets out of a bag when they are needed and stuffing them away again
when they have played their part.

A

)

Expressions of personal feelings are also almost completely absent, with just

gﬁ the occasional reference in a few of the books. The one exception is the book
% intended for teenagers which has a little romantic interest and which, in the
% context of its developing plot, includes some element of feeling and the

%;f language to express it. It will come as no surprise to note finally that the

7 interactions which occur in great number in all the books are overwhelmingly
f‘% of an impersonal, transactional nature.

bt

z:,{, There are arguments for and against having a developing storyline in a

coursebook, depending on the type of teaching programme being offered, the
continuity or otherwise of the students’ attendance and the interests and
expectations of the learners. However, unless there is a strong cultural or .
organizational reason to the contrary, on balance we might look to material
writers to give us full, rounded characters, with whom we can identify and
empathize, living in a recognizable social context:
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Chapter 8 Metho dology

One of the functions of coursebooks is to present the language in such a way
that it is learned as effectively and quickly as possible. This implies that the
coursebook writers have a view on how language is learned and how it is best
taught. Although the coursebook may not seek to impose a rigid methodology

hx]

:E; on learners and teachers, nevertheless the way it organizes its material and the
Yind of activities it promotes can have a profound influence on what happens

i in the classroom. The purpose of this chapter is to explore how coursebooks

.%3 see the learning process, how they view the needs-and roles of learners and
how they can help learners to learn.

"~ . 1 Learner needs

;:;’f . ' It is surprising how few courses discuss student needs in the introductory

fl sections of their teachers’ books and even more surprising to see how many

launch straight away into a description of the course and how to use it without
considering, however briefly, the needs of the students for whom the course
has been written. Among the excéptions to this generalization is Blueprint One
(Abbs and Freebairn 1990), which, perhaps optimistically in the light of
events since 1990, states that ‘students in the 1990s live in a world where
political, economic and cultural barriers are rapidly disappearing’. The
authors identify five needs experienced by beginner students when learning a
language in a classroom with a teacher and a textbook. These are:

» the need to communicate effectively

+ the need to be familiar with the language systems

o the need for challenge

o the need to take on more responsibility for their own learning
o the need for cross-cultural awareness.

2 .
i . The authors of The New Cambridge English Course (Swan and Walter 1990)
e identify the need to respect the learner, adding that ‘people generally learn
languages best when their experience, knowledge of the world, interests and
feclings are involved, and a course must allow students to be themselves as
fully as possible.’

However, most courses do not iiisbuss stuclent needs explicitly, although their
approach to their stadents will be implicit in the methodology they use.

X,
i

=5

B Checklist for learner needs

O Does the material discuss and identify areas of student need? ‘

‘ 1 if this is not done explicitly, can the approach be infesred from the teacher’s book or
o from the material itsetf?

5;,! O 1s the book sensitive to what students need in order to learn well? -

0 if so, is this awareness reflected in the content and approach of the coursebook?

S : A 97
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Chapter 8  Methodology

2 Guiding principles

Tt is illuminating to consider the general priniciples that underlie the actual
methodological procedures adopted by courses, and these principles are made
explicit in the case of several courses. Here we will examine some of them and
see if there are comrmon themes which will justify the methodology used.
Formula One (White and Williams 1989) identifies these five principles:

s exposure to systematically controlled language helps learners

o teaching is more effective when the teacher has a clearly defined set of
procedures

e learning is helped by having mterestmg content and situations

o learning the grammatical system is helped by having students think about
rules for themselves

o personalization of content helps to ensure involvement by the learners.

In The New Cambridge English Course (Swan and Walter 1990) the principles
of methodology are as follows:

3

Qe

communicative practice resembling real-life communication

g;.rl 8
gji o creative use of language
gﬁ ; e positive attitude towards error
%g‘: s balance of regularity and variety in the material
= o mecessity of study and memorization
e learning and acquisition both catered for through intensive study of

language items and tasks involving ‘untddy’ texts with only partial

] , understanding
T : e use of the mother tongue and bilingial chctlonanes where appropriate,

For Connect (Revell 1990) the basic principles are these:

%3: accuracy and fluency are both important

-]
é% o structures and functons should both be taught
= e grammar rules should be made explicit at some stage
Sj ¢ vocabulary is of prime importance
% s language and tasks should be personalized wherever possible
;:.;; ¢ students should learn other things as they learn English
& » 2 coursebook should provide interesting content
= o

a coursebook should also be'interesting in the way that it presents its
content

o all four skills should be practised in an mtegrated way and separately

« the students should do and say as much as possible  ~

o a coursebook should be as comprehensive as possible.

R

As a final example, Grapevine (Viney, . and K. 1990) proposes these ‘first
principles™

a co-operative, non-judgmental annosphere in the cIassmom

an emphasis on cornmunicatve goals

transparent teaching points (ie teachers need not teach rules exphmﬂy)
a clear carefully-ordered syﬂabus :

vocabulary development strategies

a balanced approach to skills development
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"2 Guiding principles

LEEE

¢ variety of classroom activity
s varied and interesting contexts
o recognition of the broader educational context.

e

spsry
VT Ly

These principles cover a broad range and some, such as those concerning the
syllabus or the subject content, are not directly concerned with methodology
in its more specific sense. However others directly address how we teach the
language: which general approach and specific technigues we adopt.

it

%
& The main themes of the principles identified above, where they refer to
- methodology, are these:
=
2 there should be controlled presentation of language
rules need to be learned, either inductively or deductively
5 there should be a balance of accuracy and fluency
55‘; ' skills need to be learned both separately and in an integrated way

cornmunicative practice should resemble real-life language use

learning and acquisition each have their place

learners should be actively and fully involved in lessons

learners should use language creatively, and activities should be

personalized where possible -

learning activities should be varied

e learning should take place in a non-judgemental atmosphere and there
should be a positive attitude to error

o use of the mother tongue and bilingual dictionaries is justified where it

supports learning.

4 6 @ ¢ 4 6 & O

sl
5
&
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Most of the above is self-explanatory and can form the basis for evaluation
criteria, but a few points may need discussion. The references to learning

&

. and acquisition here distinguish between intensive study of carefully

5 _ ) controlled language input on the one hand, and a less detailed study of ‘rough-
5 : tuned’ language on the other hand.

The terms inductive and deductive learning need defining here as they are-
. sometimes used in different ways. Inductive learning refers to the sort of
learning where the starting point consists of examples of language which
iflustrate a rule, without the rule being stated. From the carefully chosen
o examples, learners are able to hypothesize about what the rule might be and
= then check their hypothesis, either against further examples or by creating
instances of language themselves and getting feedback from the teacher as to
whether they are correct or not. This is thought to resemble the way in which
children acquire their mother tongue and is theréfore considered by some

language teachers to be more natural than deductive learning.
2 . . Deductive learning refers to the sort of learning process where explicit rules
& are given and learners seek to understand these rules and then produce correct

sentences, etc based on them, perhaps with the help of a few examples given
in the book, Rules are given to learners, without having to be worked out, and
this may seem to be an easier way of learning. However, the rules are often
complex and abstract, requiring a lot of understanding, Furthermore, it can be
maore difficult to understand and use a rule if it has not been seen embodied in
a substantial number of examples.
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Chag;ter 8 Methodology

There is no right or wrong approach here, Students learn differently, and in
any case the two processes can be used to support each other. Many
coursebooks introduce new items inductively and then consolidate learners’
understanding by giving the rules explicitly, often in a ‘language study section’
at the end of each unit. This is a safe procedure becanse students who learn
better by one process or the other are all catered for. :

On balancé, coursebook writers seem to prefer an inductive approach, but
recognize that an element of rule-giving is sometimes necessary. Flying
Golowrs 2 Teacher’s Book (Garton-Sprenger and Greenall 1991) illustrates this
view -welk: .

Inductive grammar .

Tn keeping with the spirit of developing leafner training strategies, much of -
the grammar is presented in an inductive way, where examples of a given
target structure are presented and learners are then encouraged to work out
the grammatical rules for themselves. If they wish to confirm.or consolidate
their conclusions, the relevant Structures to Learn section provides a more
explicit grammatical explanation. -

Inductive learning is actively promoeted in an innovative way in The New
Gambridge English Course 3 (Swan and Walter 1990}, where, as in the example
below, learners are given examples of a particular structure and asked to
decide which of several different rules is.correct.

GRAMMAR: INFINITIVES AND -ING FORMS

2 Some of the sentences in the box have infinitives
and the others have -ing forms. Look at the rules, and
decide which one gives the best explanation.

I would love to learn judo. .

We expect to win the basketball championship. '

If you want to camp here, you have to register
at the office, .

1like dancing. -

When did you start playing the piano?

P'm going to stop boxing — I'm getting too old.

Rudes .

1. We use infinitives to say what people do, and -ing
forms to say what happens to people,

2. We use -ing forms to talk about the present and
past, and infinitives to talk about the future.

3. We use -ing forms after most verbs.

4, We use infinitives after most verbs.

5. We use infinitives after some verbs and -fng fosms
after others.

From The New Cambridge English Course 3, Swan and Walter {CUP 1990}
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The correct rule is given in the grammar summary at the end of the unit, and
only one of the five choices is right. Being presented with four incorrect rules
rnay however disconcert some teachers and students, particularly those who
are used to education systems whose aims are largely based on the direct
transmission of knowledge from teacher to student.

i,
o
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Most current materials are process-oriented in that they assume that teaching
is a matter of negotiation with learners and has a concern for communication.
Knowledge, in this context, is seen not as a static external entity ‘out there’

e )

‘;;j which has to be transmitted, but as 2 dynamic, changing entity, which learners
can approach through experience and discovery, sometimes finding their own

*"?é route. .

B : Whatever the approach, virtually all modern language-teaching materials take
a cognitive view of the learning process (whether inductive or deductive

g ) learning is favoured), in that learners are seen as conscious, thinking people

% with individuality and intelligence. A few remnants of behaviourist-inspired

teaching techniques may survive in the use of choral repetition or mechanical
i drilling, and they may well have a place in certain circumstances, but the

S cognitive approach generally adopted is exemplified by the use of problem-
solving activities, rule giving and concept checking.

# - : © s
#  Checklist for principles and approaches
1% Does the coursebook make its guiding principles clear?
54 Does it encourage an inductive or deductive approach to learning — or a balance of

both? .

Does it have a view on accuracy and fluency?

How does it approach the teaching of skills and communication?
Are learners encouraged to use language creatively?

Are any learning activities personalized?

s any distinction made between learning and acquisition?

What is the attitude towards learner error?

What is the attitude towards the use of students’ mother tongue?
-Is the coursebook essentially process-oriented or product-oriented?

coCcoOonooQ Do
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Procedures for learning and teaching

Learning a new item is facilitated if the learncr can relate it, through simnilarity,
comparison or conirast, with something that is already known and familiar.
The learning process is essentially bound up with extending knowledge,
understanding and skills from the familiar to the unfamiliar. In the foreign
language learning situation, such a relationship could be established with the
learners’ native language (L.1) or with what is already known of the target
language (L2) or it could be established with something non-linguistic such as
a picture, an action, an object or a sound. Course rnaterials may use any or alt
of these procedures to structure and contextualize the learning process.

It is important that new items are controlled in terms of quantity and
difficulty. Also, as we have seen earlier, if an inductive approach is taken, the
examples of language given and practised must be representative of the rule
that is being taught. An obvious example of this is that, where a new verb form
or tense is being taught for regular verbs, irregular verbs should be kept out,

Language is a highly structured, interrelated system and consequently itis
imperative that language items should be learned in relation to one another,
This applies equally to grammar and lexis, Presented in 2 relationship of
comparison, language items tend to define one snother in terms of what they
mean and what they do not mean. It is just as important to know what 2
structure or word doesn’t mean as to know what it does mean. It is not
possible to know the full range of meaning of a language item without also
knowing the limits of that range of meaning.

Practice material is controlled to a greater or lesser extent, and coursebooks
should ideally offer a variety of activitiés with different degrees of control, so
that learners and teachers can select those which are.most appropriate to their
needs.

For vocabulary, we can apply the same principles of presenting the items in
context and in a clear relationship with one another. Lists of unrelated words
are difficult to learn because the words appear in isolation and, lacking any
context, do not appear to the learner to have any real meaning. Presenting new
lexis in association with visuals, or in a text, hag the built-in advantage that the
words are encountered in a context, whether non-linguistic (visual) or
linguistic (text), Context makes the meaning clearer and allows students to
work our the meanings of unfamiliar words using contextual and other clues,
thus encouraging good communicative strategies, Therefore in our course
material we should look for the presentation of vocabulary in a meaningful
context. Vocabulary expansion actvities can similarly exploit relationships that
exist within the lexicon of English, such as synonyms or near-synonyms,
opposites and hyponyms. Recycling of new vocabulary in different contexts is
also necessary to ensure effective learning, so we shoutd explore how
systematically the coursebook recycles new items.

The amount of new lexis to be taught in any one unit is a debatable point, but
in normal circumstances the number of new words in a text should not exceed
five per cent of the total. This is to ensure a reasonable learning load and also

to ensure that there are sufficient familiar words in the text to provide a )
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3 Procedures Sor learning and teaching

comprehensible context for attempting to work out the meanings of the new
words,

The use of visuals for presentation aad practice in order to provide
meaningfil contexts is almost universal in coursebooks and forms one of the
planks of language-teaching methodology. Whether the visuals are in colour or
not, whether they are photographs or line drawings or even rather ugly
cartoons affecis the appearance of the material, but evaluating them from that
perspective is really a matter of personal taste. However, when looking at
coursebooks it is important to consider whether the visuals are an integral part
of the teaching material or are there simply for decorative purposes, to make
the page look better, Whilst attractively presented materials are desirable,
visuals which have a teaching purpose are clearly more central to the
coursebook. {Of course visuals can serve both purposes at the same time, and
this would be a positive feature.)

In the two examples on pp 104-5 taken from The Beginners’ Choice
{Mohamed and Acklam 1992), whilst both are clearly relevant to the two
topics being covered, the striking picture of the clocks is integral to the
coursebook material because it is an essential part of Exercise 2. The picture
of the Virgin Megastore, whilst relevant to the listening activity, is not an
integral part of it and is therefore less central as teaching material.

Checklist for learning/teaching procedures

{1} How are new grammar items presented and practised?

[} To what extent is the presentation and practice;

- refated to what learners already know and to what has already been taught

— appropriately controtled and organized ’

= representative of the grammar rule to be learned

~ relevant to learners’ peeds and interests?

How is new vocabulary presented (eg in wordlists, in a text, with visuals)?

How is the meaning of new vocabulary taught?

Is there vocabulary development material, eg based on semantic relations or relations of
form? :

Is new vocabulary recycled adequately? )

How much new vocabulary Is presented in each unit, text, etc?

Are visuals used extensively in the material?

Are they reasonably well produced and atiractive?

Is the style of the visuals (eg photegraphs, line drawings, cartoons) acceptable to the
users? . .

Are visuals used as an integral part of teaching material or are they essentially
decorative?
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1 Match the times to the clocks.
seven o'clock  five o'clock  eight fifieen .
nine thirty six fory-five  ten forty-five \
eleven thity  twelve fificen

1 Make a list.

-

A
.

Work with another student. Point at the clocks
on this page. Ask and answer, {ike this:

IS

What timie is it? ’ $even o'clock,

e
T

ISk

s

A

i

Tell another student. What fime is it now?

Saying the time

i
' 500 - @) (8 G
2 Answer this question - What time do you have W

il <
Which is in the morning - 8 am or 8 pm?

m . Which is in the evening - 8 am or 8 pm?

)
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Listening

finished
started
opened

1 Listen to an interview about Richard
Branson, the Biitish businessman, Complete
these sentences.

He finished school in . . .

He started work in . . .

He opened his first shop in . ..

He made his first £1,000,000in . . .

2 tisten again. What guestions did the
interviewer ask? '

.3 Listen to the pronunciatioh of these three
regular verbs. Do they end with /d/, At/ or 11d/?

From The Beginners’ Choice, Mohamed and Acklam{Longman 1992}

The student’s role

Relatively few coursebooks have anything véry explicit to say about the
learner’s role in the language-learning process, but it is clear from the nature of
the ‘material that students are expected to hypothesize about rules, participate
actively in learning activities, relate material to their own experiences and
personal lives and undertake a variety of tasks which involve problem solving
of one sort or another,

A coursebook which does devote some space in its teacher’s book to
discussion of the role of the students is New Dimensions (Lonergan and
Gordon 1986) which says: )

Throughout the course, students are encouraged to contribute their
experience of their first language and any knowledge of English they may
already have. ' : -

A typical learning sequence might be as follows:

Before a lesson on a new language ares, students tirn to the workbook and
cassette for simple self-preparation exercises. Students have to muster their
own learning devices and skills to enter this new language area; they Hsten to
the new spoken language as often as they wish; they see some of the key
phrases or sentences in their workbook; they will probably use a dictionary
1o find out meanings of key words. The learners thus enter class already
partly equipped, by means of their own skills, to tackle the new area of
language. ’
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- Chapier 8 Methodology
Coursebooks often show awareness that students have different learning styles
and that these should be respected as far as possible. Highlight Upper
Intermediate (Vince 1992), for example, advises teachers 10 ‘bear in mind that
learning style varies greatly from individual 1o individual’ The authors of The
New Cambridge English Course (Swan and Walter 19907 say that ‘students have
their own ideas about language learning. Up to a point these must be
respected - individuals have different learning strategies, and will not respond
to methods which they distrust” The qualification here is followed up by
advice to the teacher of a rather more prescriptive nature: ‘However, learners
sornetimes resist important and useful activities which do not fit in with their
preconceptions, and this can hinder progress. So you may have 1o spend time
training students in new attitudes to language learning.’ Changing people’s
attitudes is notoriously difficult, and conscious attempts (0 do so often fail,
however well intentioned. Teachers have to find a balance between respecting
individual students’ learning styles and rying to persuade them that, in some
cases, it might be more effective to adopt different styles.

As learners progress in the language, the way they learn should progress too,
as they become more familiar with the methodology and more confident in
their success. An increased degree of learner autonomy, the ability to learn
independently, and even 10 sct one’s own learning objectives and monitor
them, should be encouraged by coursebooks through the provision of material
suitable for individual study. This will usually take the form of a workbook, or
it may be additional reading material or self-study cassettes. With this
individual study material we would expect to see guidance on how to use it,
cross-referencing from the main course 1o the workbook, etc, and a key to
exercises, so that students can monitor their own progress.

Bt Checklist for the student’s role

[] Does the material expect an active input from learners?

L1 s the coursebook sensitive to different learning styles and can it accommodate them?
11 Does the material provide additional material for independent study based on material
already taught, eg a waorkbook, students’ cassettes for home study, additional reading
material? )

if s, is guidance provided on how 1o proceed?

I5 there a key for self-monitoring?

oo
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h
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5 Study skills )
2 Including advice and guidance for students on learning techniques within a
Z general coursebook is a relatively recent phenomenon, but several current
courses now offer study skills support to their users, usually on a regular basis
i " throughout the course. The sections devoted to study skills focus mainly on
& three different aspects:
. ¢ inviting learners to reflect on how they learn, and on which ways of learning
;; seem to be most effective for them
E: offering advice to learners on ways of developing their study skills
training learners in reference skills for using dictionaries and grammar
=
5 . books.
= These examples illustrate how learners are provided with study skills material
of different kinds:

-

A

7
P

'

ozl

3 . - Give your opinion

" Give your opinion \ » Your teachgr will give you the title of a story. Write

" P Look at your results of the Progress Check for Units the first paragraph on your own.

B 1-5. Choose two things you got right in WORDS and | | . g write the first paragraph again together, Compase

L GRAMMAR. Why do you think you remembered some | | with the one you wrote before. Which is better? Why?
things better than others? B Did writing with a dassmate help you create a better

&4 b < Compare what you remembered and the reasons, | | text?

& Did you get the same things right as your partner? Did

you make the same mistakes?
= B What are the most common strategies for

iqq
i remembering things? Make a ist.
;‘; From Freewheeling 2, Radriguez and Barbisan {Heinemann 1992)

Would the fallawing three suggestions help you to learn? Discuss wilh
the other students. -

~ 1 Setyoursell realislic targets and a tre it o reach them, &.g. using
_LEARNING TO ", rze{.' languags point irfl some praclical way, preferably outside the
LFARN  classroom, by the end of the week,
2 Atthe end of the day rpad through what you have done inclass, and every
so often revisw e work you did In previous classes.
3 Keep alanguage learning diary and note down:
~ languags-fearning activities you have done, e.g. "listened to the radia,
understeod maln points” or “eavesdroppsad oriaconversationina cafe,
able o understand most of it and realized they were cross with each
ather” -
' — ptoblem areas you have encountered, e.g, “glving up reading the
newspaper, even with the help of a dictionary It vas too difficult”

From Fast Farward 2, Black et al (QUP 1987)
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Chapter 8 Methodology

Find out more about your dictionary. Does it have these features?

pronunciation spelling of pfura[ form
and stress

laver.. The ciees he left dic oot establish his Iden-
{ity.. Glenn whiwhe mask to reveal his
identity, 1.2 all the-Gualities, betiefs, and ideas which
make you feekthat you are different from everyone
elSi;)Ph t you belong (o 8 particular group. es_.qur
1 Ty as black people.... .. Jyour sense of identity, of

“ho you are and what you are._. ..a reglon with its parts of
definitions wit cultural identity. . speech
i there is an identity heiween things, they are u
and examples Very simlilar or are exactly the same 85 each other,| = Tikenes

=6 There is a pecullar fdentity between his known
uu.:a.l.s_lam%d the mood of many of his plciures,
identity card} identity cards. Your Heniity
15 &'Card fhat has your name, photograph, age,
compound address, and other information or il. In some coun-
formed iries you have lo carry an identlty card in order 0
prove who you are. es The police were demanding lo

from see the Identlty cards of all visitors.

headword

HIOWT
1 docwment

Now use your dictionary to answer these questions.

How do you pronounce trial, weapon?
Which syllable is stressed in offence, officer?
What parts of speech are capital, fine?

What do bag-snatching, imprisonment mean?
How many meanings do law, order have?

From Flying Colours 2, Garton-Sprenger and Greenal {(Heinemann 1991)

In connection with guidance on study skills, students are encouraged to take
some degree of responsibility for their own learning, a concept which goes
hand-in-hand with moves for greater learner autonomy.

Checklist for study skills

[ Are study skills sections included in the material?

O H so, do they cover these aspects;

reflection on study technigues

advice on study skills development

reference skills .

other? '
O Are students encouraged to take some degree of respansibility for their learning?

I

1
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Chapter 9 Teachers’ books

1 The teacher’s role

How do coursebooks view the role of the teacher? Several books discuss this in
;}q their teachers’ books in varying degrees of detail. Grapevine (Viney, P, and XK.

1990) emphasizes that there is no one correct way of teaching and adds that
there isn’t a Grapevine style of teaching, despite the very detailed guidance
given in the teacher’s book. Just as students have different learning styles
which should be respected, so teachers have different teaching styles, ofien
partly the product of their personalities, which will snean that the same
material can be taught in quite different styles.

One teacher may be extwovert and amusing, another may be quiet and
sympathetic, a third may be highly organised and disciplined [...} Books can
give plans, but they can never show you how to relate to a number of
individuals in a particular place on a particular day.

(Grapevine Teacher’s Book 1)

o4 What this emphasizes is a fundamental principle that we have already seen

& earlier: the coursebook is there to aid students and teachers in numerous ways
but it is not there to dictate a rigid pxedetermmed method by which the
language shall be taught and learned.

Learning and teaching are not wholly predictable activities, and even teachers
who know their classes well often have to make adjustments to their planned
lessons to accommodate an unexpected difficulty encountered in an item to be
taught, or to respond to the mood of a class on a particular day. How much
less can coursebook writers, expert in their own field but knowing little or

5 ) ' nothing of your particular class and your style of teaching, provide foclproof
bl . material that requires no adaptation or selective use. Of course coursebook

# writers realize this and recommend that teachers should feel free to make

- changes where they feel it to be necessary and in the students’ interest,

So it is ultimately the teacher, informed by feedback from students, who
makes decisions, aided when appropriate by the teacher’ book. These

. decisions may be macro decisions, such as deciding which course to use or
§ planning a year’s work, or they might be micro decisions which are taken

g quickly as a lesson progresses, such as deciding to do an extra exercise on a
gramimar topic or postponing a listening activity until a Jater lesson.

B At all points, from selecting a whole course to ornitting certain exercises to

: adapting a communicative activity, the prerogative lies with the teacher, who
should not hesitate to make the necessary decisions if they seem appropriate.
It is interesting to note that some courses offer advice on making changes at
w4 ’ micro level to meet differing cucumstances, as in this example from Connect [
(Revell 1990):

‘The idea behind this activity is to see what knowledge S8 [students]
already have of any of Aesop’s Fables, If they have absolutely no idea, even
\ . after prompting, then cut short this activity and ask them instead to

b choose one or two of the things and make up a story about them.

199
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Chapter 9 Teachers® books

An innovative approach to offering teachers alternatives is taken by New
Dimensions 1 (Lonergan and Gordon 1986) in its teacher’s book. A right-hand
column in the teacher’s book is reserved for frequent suggestions on how
different activities can be extended or adapted; For instance, the following
gives an alternative way of handling the material:

TFor a weaker class where there might be too much reading; or simply to
make this task more communicative, organize it as Jigsaw Reading.

and this suggests how an exercise can be extended:

s

&

’é“* This exercise can be extended so that students ... write the Tules for various
;‘4 things such as a school, a hotel, checking in at an ajrport, driving a car,

s :

f"; This kind of approach is of great value as it provides teachers with new ideas
-:.3 and stimulation and guides those who are less confident towards being more
% creative and innovative with course material, It also greatly extends what the
v coursebook offers by way of teaching material, helps to avoid stercotyped

g;: teaching and demonsyates sensitivity to learner differences.

i . . . . .

“i;; ‘Another coursebook which encourages alternatives, this time alternative routes
R through the material, with a high degree of selectivity, is The Sourcebeok

(Shepherd, Hopkins and Potter 1992), which describes itself as ‘the alternative
English course’, The intermediate-level teacher’s book recognizes that ‘every
teacher has a different background, training, experience and point of view’
and adds that ‘each school is a unique entity with ... its own collective attitudes
about learning and teaching.’ It goes on to offer ‘a simple way through the
course for those who seek guidance, but practised teachers can play variations
on the theme to suit their students, their school and themselves.” An invitng

offer indeed!

In general, coursebooks identify the main yole of the teacher as that of a guide
or facilitator and a monitor. Essentially, the teacher is seen as guiding learners
through the learning process, with support from the coursebook, and
rmonitoring student progress, correcting errors when this is useful for the
learning process. The teacher’s book for Formula One (White and Williams

1989) expands on this role:

The teacher’s role is to act as a presenter of material, manager of learning
resources and activities, and informant for the students. The teacher will;
provide warm-up introductory activities to lead into the lesson; ’
presertt the new material; ' -
provide explanations where needed; .
direct students to move from one exercise or activity to another; !
monitor student performance;
- correct or explain where necessary;
encourage personalized application of the language;
suggest further practice material from the revision sections and the

Workbook.
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CoTeT T T T, The teacker's role

In the teacher’s book for Campus English (Forman et al 1990), a coursebook
specializing in English for Academic Purposes, and therefore at a relatively
high language level, there is considerable emphasis on promoting learner
independence, and the teacher’s role in helping to achieve this:

It is expected that the teacher's role will be that of monitor and facilitator
rather than director, The aim is to promote learner independence from the
teacher and students should be encouraged to work without intervention by
the teacher [...] The teacher’s task is to facilitate the process by which
students arrive at an answer.

Here we find a problem-solving approach which encourages students to find
their own way through problems, with the support of the teacher where
necessary, whose aim is not to give the correct answer but guide students to
work out problems themselves in an effective manner, in the process acquiring
problem-solving skills which can be transferred to other problern situations
without further help from the teacher.

“The monitor and guide model appears to be the commeonest, however, in
general coursebooks and identifies perbaps the two crucial roles that
coursebooks cannot fuifit themselves. This demonstrates that coursebooks
have long departed from prescriptive attitucles towards {earning and teaching.

Checklist on the teacher’s role

£1 Does the coursebook see the teacher’s role as that of:
- guide
— mentor
— facilitator
~ manager of learning
— director
" — monitor?

[0 Does the coursebook recognize the unique function of the teacher in certain aspects of

teaching, such as guiding, monitoring and encouraging students, explaining difficulties,
responding to questians? :

Does the coursebook recognize different learning styles and different teaching styles?
Does the coursebook offer alternatives or ways of extending learning activities?

Does the courseboak promote the development of learner independence (autonomy)?

oo
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Chapter 8 Teachers” books

112

2

Teachers’ 'books

Most general EFL courses, and some specialized ones, provide teachers’
books as part of the whole materials package. They are very important parts
of the whote as they can exert a considerable influence on how the course is
taught. A good teacher’s book is invaluable in offering, among other things,
guidelines on how to make the best use of the course, detailed plans for
teaching each unit and keys to the exercises. In fact there are a number of
possible Toles that teachers’ books can fulfil, and in principle the more
comprehensive they are the better, Teachers’ books are likely to have some
(and possibly ail) of these functions, and we can ask which of them any
‘particular teacher’s book fulfils:

setting out the guiding principles of the course

stating the aims and objectives of the course _

describing the basis for the selection and grading of the language content

explaining the rationale for the methodology used

giving an overview of the way the course is constructed, and of how the

different parts telate to one another '

providing practical guidance on how to use the material

giving linguistic information necessary for effective use of the material in class

s providing background cultural information where this is necessary in order
to understand the contexts being used in the material :

e promotiing better understanding of the principles and practice of language-

teaching in general, and helping to develop teaching skills.

8 O

Tt is interesting to note that some teachers’ books are written with a mor¢
restricted view of their role than others. Some start off with a description of
the make-up of the course and then give notes on how to use the contents,
unit by unit, Others, with a wider view, consider the principles informing the
course and discuss the needs of learners and teachers before focusing on the
actual content of the course.

In some parts of the world, where methodology books, professional journals
and training courses are unavailable, the teacher’s book may be one of the
rnain sources for the professional devclopment of teachers. It is unreasonable
to expect a teacher’s book to assume the role of a teacher trainer or 10
substitute entirely for a staff development programme, but any developmental
content that it may be able to provide could well have a beneficial result far
greater than the writers ever expected. We should certainly ook for some
elernent of background theory and practice, and we would hope to find more
than just lists of instructions for teachers to carty out.

Anyone writing a teacher’s book, particularly one which considers the broader
issues just mentioned, has to make difficuit assumptions about the existng
knowledge of the teachers. Courses written by native speakers for the
international market often assurne that the teachers will be relatvely
homogeneous, native speakers or near native speakers themselves, and familiar
with the contemporary orthodoxies of TEEL in the western world. So, certain
rerminology will be used without explanation, because it is assumed to be
known to the readers. For example, terms like tcommunicative approach’ and

_ ‘functions’ tend to be used without being explained.

-
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Tt is clearly difficult for the writers of teachers’ books, because it would seem
pedestrian and patronizing to many teachers if every technical term were
explained, yet on the other hand many teachers of English are not native
speakers and may not have had the benefit of recent training in TEFL. As
Colemnan (1985) reminds us, ‘the difficulties which the non native speaker
teacher of English has to struggle with are frequently underestimated by the
writers of ELIT” materials and by writers on ELT) The following short extract
from the teacher’s book for The Sourcebook Pre-intermediate (Shepherd and
Cox 1991) gives an example of the complexity of language that can be used in
teachers’ books:

GRAMMAR FUNCTIONS

Notes on presentation

in The Sourcebook Functions appears as the first section of the
Grammar part. The aim of the presentations in Grammar is to separate
and analyse the parts that make up language, and Functions, like Nouns
or Verbs, analyses and gives practice in selected areas of language, in this
case 10 functional areas, such as ‘apologising’ and ‘inviting’.

A main principle of our approach here is that teachers’ books should meet the
needs of their users as fully as possible and should be as flexible as possible.
Teachers’ books should of course whenever possible be pitched appropriately
to the level of the users. If they are addressed potentially to a wide range of
users, then the needs of the less I\nowledgeable and confident should not be

neglected,

Turning now to more detailed aspects of teachers’ books, and in particular to
how individual units and items are handled in the teacher’s book, we need to
check that there are stated objectives for each unit and that sufficiently detailed
information is given about language items to be taught. Details of predictable
probleis that learners may encounter are also very helpful.

A good example of a straightforward but sufficiently detailed explanation of
the meaning of a grammar item can be found in connection with the present
perfect in Bridge Plus One Teacher’s Manual (Molteno Project 1987), a course
for primary English in South Africa:

The perfect tense of a verb means an action which was done at a time

before writing or speaking the sentence in which it stands, and the results of
the action are still effective (present) at the time of writing or speaking.

The strength of such an explanation lies in 1ts simplicity, clarity and
intelligibility. ,
Teachers may appreciate some cncouragement when dealing with potendally

difficult items like the present perfect, and the teacher’s book for Headway -
Intermediate (Soars, J. and L., 1986) offers this supportive comment:

This use presents problems, as the rule is intangible {...] Do not expect
rapid mastery. Students can get very frustrated in thelr attempts to grapple

with this ares,
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Chapter 9 Teachers’ books

Teachers will expect a teacher’s book to provide suggestions for the planning
and teaching of lessons. They will seek guidance in what to do and how to do
it. We should therefore check that the teacher’s book provides suggested
procedures for the planning, preparation and teaching of lessons. Itis also
important that attention is given to the sequencing and progression of lessons
and the planning of schemes of work,

Sorme teachers’ books provide a very detailed lesson plan for each unitof .
material, in some cases even going so far as to specify every activity, including
the language to be used by the teacher in class. Further support may be
provided by spelling out just what materials and aids are required, sornetimes,
for example, showing exactly what flashcards, board drawings, etc should look
like, Other teachers’ books simply provide a small number of sample lesson
plans that cover different kinds of activity in the coursebook. In this case it is
feft to teachers themselves to construct analogous plans for the remaining
units. Finally, some teachers’ books provide no lesson plans as such, but
outline ways of using the different kinds of activity included in the material.

The way guidance is presented in the teacher’s book is also important. Are the
different sections clear, and can coursebook units be related easily to their
corresponding sections in the teacher’s book? This can be helped through
cross-referencing by page number and by clear page layout. An increasingly -
popular format is to interieave the pages of the teacher’s book into the
student’s book: The result of this is that the pages of the student’s book and -
the teacher’s book always appear next to each other, so that the teacher does
not have to fumble about with two separate books at the same time.

An intrinsic part of language teaching concerns evaluating and responding to

R PR

Eﬁ: the language that students produce, Correction techniques are very important,
o and handied sensitively by the teacher, correction can contribute greatly to

? effective learning, As we saw earlier, 2 major role for the teacher is that of

"_" monitor, a role that coursebooks cannot fill well. However, teachers’ books can
g’? give useful advice on the use of correction techniques and can also provide

5 keys to exercises for the benefit of teachers who are not entirely confident of

; 5 their English, Keys can also give suggested or specimen answers in the case of
3 open-ended tasks where there is no ‘correct’ answer.

)

4
3

Teachers’ books can also offer regular tests which can be used to give students
feedback on their progress, and also to give teachers information on which
areas of language need to be revised and have yet to be consolidated.

;;ﬂ Learner motivation is a major factor in success in language learning and
= teachers’ books can help by providing advice on including sufficient variety of

activity in lessons, on using topics of real interest to the learners, on adapting
or extending coursebook exercises to match the level and ability of the learners
and on being prepared to make quick changes of plan if their interest seems 1o
be flagging. Some extra ‘contingency’ actvities for each unit, which teachers
can draw on if necessary, form a valuable addition to the contents of 2
teacher’s book. They can save a lesson that is losing momentum as well as
providing teachers with & welcome additional sense of security.
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One suggestion for future teachers’ books, as I have not found it included in

any of those I surveyed, is that a blank space should be left at the end of each

section or unit, for noting down any additional ideas that have come up whilst

planning or teaching the lesson. Evaluative comments on léssons taught could

also be noted down there, particularly if the comments related to ways of using

'J the material, so that they could be reviewed the next time the same unit was
taught.

?{\% ‘ # Checklist for teachers’ books

How comprehensive and flexible is the teacher's book?
Is it written so as to be comprehensible to less experienced teachers?
Is it suitable for native and nén-native speaker teachers?
Is the underlying approach of the writers expressed clearly and explicitly, or does it have
to be inferred? )
Does the teacher’s book provide enough detailed information on the [anguage items to
be taught?
Does the teacher’s book give enough guidance on the teaching procedures advocated?
Is there enough cultural explanation 1o enable teachers unfamiliar with, for example,
British lifestyles to interpret and exploit appropriately the situations portrayed in the
coursebook?
How prescriptive is the guidance provided (bearing in mind-that a moderately
prescripiive approach may be appropriate when teacher expectations require it)?
Are there clear objectives for each unitdesson?
Are new language items explained intelligibly in terms of their form and meaning/use?
Are there outtine plans far each unitlesson?
Are teaching pracedures clearly explained?
Are learning difficulties predicted and appropriate advzce given? -
How detailed is the information and advice given?
Is the same detail given for every unit, or anly for sample units?
Can the contents of the teacher's book be related easﬂy to the relevant sections of the
student’s book?
Is advice given on infermal monitoring of students and on using CDI’E’ECUOD techniques?
Are keys to exerdises and other activities provided?
Are there regular progress tests and advice on when and how to use them, and how to
follow them up?
Does the teacher's book make a positive contribution to heightening and sustaining -
learner motivation? '
Are teachers encouraged to note down their own ideas in the teacher's book?
Ave there any guidelines for evaluating how well lessons went?
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Chapter 10 Communicative coursebooks,

1 Aims of communicative language teaching

Coramunicative language teaching has become the accepted orthodoxy of
TEFL over the past ten years or more, and many, but not all, general courses
refer to communicative goals, communicative practice or communicative
methodology. Blueprint One (Abbs and Freebairn 1990), for example,
highlights the students’ need to cornmunicate effectively: ‘Students need to
know that the language they are going to learn will enable them to
communicate their needs, ideas and opinions. Motivation ... comes from
knowing that language activities in the classroom are at all times meaningful
and aimed at real-life communication. The New Cambridge Enghsh Course
(Swan and Walter 1990) recomimends that ‘language practice should resemble
real-life communication, with genuine exchange of information and opinions’,
whilst Formula One (White and Williams 1989) aims at ‘providing ... an ability
10 use the language for communicative purposes’ and Grapevine (Viney, P and
K. 1990) gives as one of jts first principles ‘an emphasis on communicative

goals’.

T B e i

%

%El\ Flying Colours (Garton-Sprenger and Greenall 1991) gives ‘communicative
e Ly ,

,{E aims’ for all of its lessons and these are expressed as a mixture of

S-S:”-" communicative activities and language functions in terms such as the

S following:

B

% Giving instructions

§§§ Describing a sequence of actions

% Critcising

'é;] Expressing obligation.

F:: » . . -

%ﬁ Headway Intermediate (Soars, J. and L. 1986) in its teacher’s book outlines
s usefully what in its view communicative methodology amounts to:

Headway incorporates and encourages what'is generally considered to be a
conumunicative methodology:
— Students are challenged cognitively,
—They are involved in the learning process. )
— They are asked to contribute their own opinions,. experiences and
feelings. o .
_ They take part in real or realistic activities.
— They are encouraged to work closely with peers.
.. They are encouraged to assume a certain responsibility for their own
- learning, and to develop learning skills.
— The teacher adapts differing roles (informer, monitor, resource consultant)
according to the stage of the lesson.

e
s v

e R

Richards and Rodgers (1986) consider communicative language teaching to
be (in their terminology) an approach rather than a method. The distinction
that they are mdking is that there is no one accepted methodology for
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2 Communicalive courseboaks design and content

comumnunicative language teaching: it can be carried out in different ways, and
its breadth and comprehensive nature make it bigger in scope than other
approaches and methods: “There is no single text or authority on it, nor any
single model that is universally accepted as authoritative.” Its aims, according
to Richards and Rodgers, are twofold: ‘to make communicative competence
the goal of language teaching and to develop procedures for the teaching of
the four language skills that acknowledge the interdependence of language and
communication.’

Its theoretical base, again according to Richards and Rodgers, includes these
characteristics:

1. Language is a system for the expression of meaning.

2. The primary function of language is for interaction and communication,

3. The structure of langnage reflects its functional and communicative uses.

4. The primary units of language are not merely its grammatical and
structural features, but categories of functional and communicative
meaning as exemplified in discourse,

Communicative coursebooks: design and content

Realizing some of these theoretical principles int course materials is not
necessarily an eagy thing to do, particularly when there are other competing
criteria that have to be taken into account, such as giving a thorough, well-
graded grounding in grammar. Moreover, as we have seen, course materials of
different kinds can be communicative in different ways. A general coursebook
can include interactions that display some features of real-life communication,
a book of roleplays can set up realistic situations in which learners can
communicate; material focusing on the written language can set up realistic
activities involving reading and writing, All of these can be regarded as
communicative to a greater or lesser extent.

It is an open guestion to what extent coursebooks can include real
commurmicative activities, but at most levels it is possible to include realistic
activities, often based on contrived information gaps of various kinds, which
involve, at the least, language use which is communicative in the context of the
classroom. Examples of these are jigsaw reading and jigsaw listening, which
are useful activities for promoting communicative language use, but are not
based on commonly occurring real-life communication situations.

When evaluating such activities, we must consider to what extent the skills and
strategies learned and practised are wansferable to the real world. In general,
the greater the potential for transfer, the more valuable the activity. So, for
examnple, jigsaw listening and reading could be seen as useful preparation for
real-life situations in which individuals needed to share partial information on
a subject with others who had different information, in order to pool
knowledge and form a more complete picture of the subject in question.

Littlewood (1981) distinguishes helpfully between guasi-communicative
activities, functional communication activities, and social interaction activities,
each being a stage more communicative than the one before it. Significanily, it
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gl’ Chapter 10 Communicative coursebooks
i is at the level of social interaction that complex factors, such as the structuring
;; of discourse and the strategic planning of communication, come into play and
& demonstrate the importance of preparing learness for the active and dynamic
A process of participating in the creation of genuine discourse. Flow far removed
% this is from participating in predetermined coursebook dialogues is not always
%3 recognized, and the additional skills required to operate effectively are often
g}j overlooked, perhaps understandably, as they are only sketchily described and
i understood at the present state of our knowledge. We will look at this
% important area in more detail later In this chapter.
ES? A more rigorous approach 1o evaluating materials in terms of their
@ contribution to communicative language teaching would be to analyse in all
g‘% their complexity the sorts of real-life interactions that students would be
B cxpected to participate in and match them against the models and practice
f}f, activities incorporated in the materials. One of the main problemns that
%‘g’- coursebook writers encounter in attempting to replicate genuine

2 communication is its intrinsic unpredictability and relative complexity.

Transactional interactions such as service encounters are predictable 1o a
certain degree in their unmarked forms, but even here the precise route taken
by any one interaction cannot be predicted accurately. Indeed if it could be
predicted totally, there would be no need for the interaction to take place,
except possibly for phatic purposes, as the participants would know the
sutcome before it had even begun. Consequently we must regard
unpredictability as an inherent characteristic of communicative interaction and
look at how coursebooks equip learners to handle i, both productively and
receptively.
The structure of interactons of 2 transactional nature has been shown to be
rather more complex than coursebooks would lead us to believe. For example,
* simple question-and-answer sequences, which are commonplace in
coursebooks, rarely take place in reality, Even straightforward transactionat
interactions include openers, pre-closers, hesitations and insertion sequences,
which are rarely found in coursebook dialogues. We will review some research
evidence on this later in this chapter.

Checklist for communicative coursebooks: design and
content

Does the coursebook claim to be communicative in its aims? -

Are specific communicative aims or abjectives indicated, elther generally or In
connection with individual units? '

Is the syllabus of the coursebook primarily communicative (eg by using communicative
activities, functions, etc as its primary units)?

is there reference to communicative methodology?

Is ihere evidence that the design of the coursebook is influenced by communicative
considerations {eg emphasis given to communicative activities, use of authentic
rmaterials and realistic tasks)?

i communicative activities are used as learning material, are they real, in terms of the
real world, or realistic, ie communicative in the classroom situation only?

Do reafistic activities promote the learning of communicative skills and strategies which
are transferable to real-life communication?

o
v
[+

oo o oo
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3 The element of unprediciability: case study .

3 The element of unpredictability: case study

As coursebooks are written products, designed and produced in advance of
their use, it is extremely difficult to inject the crucial element of unpredictability
into the interactions that they contain. More sophisticated technologies, such
as interactive video, may be better equipped to handle this aspect of langnage
use, and it will be interesting in the future to observe how their potential is
exploited by materials writers and designers. Some early steps have already
been taken, but there is probably much scope for further development.

At present, however, the vast majority of learners and teachers do not have access

- to either the hardware or software necessary, and we must still rely on the course-
;3;: book as our main source of material. In this area teachers do seem to have an

even more important role to play than usual in ensuring that classroom inter-

actions are not unnecessarily stereotyped and predictable. Let us see how course-

E;j . books can help to achieve this through providing communicative exercises and
activities, focusing on spoken interaction, an area where handling unpredict-

. ability is particularly important, as real-ime constraints come into play and

*? learners have to understand and respond in a matter of seconds.

Straight dialogues for listening and repetition are becoming rarer in coursebooks,
but they are still found, either in the form shown in the example below from
Grapewine 1 (Viney, P, and K. 1990), or in strip cartoon form. In either case
individual dialogues may stand alone or may form part of an on-going story,
as in the case of the example from Grapewine:

Tlacey Whet's the thae'
Lasckerr Eiewen thirey,
Sty Thep'm late, .
Ezambert Yosh. ..arwteenly,
seaey Liwten. . whersthn?
Lasebert J'sa cer. 1sii thelrear?
sty Yesh ik, Comepa,.

Suarey Hil

Ut Mem 1L Whens e plcterc?
The Bcassa,

Bt dea Yesh. pead, the Picamsn, Whereds T

Suecey Wy inthe brisfoese, Where a1 the discianh?

Ert Maa They're lntbe bag.

Stecey Whene s lbe beg?

Jaf Mz Webrogrear,

Stmep
mm.} Getic bagf

From Grapevine 1, Vingy, P. and K, {(QUP 1 990)

: Students are expected to listen and understand, to do some selective
: R ) repetition, to read the dialogue silently and to read it in pairs. At a later stage,
:}g . the dialogue forms the basis for a.roleplay activity, where the content of the.

; . ' ) ' 119 E
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Chapter 10 Communicative coursebooks

dialogue is recreated from memory. It will be seen that, although this is sound
language practice, there is very little that could be called communicative if we
inchude unpredictability as a central feature of cornmunicative interaction,
since the dialogue is entirely predetermined, and the student activities are
eqgually preordained,

A rather different activity, also from Grapevine 1, shows how a limited but
f unpredictability can be introduced into ‘oral work by

genuine element 0
having students ask and answer questions about their own likes and dislikes:

1 Ask another student questions. -

A Do you like football?
B Yes, I do. ! No, Idon’t.

Put a tick [/} for yes, and a cross ¥ ] forno.

1 Work with a different student.

A Does she like football?

B Yes, she does. | No. she doesn’t. .
 Talk absout the answers in 1 above,

3 Work with the same student.

A Which sports do you like?
B 1like football and tennis. I don't like swinuming.

Ask and answer.

4 Work with a different student.

A Which sports does he like?

B He likes football and tennis. He doesn’t like
swimming.

Talk about the answers in 3 above.

I ]

From Grapevine 1, Viney, P. and K. (OUP 1990)

As the level is still elementary, Wo would not expect to sce a high level of
unpredictability, but just enough to make the interaction meaningful and to
start to give students the experience of coping with language use that is open-
ended, - o . .
The example on p 121 from The New Cambridge English Gourse 1 (Swan and
Walter 1990) shows a progression from a set dialogue in Exercise 2 through a
gapped dialogue in Exercise 3 (with a complete version on casseite) to
Exercise 4, consisting of instructions to students to make up similar
conversations based on the earlier dialogues. Only Exercise 4 has an glement
of unpredictability, as the other Two exercises are made up of pre-written
dialogues. Such a progression is useful, as it leads learners on from predictable
and invariable models of dialogues to situations where the content and

direction of the interaction are not entirely predetermined.
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3 The element of unpredictability: case study

§ e

5C Where’s the nearest post office?

L Asking for and giving direclions. l

T pue the words with the correct pictures.

phone box
police station

supermarket
car park

bank
bus stop

post office
station

2 Listen and practise these dialogues,

A Excuse me. Where's the nzarest post office, pleasa?

~
a: I's over there on the [ dght ™ >/ Tefi,
[Fght_ "are Tefi |

Al OR, thank you vsry much.
n: Not at all,
* - -
A: Excuse me, Where's ihe nearest bank, please?
B! i'm sorry, | don't kaow.
Al Thank you anyway.

3 Complete these dialogues and practise
them,

At . rreoerisresery soim e L manager's office,

by the reception desk.

Ai . the toilers,

B Make up similar conversations in pairs and
practise them. You are: a person who lives in your
town and a foreign tourist; or a visitor ta your
school aad a student; or a visitor 1o the planet Mars

and a Martian.

Learn: there; over there; right; left; on the rightiefi;
Thank you anyway; Not at all; by; upstairs;
downstalrs.

Learn four or mors: phone box; supermarket;
bank; post office; police; police statlon; car park;
bus stop; station.

26

From The New Cambridge English Course 7, Swan and Walter (CUP 1930}
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Chapter 10 Gommunicative coursebooks

Substitution dialogues have a long history, and, while not truly
comnmunicative, can still be useful at the quasi-communicative stage, where the
building blocks of communicative interaction are being learned. This example
from Formula One (White and Williams 1989) is typical:

: Whﬂ ikt wow g0
% fiding yesterdoy? / ( Because Ldon’t ke horses.
Exercise 3

2 Practise the dialogue with a paztner. Use the

= substirations below.

& .

§:' A: Why didn't you go (1) riding yesterday?

gj B: Because I don't like (2) horses.

£ A: Why don’tyou %ike (2) horses?

i B: Because (3) they're very big,

8 A: Oh,Isee.

S 1 2 3

gxl riding boats they're very steep

_?i skiing mountains he's very noisy

& sailing Wagner they frighten me

¥ tothe cinema  horses they're crowded

% tothe opera  hoiror films it's cold .

= climbing swimming pools  they goup and down

ﬁ swimmmg ~ S0ow . they're very big

From Formula One, White and Williams (Macmillan 1989)

It is interesting in one respect because, paradoxically, it incorporates
significant elements of unpredictability {for example, student B’s response in
line 2 of the dialogue will depend on what student A says in line 1, and cannot
be formulated in advance) without being genuinely communicative, because

hray

¢

é::

= the students are not necessarily saying things which are true for them. Rather
g:z they are doing a sort of elaborate substtution table.

3 The example on p 123 from Flying Golours 2 (Garton-Sprenger and Greenall

e
DA

1991) shows how controlled interactions can also be genuinely
communicative, as here smdents are encouraged to talk about their own

experiences,

However, the structure of the conversations.shown is very simple and; except
in Bxercise 8, the quick unpredictable responses ¢haracteristic of real
conversations are not practised.

a0
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3 The ea‘em;;i;f;z-;r;r;c}z.'cra:bflit:y-:“ca;e swd};

£» Work in pairs, Ask and say what you have done.

. the Pompidou Centre  Venezuela Spain

seen...? Coming Home the Arctic
gj Haveyou read...? Lovein the Tinie of Cholera Mexico
o beento.,.? Klute Amtarctica the LloydsBuilding

One Hundred Years of Solitude  Paris

@ Ask your partner about other books, films, places and buildings.

A Have you read The Name of the Rose?
B No, [ haven’t read it yet, but I've seen the film,

A Have you ever been to Hong Kong?
B Yes, L have, It's a very exciting place.

A Have you seen the Parthenon?
B No, I've never been to Greece,

@ Ask other students about their expericnces and note down their
answers. :
54
2 Haveyouever...?
lived abroad . worked in a bar or a restaurant
o been 10 another continent  used a computer
e been in 2 play or a film played in a band or an orchestra
written a poemorastory  beenonTV
- won a prize _ flown a plane
¢ worked in a shop ridden a horse
. {) Write sentences using the information you have collected.
% . .
‘5’3 Panls has worked ir a bar, but he hasn't worked in a restaurant.
. Cristina has been b Australia, but she's neser lived abroud.
& No one. has ever Hown o plane.
”i! From Flying Cofours 2, Garton-Sprenger and Greenall {Heinemann 1997)
£
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Chapter 10 Communicative coursebooks

An interesting model of a simple simulation which injects unpredictability into ’
the interaction is this, from Blueprint One (Abbs and Freebairn 1990):

= 7 WRITING i
2 Imagine that you lose a valuable ,
% possession, e.g. a ring, a watch, or an ’ }
S—.E address book. Write a form like the one : o
bR ) below on to a piece of paper. )

LOST - ‘ ,
item{s); A_waktch o
Description: Gold j wikth o black strap _

Where left or lost: In_sSoewts cendre ]
When: On_Mondaoy 21st Januarsa . i

8 ROLEPLAY 1

Distribute the ‘forms’ around the class so - -
that nobody knows whose they have got.
. In turn, say what you have found. The : {
owner must prove that it belongs to him/ ) !
her by-answering your questions '
correctly, Use the gquestions from Exercise )
6 to help you. “

A: I've found a watch, Whose is it?
B: Ithinkit’ s mine.
Ar What. !
o d
Al O K It's yours./No, it isn't yours.

=2 A

From Biueprint One, Abbs and Freebairn (Longman 1890)

TR

Here, although the ‘lost’ items.in Exefcise 7 are imaginary, they are made up ) )

‘é? by the students themselves, probably based on objects that they do own, and
f‘ﬁ therefore will have more reality to the students than items imposed by the : .
ﬁg coursebook. Tt is yet another example of an activity which, like the others that !\

we have already seen, incorporates some aspects of genuine communicative
interaction, but not all of them. Perhaps this is as much as we can expect a g
coursehook to do, as there will always be'a ;ump to be made from the learmng N
situgton to the real world outside.

ki

W

One useful way of making the coursebook activity closer to real life is to :
replace the dialogue with a set of instructions which, if followed, will allow two 5
or more students working together to create a conversation. Here they are told
what to say, but not how to say it. So the activity is not wholly communicative, I
as the students are saying what they have been told to say and not what they 3
thernselves have decided to say. But it is very valuable practice in the creation
of spoken discourse and brings into play factors such as strategic planning of |
communication, the structuring of longer setches of discourse and the co-
operative element necessary for the effective exchange of meaning and the

understanding of speakers’ intentions, _ .
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In the example below from Discoveries 2 (Abbs and Freebairn 1986), students
have to formulate their own language but the meaning of each turn is known
to both spcakers in advance. Therefore the discourse-creation element is
limited to the level of language form, eg using suitable linking and reference
devices, as the answers to the questions asked are already known and can be
jearned by simply looking at the instructions for the next turn.

Roleplay

You want to go and see a horror film with a friend.
Use the guide to act out the conversation with one
of your parents.

YOU PARENT

"4 Ask permission to see a

i horror film,
Mol S| Refuse perm:sswn.

7 Ask permission to see T ————"
|| another film which is

1 on in town, N
s GIVE permission and ask
what tzme the film starts.
| Say what time the film T
i starts. ; N
I Tell him/her o come
i straight home S
I afterwards and say -
1 he/she must be back by
| ten ociock )
|Explain that the filmdoesn’t| ™
*{| finish unti} 10.15. :
S| Give or refuse permassmn
it as you wish,

B e e T TP e e v

From Discoveries 2, Abbs and Freebairn (Longman 1986)

The element of unpredictability, though not the opportunity for students to
say what they want, is built in to the cue cards activity from Cambridge
Advanced English (Jones 1991} that we looked at in Chapter 6 (p 69) by the
simple expedient of separating out the instructions to the different students
participating, and putting them on different pages in the back of the book.
Each student only looks at his/her own set of instructions and therefore cannot
see what the others are going to say. In this way good practice is given in both
expressing oneself and responding quickly and effectively to what others say,
whilst providing the framework for a fairly controlled interaction.

125
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Ghapter 10 Commeunicative coursebooks

4 Coursebook language and real-life lJanguage use

As coursebooks exist to prepare learners to use English independently in the
real world, it is justifiable to compare the models of language use that they
provide with samples of real-life language use in so far as they can be obtained.
A very interesting study in this area of research has been reported by Scotton
and Bernsten (1988) who undertook some empirical work specifically to see if |
conrsebook dialogues were representative of real-life Janguage use in two :
common interaction situations; asking the way in the street and making requests
in service encounters at a post office and at a university information desk.

Naturally occurring conversations were recorded and analysed and then
compared with typical corresponding coursebook dialogues. It was found that,
within the same situation type, the overall discourse stracture was remarkably
similar in all instances of conversations recorded, but that there was variation
of semantic content and lexical choices. The striking findings of the research,
however, were that the structure of naturally-occurring conversation was #ot
reflected in the coursebook dialogues that were studied. Two contrasting
examples from the research will illustrate this point. The first is a dialogue
from an American coursebook, Notion by Notion (Ferreira 1981), and the
second is a natural conversation recorded at Michigan State University.

Coursebook dialogue
S1: Excuse.me, how can I get to the post office from here?
S2: Cross University Avenue. Turn right. Walk straight ahead along
University Avenue for three blocks. Turn left at Church Street. Walk south
for two blocks. Turn left at Avenue. ‘The post office is the big building on
the corner of Bridge Avenue and Church Street.-
S1: Thank you for your help.

R

o
\

A

o

gi

g Natural conversation

& S1: How do I get to the Vet Clinic?

$2: Oh, my God. It’s far, but, um. It’s on, it’s Shaw Lane is right, if you
keep going up here yow'lt hit Shaw Lane and it’s going that way. Butgo a
Jittle bit more and then cross the parking lot and it goes that way.

S1: Um ham. ’

S2: And then cross the road and just follow the sidewalk all the way dowr.
1f you keep following it you'll see a sign that says Vet Clinic. But go all the
way down there and cross the road and just follow the sidewalk down.
S1: Okay. : -

S2: Okay? . .

S1: Thanks a lot.

] As can be seen, the real conversation is much less ‘well formed’ in that it

3 ) contains hesitations, fillers and incomplete sentences. All these features are of

fh course typical of spoken language produced by native speakers. It is also

: significant that in the study 96 per cent of responses to the request for directions
did not begin by actually giving directions, but started with an opener of some
kind, like the one in the example above. This opener then finished with a
‘readiness marker’ indicating that the directions themselves were about to begin.
This usually took the form of a pause or a filler, such as um or OK.

R R T T
i e
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5 The organization of conversation

The form of the diréctions themselves is predictable but shows more variation
ﬁj in type than in coursebook dialogues, The preferred choice is the bald
imperative, but over 74 per cent of speakers used more than one type and over
51 per cent used three or more types. These included you -+ verb (eg you go),
" you + auxiliary + main verb (eg you want to go up this streef) and indirect types
j such as The best way to go would be 1o ..,

Although they would not use exactly the kind of natural conversation that we
5‘% have just seen, in this context coursebooks should equip learners to
¥ understand a wider range of ways of giving directions than is found in average
dialogues. In addition the rescarch suggests that learners will need more

o _ langnage to request directions than simply an initial request and a final thank

&Y you. This is because the direction-givers required confirmation that their
directions were being understood and asked orientation checkers requiring

g yesfno answers or longer responses within the body of the conversation.

& The implications for learners include the following:

” o they need to recognize markers which distinguish the central parts of the

gf] interaction from the peripheral parts, such as openers, pre-closers, etc
e they need to be able to edit out fillers, pauses, etc

" o they need to recognize and understand a fairly wide range of structures (not

i just imperatives)
i s they need to interact with the interlocutor throughout the exchange,
responding to confirmation and corientation checkers,

513 The more general implication for evaluating coursebooks is that we cannot
afford to lose sight of real-life language use, and even if we do not have
research results to guide us, we can at least make use of our own observations
to judge whether coursebook material provides a good model for equipping )
learners to communicate effectively.

5 The organization of conversation
3 : The research evidence that we have looked at above highlights some of the

features of natural conversations that are not always reproduced in
coursebooks, A number of other features of conversations which have been
identified by research in conversational analysis (CA) are worth considering in
relation to the models given in coursebooks.

. One of the basic units of conversation is the furn and turn-taking is an essential
i;;g skill for anyone who wants to take partin conversation. The fact that turn-taking
" occurs with split-second timing between two or more people illustrates the
collaborative nature of conversation and suggests that there are rules and
conventions for turn-taking which are shared by all members of a speech
comrauunity.

"The conventions are not yet fully understood, but some significant features
b have been identified which are relevant to language teaching. First, there are
certain points in a conversation (perhaps at the end of a main clause) where
other speakers can come in and where the current speaker is most vulnerable

%‘ to interruption, Second, where interruption does occur, the current speaker
[ -
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Chapter 10 Communicative coursebooks

has the right to nominate who speaks next. Third, he or she can do this by
using a combination of linguistic, paralinguistic and kinesic cues, such as
addressing the nominated speaker by name, or by the use of eye contact.
Coursebooks interested in equipping learners communicatively could provide
models of and practice in turn-taking and interruption techniques. This could
include identifying places where the next speaker can come in, whether
nominated or not, learning ways of nominating the next speaker, and learning
snitable formulae for interrupting. The real-time constraints inherent in turn-
1aking have alreadly been discussed eatlier in this chapter. '

A further way of helping learners to perceive the patterns of conversation
organization is to focus on adjacency pairs — paired utterances such as
question—answer, offer-acceptance, request-compliance. Such adjacency pairs
seem to be a fundamental unit of conversation organization. Practice with
typical adjacency pairs in short realistic dialogues will help learniers in
prediction skills and develop their ability to respond in real time. Coursebooks
do include adjacency pairs in their dialogues and conversations, but as always
we should look carefully to see how well they reflect natural conversations.

It is an oversimplification to suggest that conversations are just made up of
sequences of adjacency pairs, but they are useful building blocks for learning
conversational skills. A rather more complex structure is produced when
framing occurs. In this case insertion sequences, usually adjacency pairs
themnselves, are placed between the first and second part of an adjacency pair,

as in this example:

A: Where did you get this wine from?
B: Do you like it?
[A: 1 expect it was expensive,
B: Not at alll
A Yes it’s good.
B: Well, it was only from the supermarket on the corner, .

As we can see, there are two insertions here, making it a little more complex,

but more real than the majority of coursebook dialogues. Students should have
) : fittle difficulty in handling such multiple insertion sequences at intermediate or

advanced levels, as they are likely to occur in their mother tongues and transfer

will be straightforward.

A final aspect-of conversation organization that we might consider is that of
preferred sequences. In the context of requesting or getting others to do
something, the preferred sequence in English is for A to elicit an offer from B,
rather than for A to make a direct request to B. The following is an example of

a preferred sequence:

C: Hello, I was just ringing up t0 ask if you were going t¢ Bertrand’s party.
R: Yes, I thought you might be.

C: Heh heh.

R; Yes, would you like a lift?

C: Oh I’d love one. _

R: Right okay um 'l pick you up from there.

(Levinson 1983 p 359)
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5 Tke ozgamzazwn of conversation

In this context, we might look for teaching material which equips learners to
elicit an offer as a first strategy when trying to get another person to do
something, and only to make a request if the attempt fails.

In materials for developing commmunicative abilities in spoken English, we
should above all be locking for an awareness that interactions are collaborative
activities involving two or more people competing for the floor and negotiating
meaning. The discourse is dynamic, being created by the speakers and
developmg sequentially in time. Therefore it is subject to real-time constraints,
is relatively unpredictable and is certainly not a pre-determined series of
perfectly formed sentences.

Some interesting comments on ﬂuency based on the results of empirical
studies by Sajvaara and Lehtonen (1978) emphasize the importance of the
aspects of interactions that we have just looked at: ‘It is not the good language
competence that is an indicator of fluency, but the perception of the hearer,
what sort of attitudes various elements in a speaker’s performance trigger in
the hearer.” On the basis of the study, grammatically correct sentences do not
constitute fluency: native speakers who produced more examples of false
starts, incomplete sentences, rephrasings, etc than foreign speakers were
nevertheless perceived to speak more fluently than the foreign speakers whose
language was well formed and grammatically correct.

Checklist for communicative interactions

[1 What elements of genuine communication are present:
unpredictabifity
opportunities ta express real information, feelings, opinions, etc
opportunities for learners to structure their own discourse
need to formulate and use communication strategies
— emphasts on co-operation between speakers in communicative interaction?
£ At the appropriate level, does the coursebook include miaterial that reflects the nature
of communicative interaction, in respect of:
~ structure of discourse in interactions (including openefs confirmation checkers, pre-
closers, etc}
- complexity of structure
— range of appropriate lexis )
- features such as fillers and incomplete sertences -
— roles of speakers in interactions? -
Does the material help learners in the skili of turn-taking in conversations?
Are adjacency pairs Included in presentation and practsce material? If so, are there
examples of framing (insertion sequences)?
Are there examples of preferred sequences {eq eliciting an offer rather than making a
direct request)?
Is any other help gwen with the organization and structuring of conversations or other
spoken interactions?

1
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Chupter 10 Comtiunicative coursebooks

6 Style and appropriacy

Iearners need to develop a sensitivity to stylistic variation in order to
participate effectively in spoken interactions. The range of variation docs not
have to be as wide as that of a native speaker, but there should be an awareness
of and a sensitivity to differences between informal, neutral and formal styles
of speech. This awareness and sensitivity should be linked to a recognition of
the types of speech situation where different levels of formality are
appropriate. As we saw when considering style and appropriacy in Chapter 4,
the concept of communicative competence includes the ability to perceive the
social situations in which language is being used and select and use the style
(formal, informal, ¢tc) appropriate to each particular situation. Matching style
1o situation is important, particularly as the choice of the wrong style (eg
informal style in a formal business meeting ox formal style in a family
situation) can send the wrong message and cause offence. '

Learners will already use different degrees of formality in their own languages,
so there is a foundation 1o build on, and coursebooks can help enormously by
presenting examples of different styles in English in their appropriate contexts
and identifying some of the main characteristics of formal and informal
English. Once learners reach intermediate level there is scope for them to
become gradually sensitized to stylistic variation and equipped both to
recognize and produce a moderate range of different stylistic features, linked
to situations in which they would be used. _

At a more advanced level, students should be helped as far as possible to
internalize some of the underlying principles which determine where a
particular utterance lies on a formality scale. This will give learners a fuller
understanding of the use of stylistic variation than just learning some set
phrases, and will ultimately allow them to vary quite substantally in terms of

style the language that they use in different kinds of interactions.
The most important variables that come into play in the speech situation are:

o the physical context (setting)
e the social roles of the participants i that context
o the goals of the participants (the purpose of the interaction).

If we take the example of making requests, or, t0 give a broader definition,
getting others to do things, we see that thé utterantces used will vary on a
sliding scale along at least two axes, The first axis is that of relative social roles
in the context of the interaction: the greater the, social distance, the more _
formal the style. The second axis concerns the speaker’s goal, in this case
whether the speaker is trying to get the other person to perform a small task or -
a large task. Leech (1983) refers to this as the cost—benefit scale. The greater

the cost to the other person, the more formal (polite) is the style of the

speaker.
If 2 coursebook presents a number of examples which can be used to make
requests and grades them on a ‘politeness scale’ with, at one extreme, Shut the

door, and, at the other, Could you posstbly shut the door, please, this will be of
-some help to learners. However, such a presentation gives isolated exponents
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of a particular function, without a context and without a principled
explanation of why one is more polite than another. Two more things can be
done,. First, the examples need to be integrated into a realistic piece of
discourse, stich as a dialogue which will both provide context in terms of social
roles, goals, etc and will demonstrate the examples in use within the
B collaborative framework of the dialogue. Second, in order to be abie to
generate appropriately formulated requests rather than simply repeat phrases
learned parrot fashion, students need to understand why some utterances are
LE ) more polite or formal than others.

In the case of making requests, this can be éxplained relatvely
straightforwardly in terms of the speaker giving the hearer the opportunity to

= . refuse without giving offence or losing face. This can best be done by claiming
that it is not possible to accede to the request, ie that the hearer is unable rather

o : than unwilling to agree. So, an indirect request which questions the hearer’s

& : ability (rather than willingness) to comply is considered more polite. In this
exchange:

b A: Would you be able to give me a lift to the party tonight?

1 T B: Pm awfully sorry but I can’t because Ive already got a car-full.

A gives B the opportunity to refuse, on the grounds that he or she is unable to
do it, through the way in which the request is formulated. An alternative
requlest in & more direct (informal) style, such as Please give me a lift to the
party tonight or Do give me a Ift to the party tonight is more difficult to refuse
politely, but of course if the participants in the interaction are already well
acquainted, a more direct refusal such as Sorry, not toright will not necessarily
cause offence. The concept of eptionality, how easy the speaker makes it for
the other person to refuse, should not be a difficult one for learners to grasp
and may well be directly transferable from their own languages. In any case it
is simpler than many grammatical concepts. :

:;’?] - Coursebooks which have a communicative aim can be expected to give some
' attention to matters of style and we should check if they do so.

& Checklist for style and appropriacy

Is there material for sensitizing learners to different levels of formality?

If so, are the examples presented sufficiently contextualized?

Is the level of formality related to the setting, social roles of the participants and their
communicative goals? . L

Is practice given in using different levels of formality in different situations?

Are learners led towards an understanding of why some forms in English are more

) - formal than others?

Wi ) Are any other aspedts of style othar than formality/informality included (eg register — the
i : fanguage used within a particular activity or occupation)?

O 0o ogo
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Chapter 11 ESP materials
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Teaching materials for English for Specific Purposes (BSP) tend to be viewed
as distinct and separate from general coursebooks. This may be because of the
emphasis on content and the unfamiliarity of the content to many teachers.
There are also differences in the roles of teachers and learners and in the
design of the materials. For these reasons, we need to keep some additional
considerations in mind when selecting ESP materials.

Characteristics of ESI® materials

To those who are uninitiated into the rather esoteric world of ESP, the
approach and materials can seem unfamiliar and inaccessible. However, this is
a misleading impression probably created by the specialized and often

_ technical nature of the subject content in ESP books. The range of ESP books

on the market is large and covers many disciplines and occupations from
medicine to banking, from physics to tourism and frorn law to aviaton. The
three areas best catered for by published material in Britain are English for
business, English for science and technology (EST) and English for academic

purposes {(EAP).

Although the content of ESP books may laok very different from that of
general coursebooks, and the skills being developed may have a different
balance from those in general coursebooks, the guidelines for the evaluation of
materials which were discussed in Chapter 2 also apply to ESP materials. We
should check that ESP materials meet learners’ needs and that the language
taught matches the language that the students will use. The material should
+ake into account learner expectations and learning styles and should have a
clear role in the learningfteaching process. )

So far as meeting learners’ needs is concerned, ESP materials have sometimes
been in advance of general coursebooks, as they have been developed specially
for students who were perceived to have specific needs which could not be
met fully by general material. These needs were originally seen mainly in
terms of subject coatent. So, for example, engineers need the language of
engineering, doctors the language of medicine, pilots the language of aviation,
etc, and this is indeed the case. However, as the subject content becomes
defined more narrowly, so the number of different areas proliferates. For
example, in my own experience of teaching on 3 study-skills course, we had a
grouping of students who were preparing to study ‘life sciences’ at
postgraduate level. This is already a sub-division of science, but we found
increasing levels of sub-division into botany, zoology, ecology, etc. And within
ecology we had one plant ecologist and one animal ecologist!

Clearly it is beyond the bounds of possibility for published materials to cope
specifically with distinctions which seem so fine to us, but which are
fundamental to specialists in their own fields. To some extent teachers on ESP
courses can supplement the published material available by producing their
own materials, perhaps based on specialized texts. However, this is very time-
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2 Student and teacher roles

consuming and nonhaliy only small quantities of such individualized material
can be produced during a course,

"The solution to this problem most commonly adopted is to work within
broader subject areas such as science, engineering, medicine, etc, whilst at the
same time focusing on the skills, strategies and abilities that learners need in
order to operate effectively in their discipline in English. Scientific language,
for example, will display common features in its use of grammar, its range of
vocabulary and its discourse structure. At the same time students studying the
subject at university level will need to learn to perform specific tasks through
language, such as reading academic articles, listening to lectures and taking
notes, and participating in seminar discussions. Students are thus equipped to
handle the broad features of scientific language and are also equipped with the
sets of skills and strategies necessary to use this language in their subsequent
academic studies, )

The same general approach holds for other areas of ESB such as business, In

“this case students might learn the specific language features found in the

business context {eg letters, invoices, tenders, reports) and at the same time
become equipped to use this language in negotiating, making presentations,
dictating letters, etc.

Once this firm foundation is laid, very specialized language can be learned
with the help of a smalt amount of very specialized material produced in-
house, and in many cases the students concerned, being the experts in the
subject, can make a contribution to the material and ¢an undertake a
considerable amount of individual study.

In evaluating ESP material we should look at both the ‘core’ specialist
language and at the skills and strategies taught. We also need to check if there
is a good balance between the two.

Student and teacher roles

At the level of much ESP work, the roles of teachers and learners will be
different from those in general courses. They will be more equal in most cases,
partly because ESP students tend to be older and already established in their
professions, but also because the students have crucial subject knowledge that
the teacher does not have. English language teachers cannot be expected 10
have specialist knowledge outside their own-field. If they do, then itis a happy
coincidence. But the range of ESP subject areas is so large that it is unrealistic
to expect that there will always be a teacher available with the necessary
specialist knowledge,

Consequently a useful and often fruitful partnership can be developed
between teacher and students, where they pool their knowledge and expertise
to produce an effective course. One main advantage of this, apart from the
obvious one of remedying the teacher’s lack of specialist knowledge, is that

-students feel more involved in the course'and have a greater stake in it.
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Chapter 11 ESP materials
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ESP materials can encou_rz;lge this kind of collaborative relationship. We should
look for an approach which makes use of the combined knowledge and
expertise of teachers and students working together, :

Design and methodology

In design, ESP materials may differ considerably from general coursebooks.
For orne thing, they will generally assume a foundation of proficiency in
general English, and from the start will focus on aspects of English specific to
the subject area being covered. Similarly, the balance of language skills being
taught may be different from that found in general courses. In some cases,
there may be a strong emphasis on the written language and oral skills may be
totally ignored; in other cases the material may focus on very specific skills,
such as note-taking from a talk, presentation or lecture,

Flexibility in use is a particularly valuable asset in ESP materials, as there may
be very special constraints operating in the learningfteaching situation, For
example, in a business context learners may be extremely busy in their work
and may also be subject to unexpected demands on their time, leading to
sporadic attendance or an irregular study pattern, Material which can
accommedate this will be more effective than material that cannot, A modular
design, with each unit being as self-contained as possible, allows learners 1o
continue to study effectively even when several lessons have been missed,
Materials which can be used for individual study whenever time is available
will also be advantageons, allowing learners to cover the ground of any lessons
missed and to work independently on material which is particularly relevant to
their needs. An BSP coursebook which doubles as a sourcebook is valuable in
this context, particularly when it is accompanied by materiat on cassette which
can be listened to, for example, in a car.

Methodotogically, the general principles which apply to general coursebooks
also apply to ESP materials. Additionally, we might expect to see an emphasis
on the development of specific skills and strategies for operating in the BSP
context. This can be done by the use of skill-based and task-based activities
involving an element of problem solving and drawing substantially for their
content on the learners® specialist subject knowledge and professional
experience, Project work which replicates real-life situations is an effective way
of helping learners to develop the skills and stratégies that they will need, The
co-operation necessary for a group project will also give learners the
opportunity to develop their language skills in inter-personal reladons and will
help to give them confidence in using English professionally.

The balance and mix of skills that the students need will be represented
naturally in the projects undertaken, so long as they in turn are representative
of the professional situations in which the students operate. Working
backwards from the projects and tasks sefected, ESP materials writers can then
produce preparatory material that the learners will go through before
undertaking a particular task or project,
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3 Design and methodology
?“J A further advantage of a task-based approach s that, at the end, there is a

product of a realistic nature. This not only gives learnets 4 feeling of
. achievement, but also gives them the opportunity to evaluate their
:;%;l performance against real-world criteria which they themselves will have, based
on their previous professional experience.

q % Checklist for ESP materials

0O Is the material based on a careful analysis of learner needs?

1 Are objectives specified:
~  in content terms
—~ in performance terms?
Is the content appropnate to learners’ needs? Does it have credlbllity {face validity}?
Is there a body of "core’ spedialist language related to the subject area?
Are learners equipped with skills and strategies which will altow them to operate
effectively in £nglish in the professional/foccupational situation?
s there & balance between subject-specific language items {grammar, vocabulary,
discourse structure} and operational skills and strategies in language use?
Does the material consider the refationship between teachers and students? If so, is a
collaborative approach encouraged?
ks the material sufficiently flexible to meet the constraints often found in £SP work, eg
by having a modular structure of nen-sequential units?
Can the material be used for individual study? if so, are learners given guidance on how
to use the material in this way?
To what extent do the learning activities mirror real-life situations, eg through task-

" based and skill-based activities?
Do learning activities have outcomes or products which will he]p learners to evaluate
their performance?
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Chapter 12 Adapting pubiished materials

1 Why adapt coursebooks?

I have suggested earlier that, despiie the range and variety of published
material on the market, it is rare t© find a perfect fit between learner needs and
course requirements on the one hand and what the cotrsebook contains on

the othey hand.

Tvery learning/teaching sitaation is unique and depends on factors such as
these:

o the dynamics of the classroom

o the personalities involved

o the constraints imposed by syllabuses

e the availability of resources

o the expectations and motivation of the learners.

Material can nearly always be improved by being.adapted to suit the particular
situation where it is being used. This chapter considers when to adapt
coursebooks and gives some suggestions on how to doit. :

2 When to adapt
Adapting materials involves one or more of the following:

¢ leaving out some parts of the material

o adding material (published or your own)

o replacing material with something more suitable

o changing the published material to make it more suitable for your use.

We may need to adapt coursebooks because they are not ideal as they stand in
any of the following areas:

+ methods (eg an exercise may be too mechanical, lacking in meaning, 100
complicated)

» language content (eg there may be too much emphasis on grammar items
that your students learn easily and not enough emphasis on those that they
find difficult) - .

¢ subject matter (eg topics may not be interesting to the students or they may
be outdated or not authentic enough)

s balance of skills (eg there may be too much emphasis on skills in the written
language or on skills in the spoken language, or there may not be encugh on
integrating skills)

s progression and grading (the order of language items rnay need changing to
fit an outside syliabus or the staging may need to be made steeper or
shatlower)
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2 When to adapt

e cultural content (there may be some cultural referenices that need omitting
or changing) .

o image {a coursebook may project an unfriendly image through poor layout,
low quality visuals, etc)

Teachers adapt coursebooks for all of the above reasons and in order to do so
effectively we need 10 be sensitive to our students’ interests, learning styles and
motivation. We also need to be aware of what they find difficult and what they
find easy, 80 as to be able to adapt materials in a way that makes themn
chatlenging linguistically and stimulating in their content, without being tao
difficult or user-unfriendly. In order to do this effectively, we need a good
understanding of the nature of the materials that we arc adapting, and
experience of working in the tearningfteaching situation which we are adapting
the materials for. Given these requirements, materials adaptation can be a very
worthwhile activity, giving added life and impact to even very ordinary
coursebooks. There is a good deal of satisfaction in seeing an exercise or
activity really take off and involve students because it was adapted to appeal to
their interests and imagination.

The following diagram will help in deciding whether to adapt an exercise or
other activity: :

. ~————{ objecti\fe of activity suitable? }*—
[es] - | no

methods appropriate? omit or replace ]

Mves | ‘
yes | . no

4———l content/topic suitable? I : [ change or replace I

yes ' - - _E'no !

use as it stands : keep method and objective
but change content or topic
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Chapter 12 Adapting published materials

SRR
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3 Supplementing anz_i replacing material

Where material is lacking in a particular area or deals with the area in an
unsuitable way, the options are to find supplementary material from other
published sources or to produce your own material. Here we will look at
supplementary material. ’

A coursebook may need supplementing in a number of different areas, but
among the commonest are:

I
(A

i e reading

% ® hstenmg‘ .

2% s pronuncigon

f\s » vocabulary

e

§5 & EraImInar.

’5 There are scveral sets of books which focus on skills, as we saw in Chapter 6,

and these can be used as source material from which to select additional skills
work. As they are graded according to level, it will be relatively straightforward
to match the level of the supplementary material 1o the level of the learners
and the coursehook. An advantage of using this kind of graded material is that
it is easy to find exercises at a lower or higher level than the regular coursebook
being used, This will accommodate students with differing skills profiles who
need either remedial work or more advanced work in a particular skills area,
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There are still some general courses which do not cover pronunciation as
thoroughly or systematically as is necessary. In this case supplementary
pronunciation books can be used, such as English Aloud 1 and 2 (Haycraft
1994), Headway Intermediate Pronunciation (Cunningham and Bowler 1990),
Ship or Sheep? (Baker 1981), Tree or Three? (Baker 1982) or Elements of
Pronunciation (Mortimer 1985), all of which deal with aspects of pronunciation
at different levels and with accompanying cassettes.

Vocabulary is covered more fully in modern coursebooks than was formerly
the case, but there is still often scope for using supplementary vocabulary
learning materials. These can be linked in with topic areas which come up in
the main coursebook, and learners can have the opportunity to widen their
vocabulary in connection with topics which interest them. There is a good
deal of flexibility possible here, as learners can choose, cither individually or in
groups, which areas of additional vocabulary to focus on. Books such as The
Heinemann English Wordbuilder (Wellman 1992) and. Wordpower
(Cunningsworth and Perst 1982) are useful sources of supplementary material
for vocabutary. It is important to check the level of the material and match it to
your students’ level, but material of a higher level can often be used when the
focus is on vocabulary, because vocabulary does not necessarily get more
difficult, it simply increases in quantity!

Most coursebooks cover grammar thoroughly, but there will still be plenty of
occasions when additional grammar work is needed, or an alternative
approach is required. Where the main coursebook uses an inductive approach
to teaching grammer (the leammer works out the rule from examples), many
students wili benefit from additional material that gives explanations and rules
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B 4 A new role for the coursebook: inspiration and creativity

in straightforward language together with practice exercises on each grammar
point. A good exarmple of this type of material is English Grammar in Use
{(Murphy 1994).

It is worth noting however that the exercises in grammar books are usually
made up of isolated sentences, which are useful for practising grammar and
are appropriate for this kind of book, But they are not models of
communicative language learning and are not sufficient on their own to equip
%fi learners to communicate. For this reason grammar books and most other
supplementary materials are best used in conjunction with communicative
coursebooks and not on their own.

4 A new role for the coursebook: inspiration and
2 . creativity

When evaluating a coursebook we look for its strengths and weaknesses and
& for how well it matches our requirements. We can also explore how far it lends
itself to adaptation and if it offers possibilities of further development, Many
.coursebooks contain a lot of good ideas for teaching, but the actual examples
contained in the book may not be quite right for a particular class.

B

fds

The coursebook can then take on a new role, as an ‘ideas bank’, a source of
practical examples of ideas for teaching and an inspiration stimulating
teachers’ creative potential. The benefits of such a partnership between
coursebook and teacher are considerable: the coursebook is not expected to do
what it manifestly cannot do, which is to tailor the material to each individual
g class, and teachers can base the development of their own materials on ideas

from the book. This will help teachers to work in a more personal and creative
. way, with confidence and originality. o

_
R

P
it

v,
-

It is quite commeon, when searching through coursebooks for suitable
materials, to come across exercises which at first glance seem unsuitable for
use but which ar¢ based on sound ideas and are only inappropriate to a
particular teaching situation because of their subject matter or style. A positive
approach to published materials involves looking below the surface for
. underlying ideas that are good and can be developed further. If the basic idea
& Is good, it can probably be used with different subject matter, with different

' contextualization or with a different skills focus. o

%
Sl

B : “The following examples are intended to illustrate how materials can be

2 adapted, but are not held up as definitive models. They are included in the

) " hope that they will spark the enthusiasm of readers to use their own creative
talents iri adapting their coursebooks when they feel it to be necessary.
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5 Some examples of adapting materials

Personalizing drills to make them more relevant

This example comes from New Guided English Book 1 (Howe 1984), &
coursebook for secondary schools in Malaysia, but similar drills could be
found in countless books used around the world.

C. (Oral) Give replies like the ones in red:

Do you have to clean the blackboard today?
Yes, [ have to clean it today. | will have to clean it tomorrow, tQo.

Do you have to see the doctor today?
Yes, 1 have to see him today and I will have to see him tomorrow, too.

" 1. Do'you have to sweep the floor today?
2. Do you have to see the dentist today?
3. Do you have to help your father today?
4. Do you have to feed the dog today?
5. Do you, have to Yook after your small brother today?
6. Do you have to look after the shop today?
7. Do'you have to bathe your dog today?
8. Do you have to water the flowers today?
0. Do you have to cook the food today?
10. Do you have to do your homework today?
11. Do you have to clean your bicycle today?’
12. Do you have to clean the window today?
13. Do you have to wear that tie today?

14. Do you have to help your mother today?

From New Guided English, Howe (Penerbit Fajar Bakti 1984}

The aim is to focus on obligation and teach to have to (do something). The drill is
straightforward and gives adequate practice in the mechanics of using to have
1o with present and future reference. The style is rather formal and such
extensive and repetitive use of have to is improbable in informal speech, but
the objective of the drill is to practise the structure rather than to relate it to a
context of use. There is no situation given and the scene is not set. Nor do we
know who the people are who are speaking, They are not identified, so there is
no possibility of anything communicative taking place as the drill is rehearsed
in class. It is clearly a mechanical, pre-communicative activity, and, so long as
we realize this, it provides useful material.
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5 Some examples of adapting materials

y
2

Taking the drill as a starting point, we can develop the idea behind it and make
the interaction more real and communicative by personalizing the content,
whilst keeping the focus on the structure, This is one way of doing it

St

u
o

%}% e Ask the class about tasks that they do regularly, and write them on the
board as a list,
) » Ask the class to divide the list into things that they like doing and things that
o they don’t like doing (this could be done as a group activity or as 2 whole
class activity),
» Focus on the list of unpleasant tasks and give some examples using have ro

g«; in the present and future (i) forms in the affirmative and interrogative.
B s Students then work in pairs or small groups asking and answering questions
Do you have to ... today? and Wil you have to ... tomorrow?
& _ ) o Introduce sentence { always have ro and give examples.
i s Students extend their responses to include this {which is a more naturat use
i of hawve to): eg I have to do my homework today and Pl have to do my

ﬂ homework tomorrow. I always have to do my homework.

¢ Jfstudents are able, develop into more complex sentences, such as I always
have to finish my homework before Pm allowed to watch TV/go out with my

gj . friends.

:")" The important points are that studenis are talking about their own experiences
in real life, and are cornmunicating with one another through English, whilst at

‘%}] the sarme time.focusing on using a particular structure.

oy Using authentic content

. Authentic content is not to be confused with authentic material. Authentic
content is using real facts and information instead of made-up content. The

= language used for this authentic content may itself be authentic, semi-

B . authentic (simplified) or specially written, depending on the level. The
attractively presented reading passage reproduced on pp 142-3 comes from

i ’ Fast Forward 2 (Black et al 1987) and gives information about a mythical

B island in the Indian Ocean.

- N ' ' 141
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pieces on Kelapia on the next page and then share the information to
answer these five questions.

1 Where is Kelapia located?

3 Which ethnic groups live on Kelapla?
4 What is the predominant refigion of the country?
5 What was the traditional pattern of agricullure?

] Study the map of Kelapia. What resources does it possess?

romaemy

2 What happened within a year of Kelapta gaining independence?

2 Waork in groups of five. Each persop in the graup shouldreadoneofthe

142
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ﬂ . Raview unit three 67

GEQGRAPHY - N
Kelapia s a small, island repubiic located roughly 900 infles off the Coast
of Africa in the Indian Ocean, It consists of wo main Istands, Madu and
Tumbakand over 100 scattered islels, most of which are unjnhabited, The
“archipelago lies totally within the tropics and has a monsoon climate. The
totel land area is 285 square kilometres, Madu {196 sq.km.), Tumbhak 53
sq.km.). The main island, home of over 90% ol the population, has many
fine beaches, smail stretches of coastal lowland usad for agriculture and
amountaincus and densely forested central ridga. There is plenty of fresh

- waler an Madu though waler becomes scarce on Tumbak during the.dry
;Q»"i season and there is very fitte graund weater on any of the remaining islands,
]
HISTORY .
o Kelapla was first colonized by the French in the 18th century and ceded
52 tothe Brilish in 1814, Plantations were established and labaurers brought
] infram mainland African lerritories and the Indian subcontinent, Ketapia
was granted ils independenca from Britain In 1979, Free eleclions wars
hetd and a progressive pro-western gaovernment was returned. However,
= within a year a military coup teok place, reflecting deep-seated instabllity
f:\\l within the political system, The new government ¢laims to ba socizlist and
k-t

hasthe supportof the Soviet Union, though it has yetto Implement any far-
reaching policy changes due to the strong colonial ecenomic legacy,

ETHHIC COMPOSTHON

Thelslanders areethnically very mixed, The indigenousinhabiants, known
as Kelawl, have intermarried tS a certain extent but stil preserve a distingt
culture and ethnicidentity, Later arrivalsto theidandsinclude alarge number
of East Africans and a smalle: number of Indians from the Bombay area, -
Finally there is a smal residual population of British and other Eufopean

s

seltlers,
Poptdations by Ethnic Composition. (96)

n;:i Kefawi 35% .

Eg% African 40%

- Indian 15% ;
Mixed 8%

o Cthers 2% .
% HELIGION

kelapia recognizes the Tight of the Individual fo praclise any religion, as -
- Iong as 1t does not conflict with the constitufion and national interests. The
majority of tha Kelawi and Africans were missionized during the colonial
period though the Indians have on the whole retalned Hinduism as their...
faith, Both Kelawi and Alricans mix Chrigtianity and animism In their

- practices, . ) “x
Population by Religion {95)
Protestant .. 85% -

. Catholic D230

* Hindu- T 10%

- Muslini-, . 20

- EcoNOHY

" The tfaditional base of the sconomy was, for over a century, plantdtion ™

“agficulture, retying on tha export of copraarkd coconut products, clnnamor*.

andvanilla, However, dudng the eariy 1960sthe produclivity of the coconut * -

plantations declined dueto the age of many of the palmsand poor manage-

ment of the estajes, while the world markst price of vanilla- slumped

- drastically. Even thoughthe value of cinnamean rose sharply duiing the same
_period, the government was forced 1o consider alternative sources of

f‘EVG‘HUS.V 7 - . o .
= From Fast Forward 2, Black et af (QUP 1987)
) C143
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The activities involved in the reading passage on pp 142-3 include simple
map-reading, a modified jigsaw reading and (on later pages not reproduced
here) interpreting statistics, discussion and simulation. They form a very well
designed package of activities, with plenty of skills work and student
interaction within and between groups.

The subject of all this useful language work, however, is a non-existent
country which, as such, is unlikely to be of interest to anyone, although
students with good geographical knowledge of the area may recognize it as the
Seychelles under a thin disguise!

The ideas and the activities are very good, so why not use them with some
authentic content which will be interesting to the students and provide the
opportunity to leam something about the world through English? In this way
students’ motivation is increased, the artificial barriers between subject areas
are reduced and the value of English is enhanced through showing how it can
give access to information and knowledge.

Using the framework of the courscbooix activity, one way of adapting the
material is this:

e Collect information about one or more countries that are in the news, or
that are of interest for some other reason (eg near to students’ home
countries), Information can be obtained from different sources: tourist
offices, embassies, encyclopaedias, the press, etc,

e Produce a simple map of the country, drawing one if necessary, based on
the information obtained, and give a key to the symbols used.

e Select short pleces of text on about five different aspects of the country and
give each a heading. '

o Simplify text if necessary, but keep the original discourse structure as far as
possible,

o Prepare introduction for setting the scene, using visuals if possible,

o Set quesuons on map and different sections of text for students 1 work on
in groups using jigsaw technique.

e Collect statistics and set questions on the staristics,

¢ Design discussion and simulation where different interest groups in the
country (eg farmers, factory workers, environmentalists) discuss strategies
for the future development of the country.

Similar procedures could be used to exploit other kinds of genuine
information, for instance & local issue such as road-building and- .
environmental protection or social issues such as human rights. The important
thing is to learn what students are interested in and build on that, showing that
the English lesson is not just about English but is -about all aspects of life.

Making dialogues communicative

Dialogue work is a necessary part of language learning and helps to develop 2
degree of fluency, particularly in the semi-automatic aspects of language use
such as routine exchanges. However, because they are preordained,
coursebook dialogues lack the unpredictability which is inherent in practically
every authentic interaction. Even ‘open dialogues’ like the example on p 145 3
from Kernel One (O’Neill 1979) are essentially fixed dialogues, which have I
béen gapped. |

I
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5 Some examples of adapting materials

Open

dialogu
Mike Sutton and Anna Parker are talking.
MIKE: Let’s___ _  thecinema,
ANNA: What__ . _ tosee?

Mike: “Bloodand_____ »

ANNA: No,Idon’t . films!

MIKB: Wellwhat ____“AStar____ _ »%

ANNA: ___init?

MIKE: Barbara

ANNA: And where’sit 9

MIKBE: ___the ABC.

ANNA: All right. see ___ When __ 7
MIKE: At eight ten. '

From Kernel One, O'Neill {Longran 1979)

A test which generally identifies fixed dialogues is to go through them line by
line, masking off the lines that follow. If the ‘correct’ response to a question
can only be worked out by looking at the masked-off lines below, then the
dialogue is fixed and students are really being asked to reproduce, using clues

"and guesswork, what sormeone else has written, rather than creating their own
dialogue.

The dialogue from Kernel One is a good exarmnple of this. The participants in
the dialogue are told what to say, and more or less how to say it, giving them
litde freedom for self expression. Equally importantly, at certain points it is

- necessary to look at the answer before formulating the question — exactly the
reverse of what happens in reality. In line 6 Anna is supposed to say Who's in
#t2, but she could equally well have said Whar’s in 122 It’s only Mike’s reply,
Barbara ", that tells us-which is ‘correct’,

Students need the sort of practice provided by fixed dialogues, but they also
need to progress to less predictable models of interaction if they are to
function in English independently. One stage in achicving this independence is
to use cue cards, which can be easily made, based on coursebook dialogues.
They are not wholly communicative, but rather a halfway stage between fixed
and completely free dialogues.

The ‘open dialogue’ on p 146, again from Kernel One, allows the studenr,
referred to as ‘yow’, 1o initiate the conversation. But the conversation cannot
begin until the student has seen the second line, which contains the answer, If
the student knows the answer then there is no point in asking the question!

145
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You are asking Frank questions

1. YoU:
frRANE: Me7 In Manchester,

2 voU: o — e, to0?
FRANK: Yes, they were.

avou: - .1
FRANK: At school? Well, I wasn’t very good and 1
wasn't very bad, either,

4 vou: . firstjob?
FRANK: My first job? In a supermarket in
Manchester.
5. you; Howold___ ___whenyou. 1o
London?

FraNk:Iwas 18 I'm 20 now. But tell me
something now! Why are you asking atl
these questions 7

From Kernel One, O'Neill {Longman 1979)
Turning this dialogue into a pair of cue cards is very simple:

e Get pieces of plain card approximately 12 cm x 8 ¢m.

» Change each turn in the dialogue into an instruction written in English ata
level that students can understand. . '

o Write the instructions for Student A on one card in the correct order,
numbering them.

o Do the same for Student B.

¢ Colour code the cards (eg A cards have a red line across the top and B
cards a blue line).

o Make sure that students have practised the same kind of dialogue in a more
fixed form and that they understand how to use the cue cards.

A pair of cards developed from the open dialogue above would look like this:

Student A | Student B
You are talking to someone that Someone that you don't know
you don't know very well, Begin very well asks you some

the conversation with a question, questions,
1. Ask him/her where he/fshe was 1. Answer the question.
_born. 2. Answer the question.

2. Ask if histher parents were 3. Answer the question. Ask if
born there too. hefshe is a student or has a
3. Ask if hefshe was good at job.
school. .
4, Respond (tell the truth!)




T L AT £ T T T e A 2 T 88 S SRR 3 e T el LA e AT B Tt ot Y £ LR 8 AL Tt Bk o it S b o Lo T e 4 e A i P A

E,
B4
L

LIy

6 Adapting outdated coursebooks

Each student is being given a set of instructions which will interlock with a
corresponding sequence on the partner’s card. Each student must respond in
real time as hefshe cannot know in advance what the next move wilk be, In this
way cue cards replicate some of the unpredictability of real conversation and
prepare students for it.

Cue cards need not be based only on question and answer sequences but
31 could reflect other types of conversation and dialogue such as agreement and
disagreement, attemnpts at persuasion, etc.

6 Adapting outdated coursebooks

Teachers and students around the world often find themselves having to use
coursebooks which are old and outdated in content. But some of these
coursebooks contain sound ideas for teaching which are hidden beneath dull
preseniation or out-of-date topics.

# Many of these ideas can be exploited if the presentation is improved and the
content is brought up to date, Here is an exercise taken from Greided
Composttion Exercises (Spencer 1967), which, although old and out of print, is
a veritable goldmine of good ideas for teaching writing skills at sentence and
paragraph level, The aim of this exercise is to'select a number of verbs from a
range of alternatives, partly on the basis of style (eg climbed not ascended the
iy ) wall), partly according to what are acceptable collocations (eg picked but not
plucked the apples) and partly by recognizing what is normal or logical in
behaviour (eg he ran home, he didn’t march or Iimp). The exercise teaches
(and tests) the learner’s ability to use appropriate vocabulary items, selected
according to different criteria,

148

Write the following passage out again, adding, in the spaces
indicated by numbers, one verb from the lsts with the
corresponding numbers given below the passage. In each
group of three verbs one is more appropriate in the context
than the other two:

The boy (1) the wall to (2) the apples. He {3} half-a-dozen
and () them in his pockets. As he was (s5) down again he
slipped-and (6). The fruit in his packets was squashed, He
e . did not (7) himself, but he could not {8} the apple_s- eu'hcr
&d ) He {g) home and (16} his coat pockets.

(1) climbed, leapt, ascended .
{2) discover, reach, inspect

(3) plucked, seized, picked

(4} hid, put, hid

{5) jumnping, slipping, fafling

{6} slid, collapsed, fell

{7) wound, hurt, cut

(8} eat, taste, use

{9} marched, limped, ran
(x0) cleaned, washed, changed

T
0

From Guided Composition Exercises, Spencer (Longman 1967}

147
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148

Some of the choices are fairly sophisticated and require considerable insight
into the use of vocabulary. In contrast, the subject matter of the exercise is
trivial and inconsequental, and the presentation outmoded.

The idea underlying the exercise is good and can still be exploited in today’s
context:

e Select a topical newspaper or magazine article at the right level of difficulty
for your class.

¢ Choose vocabulary items that you want to explore further with the students
for their style, collocations, ete, :

o Delete these words, creating a gapped text.

Give the original and alternative vocabulary items (as in the exercise that we
have just looked at}.

o Divide the class into groups of three or four students.

e Present the activity along these lines: ‘Imagine that you are a group of sub-
editors in a newspaper office and that an article has just been sentin by a
junior reporter who is very indecisive, Sometirnes he just can’t make up his
mind which words to use, Discuss the alternatives offered and agree on the
best word to use in each case, Give your reasons.’

e Each group in the class can work on the same text and when they have
finished they compare and discuss their choices. A ‘best version’ textis built
up on the board by the whole class. Or different groups can do different
texts and explain to the rest of the class why they chose the words they did.

—
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Specifying aims and analysing the
learning/teaching situation

When we are evaluating coursebooks for thejr suitability in particular
sttuations, we need to build up a picture of the teaching situation in question,
50 that the material can be matched against it to see if there is 2 reasonable fit,

The following are some questions that you could ask about your own classes
and school in order to help with this analysis,

Aims and objectives

What are the aims of the English programme?

Note any specific objectives, eg In terms of language items, functions, topics, skills, atc.
Is there a detailed syllabus? If sa, what does it consist of? In what tersms is it expressed
(grammar, functions, topics, skills, etc)?

Are there prescribed or recommended coursebooks for use in class?

if coursebooks are recommended, are they easy to change, if considered desirable by
the teacher or schoal?

Is the achieverment of aims and objectives measured in any way, eq by periodic tests or
end-of-course examinations? if so which aspects of English do the examinations focus
on? What methods are used for testing, eg multiple choice, oral tests?

00 Are there any very specific or unusual abjectives that need to be taken into account?

0 oo ocog

The learning/teaching situation

What is the status and role of English in the learners’ home countries?

What are their main purposes for learning English? How intensive is the programme?
How much time per week is available for learning Engfish?

What resources are available in the schoolfcollege ini terms of materials and equipment?
What is the size of the dlasses/groups? :

Are the classes/groups homogenecus in [evel, ability, age, etc?

What are the predominant values of the educational system (eg emphasis on
knowledgefunderstanding/practical skilfs; emphasis on individual devetopment of
students or preparation for a place in society)?.

The learners

How old are the learners?

What is their level of English?

What previous learning experience have they had in English or other foreign languages?
What expectations do learners have concerning the way they are taught? :
What are their preferred learning styles? .

What are the attitudes and motivation of the leamers?

What are their interests? .

e
ey
a
-
o
oy
[a)
=
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What is the accepted rofe of teachers in the educational system?

Haw proficient in English are the teachers {if not native speakers)?

How good an understanding of the structure of Englisk do the teachers have?

What methodological approach do teachers usually adopt? .

How free are teachers to vary the content and methods of their teaching?

Do teachers narmally demonstrate a high/flow level of personal Initiative?

Da teachers have the right to adapt or supplement teaching material to sujt thair
particular students? If so do they have the time and expertise to do so when necessary?
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