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"Shall I compare thee to a summer’s day?

Thou art more lovely and more temperate:
Rough winds do shake the darling buds of May,
And summer’s lease hath all too short a date”
Shakespeare, Somnet XVIII
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FROM ME TO YOU

February was nice. Our APAC-Convention resulted into a thoroughly enjoyable
event. A festive mood pervaded everything and approval, support and
encouragement from the participants was obvious everywhere.

Now spring has come and gone. The Lleida Jornades in March were very
succesful. Congratulations to organizers and participants. A new series of
pedagogical weekends have been celebrated up and own Catalonia during the
month of April. Over 300 teachers, mostly EGB teachers, have taken part in
them. ICE, postgraduate courses and teacher training events in general have
been well attended. In the horizon, we have a new Summer Institute edition
(June-July). Our APAC Competition 1992 has had many participants. The list of
winners will appear in the next issue of APAC of NEWS (bulletin 15) . The Spanish
Federation of Associations bulletin was distributed free of cost to all 1991 APAC
members on the last day of our APAC-Convention in February. Those who did not
attend the convention (Jornades) will receive it soon.

This brings us to our next issue. We have had secretarial shortages. As you
know, 99% of APAC work is voluntary and carried out in our free time. A few of
you (1,3 % of 1991 membership) have experienced problems with bulletin reception
and bank charges. We apologize for that. APAC has now over 700 members. Maybe
it is time to start "thinking big". There are all kinds of plans for courses.
However, this is for next year and for the new "Junta". An election is coming in
autumn. So, if you are a candidate or want to be part of it, send immediately your
name and telephone number to APAC (Ap. de Correus 22.287. 08080 - Barcelona).

From the institutional side things are not so promising:

We will not at this point comment on the last "concurs de meérits per a
l'adquisicié6 de la condici6 de catedratics", which certainly needs a
respectul but rigorous analysis, and not only from the point of view of the
teachers of foreign languages. Maybe our darling bunch of amateurish
educational politicians should start thinking of taking a course in general
pedagogy or of going back to the classroom for a while.

Teacher training for Reforma is going on these days. The English section
in many attendants' opinion is proceeding far better than the most; but,
why the meagre timetables devoted to it in Catalonia, when we know that
the CEPs in the rest of Spain are organizing countless 30h courses for this
specific purpose?

We are indignant after having read the syllabus for Foreign Languages for
Reforma that has just been published (13/05/92). Unifying criteria among
the different languages sounds like a good idea, but this shapeless piece
of patchwork has nothing to do with it nor with the syllabi experimented so
far.

Any news on the time allocated to foreign languages, or to any other
subjects for that matter, in the secondary reforma cycles? Does anybody
seriously think that 2 hours a week instead of the present 4 or 5 is a real

step forward?
o/ eee
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In this issue of APAC of NEWS we start publishing the proceedings (Actes) of our
APAC-Convention 1992. We have received about 30 contributions which will be
appearing in our next issues, so that all APAC members can benefit from them.

All the best and a happy summer holiday.

Yours,

APAC
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APAC ELT-CONVENTION
February - 1992

One thousand colleagues met at the University of Barcelona and at the Escola
Oficial d'Iidiomes at the end of February. For three days we chatted happily
about almost any topics under the sun, exchanged views on ELT and general
educational matters, and attended lectures and seminars on topics related, to
Reforma, autonomy in FLL, methodological changes and succesful experiences in
the ELT classroom. We had more talks than ever (150 teacher training modules).
In spite of the difficulties mentioned in our prevxous bulletin, our February
meeting was probably the most succesful so far.

APAC wants to thank all its members who attended it, those who wanted and
could not but expressed their support, and all the institutions and
organizations that contributed to the convention (British Council, Centre de
Recursos de Llengiies Estrangeres, Escola oficial d'Idiomes, Escola d'Idiomes
Moderns (U.B.), Universitat de Barcelona, Alhambra-Longman, Anaya, Esade,
Heinemann Iberia, Institut FP Verge de la Mercé, International house,
Macmillan, Nelson, Oxford University Press, SM—-Cruilla, TESOL-Spain).

Surveys show the changes in our annual meeting this year have been for the
better. Things attendants have liked:

-quality of most lectures and workshops;

-the atmosphere we have regained this year

—opening;

—Cava at the University of Barcelona on Thursday;

—having 5 simultaneous plenaries on the first day;

—-theatre; music and aperitiu on the last day;

—-almost no speeches on Thursday, the number of simultaneous sessions;
-reduced prices for APAC members;

-more agile registration procedure and secretarial services;

-all the modules had the same length (1.30 h.). This makes navigation through
the Convention easier;

Things that could be improved:
—-in spite of the huge offer, some rooms are overcrowded; (This is a phenomenon

we find difficult to control. This year we had 24/25 parallel (simultaneous)
contributions in each time slot of the programme. However, some speakers, for
reasons which are difficult to foresee, act like magnets. A comment, a first
succesful session, etc. act like a trigger and suddenly everybody wants to be
there and not in the next classroom, where there is an equally good, if not
better, session going on. Any ideas? Please, send them to us.) '

—-an info telephone is needed for consults previous to the convention;

(Yes. This is necessary. It is one of the secretarial shortages we mention in
the section "From me to you" in this issue of the bulletin. APAC needs not
only a postal address, but also a telephone number. It also needs an office,
some kind of general headquarters, where we can go or simply telephone. So
far, this has been impossible. It is mainly a financial problem, as our
resources are limited and we want to be institutionally independent. We are
working on the problem and very soon we may have happy news concerning this.)

In this issue of APAC of NEWS there is a CALL FOR PAPERS for next year's
Convention. All contributions are valuable. Do not hesitate. Put pen to paper
and send your proposal as soon as you can. Also, if there is a foreign speaker
or a local speaker you particularly would like to have in 1993, send us
his/her name and (possibly) address immediately. Thanks.

All our love,

APAC-ELT Convention committee.
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OUR INTERVIEWS

Alison Savage has been one of our guest speakers at the APAC ELT-Convention.

Pepita Subira interviews her.

P.S. Your workshop deals with the
problems that arise when teaching
English to beginners. Which
beginners do you refer to: young
children, adolescents or adults?

A.S. When I was preparing the
workshop, I understood that I was to
talk to teachers of adolescents and
young adults so I really aimed at that
level. But in fact, the teachers who
attended were teaching at all
different levels including the young
primary group. I've had experience
at all levels. In fact I worked for six
years on a primary course in the
Middle East so I'm interested in all
types of beginners because I think
there are common problems
essentially in the materials and it is
the techniques that vary according to
the age of students.

P.S. What are the main problems if
any, when teaching English to early
primary school children?

A.S. I think that the most important
aspect is to keep the enjoyment and
the fun apparent and moving fast
through the course. I don't think
young children can handle language
in a linguistic sense. At eight years
of age language has to be learnt
almost like a mother tongue, through
play and activities and visual
stimulus rather than any formal
tuition concerning the language. The
role of more specific forms on
structure or grammar can be

reconsidered after the age of ten
when the children are more able to
cope with explanations. However, it
is always crucial to remember that
students of any age should learn to
use the language and not just to learn
about the language.

P.S. The Spanish Reforma plans to
introduce a foreign language to eight
year-old children. What are the main
advantages/ disadvantages? And
does it make any difference in the
context of Catalonia where children
are already dealing with two other
languages?

A.S. The advantages are common
sense in the sense that particularly
here in Catalonia you have children
who are bilingual. I feel quite
strongly that children who are
exposed to several languages quite
young seem to be able to handle it
with very few problems and very
little interference. I don't have any
contact with research that's been
done in this area, but certainly in my
experience, in fact my own children
were trilingual until the age of eight
because we lived in Morocco, and we
found that they had very few
difficulties in separating the
languages, so I think it is quite
important and also raises their
interest in language and their
awareness of different language
patterns and types. The
disadvantages in the class situation
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are numerous, but essentially I think
they are problems for the teacher
because it's the way the teacher
tackles the problems. If the teacher
tries to teach a language to children
of eight or nine in a formal way, then
there will be problems because I don't
think the children can handle it at
that level. If the Ilanguage is
presented as an activity and a
fun-centred operation, then I think
the children acquire the language and
the majority of them will handle it
without problem.

P.S. Ideally which aspects should the
materials deal with and what topics
should be included for this age

group?

A.S. As I already said, the materials
must be very attractive and of
immediate interest to the pupils.
They should found the basis for a lot
of activities because if a child doesn't
do something with what he is learning
and it is not used in a game and
learnt through activity rather than
intelectually, I don't think it could be
successful. The question comes later
when one considers reading and
writing , but I always see that as a
support for the other activities,
these other activities should take
place directly through the listening
and speaking modes, and then
reading and writing is a support and
a consolidation of what happened in
the oral mode. P.S. When do you
think reading and writing skills
should be introduced?

A.S. I would do it later, but I think
what's most important is that it is
gradual, the grading is very slow
and that the passive skills are
tackled first in recognition and
matching and completion activities. I
mean reading and matching games,
reading and matching pictures,
making their own workbook so it is all
productive and constructive. They
are actually developing the skill of

recognising, initially at word level
and, quite early at sentence level.
My experience has seen that the jump
from word level work to sentence
level is the problem area because
they are used to managing one word,
but they are not used to recognising
the written form of phrases and
sentences, and manipulating new
patterns from the written form. So I
think that something has to be
considered very carefully
particularly because again you have
the interference from Spanish as far
as pronunciation is concerned.

P.S. Do you think that two hours a
week is enough to teach English
effectively? And if you only have two
hours into how many periods would
you divide them?

A.S. Well, in answer to your first
question ideally two hours a week
isn't enough, but if that's all you
have then the aims of the course are
extremely important. With two hours
a week, the course shouldn't be too
ambitious in year one. If you only
attempt to do a certain number of
activities, cover a limited amount of
work, establish a syllabus that is
fairly restricted and, I would think,
on a functional communicative basis
rather than a structural one. It
should be activity and communication
based rather than language based.
And I think it is very important that
the teachers see that these are their
aims , that is communication not
language they are looking at
particularly with this age group.

As to the second question, with
only two hours a week, the variety of
activities is extremely important.
Listening and role play must play an
important part and this input can be
consolidated with drawing, labelling
and short reading /writing tasks.
Games and songs are also useful
means of recycling language and
increasing motivation and enjoyment.
P.S. As you have mentioned the
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teacher, what kind of teacher do you
think is best suited to teach English
to eight year-old children? A.S. I
don't think the kind of teacher
matters, but what is essential is the
type of training and supervision and
help that is crucial. If they are
teachers interested in language
teaching, that should be a good
starting point. I would think though,
on a new programme the ideal type
would be young, dynamic, lively
teachers who haven't had much
experience in teaching language per
se in a more adult way, that they are
essentially primary teachers with all
the skills that entails and some
experience because this is a new
game, a new type of activity. But a
lot of training and supervision is
necessary anyway. You cannot teach
languages at Primary Level without
specific guidance and help.

P.S. What recommendations would
you give to those teachers who wish
to be involved with the project to
teach English to younger learners?

A.S. Well, first I think that teachers
on a new programme need a lot of
support. They need to feel that there
is group support or, whatever the
administration system is of guidance
or perhaps inspectors. They need to
feel that they are part of a team
trying something new because a new

teacher on a new project is always
slightly insecure, so discussion
groups and mutual assistance is an
important part of establishing a new
project like this. The second one is
for them to be aware of the needs of
the children and the developmental
level of children at this point. If they
are eight years old, they are still
very young and their ability to
concentrate and to absorb material is
excellent up to a certain point, but it
is essentially variety and change in
the activity that stimulates them and
stimulus is very important. P.S. If
English is taught in a coordinated
and unbroken sequence from primary
through secondary education do you
think it would be possible to teach
English through a subject? At what
stage would it be possible?

A.S. This is a very complex area that
needs to be considered very
carefully. I think that electing a
subject to be taught in English is to
complicate the role of that particular
subject so I would suggest that the
English programme covers topics from
across curriculum and that short
projects can be developed quite early
on. Then later by the age of fourteen
or fifteen, given adequate reference
materials in English, then students
could tackle projects across the
curriculum.
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DON'T TELL ME IT WORKS

A diary-writing experience with BUP students.
by Teresa Gracia Martin

IB Emperador Carles

One of the main difficulties a teacher has in his teaching is to motivate the
students. No matter the subject there is a point of no return where teachers have
‘to make an extra effort to maintain the classes' interest.

In second languages there is a moment especially during the third year when the
pupil is not advancing anymore, hence we all have to over-come this "silent
period" where the student is unable to utter a word in English due to the new
difficulties that more advanced structures present and at this junction at the
beginning of the second term, I tried to stimulate them offering an extra long
term activity. Since students of a second language feel more at ease writing than
talking, I chose a written activity that later on could involve oral skills as well.
I thought the most important think was their feeling comfortable and enjoying this
additional task, and as they usually adore writing, I took advantage of this fact
and chose a "class diary" as the project. They were not very enthusiastic at the
beginning, but agreed that something different would be good for the class,
specially as all of them were going to be involved, even those who felt their
English was not up to class standards and others who were really shy in front of
the class; all would have a specific role. The "class diary" activity seemed quite
simple, but they had never done anything like it. Moreover the main purpose was
to make them feel integrated with their third form group. As the diary was not too
personal everybody had something to say about school experiences, and each one
had his own opinion about the different periods of the day.

Everyday one person was required to provide a diary entry. In this way this
student worked on what we covered in class, consulted dictionaries and English
books and practised the use of specific vocabulary. Apart from the work each
individual completed at home, the diary was read aloud during class time and the
students together corrected any errors. In this way through the students' own
writing they became aware of many typical second language errors and many of
these mistakes no longer occurred as frequently. Since the students are
accustomed to doing tasks on alphabetical order, I followed this procedure, and
everyday the next student on the list produced his contribution to the diary. In
a few days the students got so involved that they themselves took over the roll-
call and in the case of an absence the absentee picked up his turn when he came

back.

Before we finished, they were in the middle of their annual trip to Italy. They
volunteered to go on with the diary and simply write about their trip. All of them
had contributed to the diary twice by their return and were soon immersed in
school - life again. The pupils thought of the trip as secondary to their daily
school routine and wrote about it as such. The class monitor kept everyday's
diary and when they finished it, he suggested that they bind the pages.

The activity in itself was a success because as they corrected their own mistakes
they noticed their own improvement and felt independent because they wrote what
they really wanted. At the same time they all felt integrated as a group no matter
what their English level because they were all task - centred and also were

8
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monitoring their process of learning.

By the end of the activity the students of form "third A" were so proud of
themselves and so enthusiastic that they asked me for a new assignment. I
thought they were already prepared for inter-action with another high school and
together with another colleague, Carmen Fonseca from "Parc de 1'Escorxador High
School", decided to carry on the ever successful pen -pal letter writing.

It is important to note that the students from both schools were from the same
social level, the centres were also near each other and these facts eased the

teachers' work.

However, we introduced a new elements: "intrigue". Neither my students nor
Mrs. Fonseca's knew they were writing to pupils from another school; each group
thought their pen - friends were from other forms in their respective schools. To
begin with our students were asked if they wanted male or female correspondents
and my students wrote their first letters without signing with their real names.
They chose imaginary names and soon were speculating about their new pals.
Some even asked me: "What will happen if we fall in love?".

In this activity motivation was at its peak. Every time I walked into the classroom
they asked me if I had any letters for them and when would they get an answer.

They felt more independents because each one kept and wrote his own letters.
Apart from the individual tasks, we each had our own group activities and later
a collective one. the groups from each school wrote down the mistakes they found
in their letters and categorized them according to errors in vocabulary, syntax
or structure. The two teachers collected the errors and these were discussed in
class. In this way the teachers' roles were coordinated and they became mere go -
between because even though we corrected and commented on the mistakes in
class, the students were themselves motivated to try not committing them again.

They felt very proud and did not want to lose face with their pen - pals. By this
time they had all discovered their mates were not from the same school and wanted
more and more letters. We decided that by the end of the term we would extend
the interaction by getting all the students together. -

During the entire term, students accepted English as the normal vehicle to
communicate with their new friends. They made an effort to overcome their
shyness, and feel comfortable communicating in English and to use it in a creative
way.

They also became active members of the group and felt united as one, joining in
the activities and sharing responsibility for their collective decisions. They also
adapted themselves to a new style of working in which the learning of English
meant sharing and collaborating with their class-mates and taking an active part
in the planning of the learning process. In day-to-day activities they started to
show an open attitude to the English language and curiosity towards the new word
and structures they wanted to develop in their letters. They also felt happy and
at ease doing something they really liked. Both teacher thought that only in this
way could we introduce new group tasks without sensing the anxiety that some
students show when they have to express themselves in a different language and
do not know how to do it properly.
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In these letters they revealed they wanted to their pen - friends, writing about
their interests, and even some about their feelings.

They talked among each other about their letters, what their unknown friends
said and with the teachers about the mistakes and peculiarities of their new pals.

Although in both teachers' plans there was to be a general meeting of the two
groups at the end of the project, the students themselves were asking anxiously
for a meeting, so we could not surprise them in the end and decided the last class
of the term would be the ideal meeting time. The gathering was in the cafeteria
of "Parc de L'Escorxador High School" and all felt nervous and excited. When we
got altogether, comments were happy because they had met new friends from a
different school and participated in an interesting class assignment.

They had become united as a group and obviously they had had a good time.
I would like to enclose as an example of what happened in general, two different

days of the class - diary written by the same student. This student, as a result
of the diary assignment, noticeably improved her writing.

APAC ELT—CONVENTION 93

Towards autonomy.

Opening new paths.

BARCELONA, February 1993
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APAC ELL.T-CONVENTION 93

BARCEILONA, February 1993

If you are interested in presenting a workshop for our Jornades next year, you
are invited to fill in this form and send it to our permanent address as soon as

possible.
Our address: APAC (ELT CONVENTION 93 - Ponéncies)

Apartat de Correus 22287
08080 - Barcelona

YOUR ADDRESS Telephone(s)

TITLE OF WORKSHOP

AUDIENCE THE WORKSHOP IS DIRECTED TO

PRECIS (not more than 25 words)

You will need:

* Photocopies (max.5 originals) [ ] * OHP [ ]

* Video: VHS [ ] - Beta [ ] - U-matic [1]

* Computer [ ] * Slide projector [ ] * Cassette [ 1 * Other[ ]
C.V.

Present position:
Past positions:

Publications:
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PREMI APAC Classroom Activity 1991

by

ELISABETH DORIA BOZZO CP Marinada, de Montornés. Valles.

CHARO GUERRERO VELAZQUEZ CP Teresa Alet de Rubi.

MARTA PONTI ALEMANY CP Purificacié Salas de Sant Quirze
del Valleés.

Title of activity: Playing through the text.

Group level: 7th EGB.

Objectives: - To motivate children; create the needs.

- Helping children to develop reading strategies.
- To create the need for subsequent readings.

Necessary material:

A handout of the reading for each student and a pair of

scissors.
Time: Three sessions of 45'.
First session: From activity 1 to activity 4.
Second session: From activity 5 to activity 9.
Third session: From activity 10 to activity 12.
Activities:

1) Warm up. The teacher gives the picture to his/her students.

*

2) Giv

%*

Talk about the picture: What are these animals going to do? Find a title.

e the reading text to the students: Underline the names of animals and the

actions.
The students have to underline with a blue pen the names of the animals
and, with a red pen, underline the actions. The students have to do this

activity with a given time.

3) Individual and comprehension reading. (It can last 5').

4) Oral summary about the text.

Gam
*

12

e (True or false).

Divide the group class in two. Every student has a number, for example,
if group A has 15 students the number will be from 1 to 15, the same as
other group; so, it will be two numbers 1, two numbers 2,... and two
numbers 15, finally. Each group makes a row and on the other side there
will be two chairs, one will be the true chair and the other will be the false
one. The teacher says a sentence about the reading and one number; the
students who have called will hurry up directly to the correct chair.

Some examples about the sentences:

Mr. Horse, Mrs. Cat, Mr. Giraffe, and the dogs are in the kitchen.
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ACTIVITY 2

Mr Horse, Mrs Cat, Mr Giraffe and their friends, the dogs, are in the living-
room.

Mr Horse is watching TV. He's got a cigarette in his land but he isn't going to
smoke it. He's going to eat it!

Mrs Cat is looking at a big glass of water but she isn't going to drink it. She's
going to wash her face!

There's an orange on the floor but the dogs aren't going to eat it. They're going
to play football!

Mr Giraffe is going to do his exercises but he isn't going to write in his notebook.
He's going to write on the wall!

ACTIVITY 7

Mr. Horse, Mrs. Cat, Mr. Giraffe and their friends, the dogs, are in the dining-
room.

Mr. Horse is listening to the radio. He's got a cigarette in his hand but he isn't
going to smoke it. He's going to drink it!

Mrs. Cat is looking at a big glass of milk but she isn't going to wash her face.
She's going to drink it!

There's a ball on the floor, but the dogs aren't going to play football. They are
going to eat it!

Mr. Giraffe is going to do his exercises but he isn't going to draw in his
notebook. He's going to write on the floor!

ACTIVITY 8

Mr Horse, Mrs Cat, Mr Giraffe and their friends, the dogs, are in the living-
room.

Mr Horse is watching TV. He's got a cigarette in his hand but he isn't going to
smoke it. He's going to eat it!

ooooooooooooooooooooooooo

Mrs Cat is looking at a big glass of water but she isn't going to drink it. She's
going to wash her face!

14
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Mr. Horse is eating a cigarette.
Mrs. Cat is going to wash her face.
There is an orange on the floor.

5) A.- The teacher reads the reading in a loud voice.
B.- The teacher reads the reading and then, the students repeat all
together.
C.- Divide the group class into four groups: the horses, the cats, the

giraffes, and the dogs; the students have to read their own actions.

6) Collective and comprehensive reading. The teacher asks some questions about
the reading in order to evaluate their comprehension.

7) Find the mistakes.
* The students have to underline the mistakes. For the corrections the
teacher reads in aloud voice this text, each time he/she reads a mistake the

students raise up their hands.

8) Put in order. Work in pairs.
*  Now the text has been cut out in five paragraphs. The students have the
whole text in an envelope, they have to put it in the correct order. The

teacher corrects this exercise in aloud voice.

9) F111 in the blanks.
The students have to fill the blanks with the right word.
The students have to perform the 60% of the words correctly. The teacher
will know about the comprehension and the memory of their students if the
75% of them pass successfully this exercise.

The aim of all these activities is to memorise and understand the text. The last
activity is aimed to do the assessment.

10) Cut out the text in two parts.

* In pairs the students of the A group keep in their drawer the part A.
The students of the B group do the same with the other part. Each student

has to complete the missing half.
Assessment: Student B reads part A and another student B reads the part

that he/she has completed. The same for students A.
Every pair work read the completed part. That actually means that student
A reads part B and student B reads part A.

11) Every student takes his/her missing part and tries to invent a whole story.

12) In pairs, student A reads his/her invented part and student B does the same.
Now we have a new story.

Suggestions:

The students can make a comic. First of all they have to think in how many comic
pictures they can divide the text. Then, they should think about the dialogue of
each character. At the end they are able to build the comic. They can do this
activity in groups of three people. These comics can be useful for the school

magazine.
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CONCURS APAC
PREMI APAC Classroom Activity 1991.

The Pharaoh and His Queen (Mr and
Mrs Pharaolh)

Devised by: Joan Manel DIEZ, Dolors GRANADOS and Teresa SABRIA.

Artwork by: Francesc ACCENSI.

Level: Elementary/Lower Intermediate

Aims: -To encourage student motivation towards
both English and History.
-Vocabulary acquisition (general and specific)
-Revision of some grammar points

Class time taken: 2 one-hour sessions.

Grammar points revised: The Present Simple Tense, The Present
Perfect, The Simple Past and The Use of
Articles.

Skills practised: Listening, Speaking, Reading and Writing.

Materials Needed: Copies of the pictures supplied and

accompanying teaching notes.

The main aim of this activity is to brush up the students' knowledge of
Egypt and the Egyptian civilization. They are probably acquainted with it, as the
subject is dealt with in most History textbooks. However, students will hopefully
learn something new about it, while at the same time have some fun and increase

their vocabulary range.

The activity consists of some introductory questions, to motivate the
students and create the right atmosphere in the classroom, a written exercise and
a game. The four skills are practised.

The activity works best with teenagers at elementary/ lower intermediate
level, but it may be easily adapted to suit other levels. In all, the activity takes
about 2 hours. Parts 1 and 2 may be done together in one hour. The game takes

another hour.

* Start by asking students whether they are interested in historical events
(past and present) and whether they like studying history and why/ why not.
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oooooooooooooooooooooooooooooooooooooo

There's an orange on the floor but the dogs aren't going to eat it. They're going

to play football!

I I I R R T T T R T U e —"
oooooooooooooooooooooooo

ooooooooooo

- e .
e o o

Mr Giraffe is going to do his exercises but he isn't going to write in his notebook.

He's going to write on the wall!

oooooooooooooooooooooooooooooooooooooo

ACTIVITY 9

Mr Horse, Mrs Cat, Mr and their friends, the are in the

living- .

Mr Horse is TV. He's a cigarette in his

but he isn't going to it. He's going

eat it!

Mrs is looking at a big of water but she isn't
to drink it. is going to wash
face.

There's orange on the but the dogs aren't

going to it. They'se going to football!

Mr Giraffe is going to his exercises but he isn't gomg to

write in his . He's going to write on the !

ACTIVITY 10
A B

Mr Horse, Mrs Cat,
Mr Giraffe and their
friends, the dogs, are
in the living-room.
Mr Horse is watching
TV. He's got a
cigarette in his hand
but he isn't going to
smoke it. He's going
to eat it! Mrs Cat is
looking at a big glass
of water but she isn't
going to drink it.

She's going to wash her face.

her face.

There's an orange on
the floor but the dogs
aren't going to eat it.
They're going to play
football! Mr Giraffe
is going to do his
exercises but he isn't
going to write in his
notebook. He's going
to write on the wall.
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Then elicit great historical events (wars, discoveries, etc.) and famous
characters the students know about. Afterwards, ask students if there is any
period in history which is particularly interesting/ fascinating for them. If so,
let students account for their choices.

* Write the word 'Egypt' on the blackboard. Check how much students know
about Egypt and the Egyptians (both ancient and modern). After that, write the
following key words on the blackboard (for students to make sentences with them,
making whatever changes and additions they feel are necessary. Help when

required) :

- The Pharaoh / his mihisters / control / life / all / aspects.
- There / be / many excavations. Archaeologists / find / lot of / monuments /

treasures.
- Big funerary monuments / show / Pharaoh's power. Pyramids / symbol / that.

- Inside / funeral chamber / pyramid / be / mummy. Mummy / be / embalmed
corpse / deceased.

Suggested answers:
- The Pharaoh and his ministers controlled life in all its aspects.

- There have been many excavations. Archaeologists have found a lot of
monuments and treasures.

- Big funerary monuments show the Pharaoh's power. The pyramids are a symbol
of that.

- Inside the funeral chamber of a pyramid there was a mummy . The mummy is the
embalmed corpse of the deceased.

Grammar points involved: The Present Simple Tense, The Present Perfect Tense,
The Simple Past Tense and the use of articles. The exercise is just a brief
reminder of these, as grammar revision is not the main aim of the activity.
Teacher may choose to add other exercises of their own.

* The Game.

Two teams of students 'explore' the funeral chamber of a pyramid, where
they find a coffin containing a mummy. In order to carry on with their
'investigation' students must answer questions on the geography, the history and
the art of Egypt.

The game may be played for fun, but it may also prove useful to teach/
revise the names of parts of the body and/ or some articles of clothing.

To play the game you need 2 sets of pictures, one for the Pharaoh's funeral
chamber and one for the Queen's. The pictures are different in each case, and so
are the questions. The pictures should be cut out and placed in the following

order:

Mr Pharaoh: Door to his funeral chamber - Pharaoh's coffin - Pharaoh's

17
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mummy - Pharaoh (dressed) - Pharaoh (naked).

Mrs Pharaoh: Door to her funeral chamber - Queen's coffin - Queen's
mummy - Queen (dressed) - Queen (naked).

Staple the pictures on their left-hand margin, as if making a booklet. Cut
every picture (except the last one in each set) into three sections, following the
horizontal lines.

Students should not know what is in store for them. Ask them not to look
where they should not, as the surprise element is fundamental for the success of
the activity. In other words, the 'investigation' of the eléments inside the 'funeral
chambers' must be done gradually.

For large groups you need multiple copies of the pictures. A reasonable
ratio is 2 sets (one of each) for about 10 students. Please note that one student
in each team does not actually play the game but acts as a 'secretary’', reading the
questions aloud and checking his/her classmates' answers. You should note as
well that one of the players in each team must keep a record of the scores
achieved. See the model for the score sheet.

Give each team their set of pictures. Students take it in turns to answer
their questions. Toss a coin to decide which team is to begin.

The different sections of each picture should be turned one at a time as if
they were the pages of a book. The appointed 'secretaries' read the questions.
The players in one team try and answer their question. If their answer is correct
they win 5 points. If it is not, pass the question to the other team (who may win
3 extra points before they try their own question). Both teams carry on playing
till they get to the last picture, but will lose 2 points per wrong answer. The
players who win the most points are declared the 'best explorers'.

When the Pharaoh and his Queen eventually appear 'naked' you might take
the opportunity to teach / revise the names of the parts of the body. Should you
like to tackle the names of some articles of clothing as well, use the 'shop window'
illustration and let students choose the most suitable items for a hypothetical
'modern' Pharaoh and his wife.

P.S. We gratefully acknowledge the help and encouragement given by our
colleagues Ma. José Lora, Carme Pérez and Carmen Rodriguez.

> (s. pictures and grids of this activity on p. 19ff, after the Actes")
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An Analysis of Classroom Interaction in an Autonomous Learning Context.

by M2 Isabel Serrano Sampedro,
1.B. Avempace, Zaragoza.

0. Introduction.

Studies on the kind of spoken discourse that is produced in the langtage
classroom have shown how different it can be from that which is produced outside
the classroom, in 'real life' or 'natural’ -as it is referred to by different authors-
communication. Such studies portray situations where the teacher dominates all
interaction and the learners rarely initiate exchanges, following an IRF pattern
(Sinclair and Coulthard, 1975) - teacher initiates, learner responds, follow-up
by teacher (usually evaluative remarks on the learner's performance).

In those situations, all or most interaction that takes place in the target language
arises from teacher-imposed language learning activities, which are focused not
so much on the content as on the form, and 'real-life' exchanges within the
classroom context, those emanating from the management of learning activity
(transactional language), or from social interaction are usually carried out in the

mother tongue.

It seems a commonly accepted view, however, that one learns to communicate by
communicating (see Swain, 1985: 248 for instance). This view has led to the
suggestion that the more real-life interaction learners are engaged in, the more
efficient learning will take place. On the other hand, some researchers (see
below), claim that it is not so much the quantity but the type of interaction
learners engage in that helps accelerate the process of language acquisition in the
classroom.

The increasing teacher awareness of recent developments in the field of language
acquisition theory and of the alternative approaches to teaching/learning derived
from them, seems to be gradually transforming many classroom settings (see
Davis, 1988), in many cases through the introduction of replications of real-life

tasks and situations.

However, some approaches have gone further by putting at the centre of
classroom interaction the learning process itself, the development of learner
autonomy. Thus, the interaction of the learner with his/her previous knowledge,
the target language, the teacher, other learners, tasks and materials, etc...
becomes the main source of clasroom discourse.

Such seems to be the case of the classroom where the data on which this paper was
based was collected. It was chosen:

a) because of the considerable level of comunicative ability that can be generally
observed in the learners -if compared to other learners of similar background;

b) because the approach proposed by the teacher contained features that a priori
could be expected to provide more and better opportunities for language
development, according to what certain studies on the field say (see below).
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1. Aim of the study.

Based on the assumption that interaction is the means by which learning
opportunities are produced in the classsroom (see Allwright, 1989), my interest
as a teacher was:

1. to analyse the kind of interaction that is generated in a context where
apparently sucessful learning is taking place;

2. to try to identify some of the external variables that might account for that
type of interaction/achievement;

3. to attempt to derive some implications for the classroom from the discussion of
1. and 2.

2. The context of the study.

The data analysed were recorded at Karlslunde Skole, a primary and lower-
secondary state school in Karlslunde, a town twenty-five miles south of
Copenhagen. They belong to a class of thirteen 14-15 year old boys and girls who
were in their fourth year of English. The teacher was Leni Dam, whose work in
the development of learner autonomy and other fields is widely-known.

In Dam's classrooms the organization of learning activity is based on the open
acknowledgement that althought overall classroom management is the teacher's
responsibility, the learner has the capacity to manage, and should take
responsibility for his/her own learning in relation to others (Dam and Gabrielsen,

1988).

3. Perspectives of the analysis.

In order to achieve my objectives I analysed the data from three different
perspectives:

1. the presence/absence of features of real-life interaction.

2. the presence/absence of the variables that according to some reseach seem
to be more facilitative of learning, and

3. how the approach proposed by the teacher seems to contribute to create the
circumstances that allow for the particular kind of interaction that is produced

in this classroom.

4. Instruments of analysis used.

As a checklist for the identification of features of real-life interaction I used the
list proposed by Davis (1988, unpublished):

a) interlocutors are free to initiate exchénges, to challenge statements, to make
unprompted comments or asides, to ask questions and to negotiate roles in the

discourse;

b) speakers share a purpose with their listeners, or else the conversation rapidly
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ceases;

c) speakers and listeners collaborate together to pursue the discourse to a
satisfying conclusion without any pre-set time limit;

d) speakers and listeners are not aware of what is likely to be said by any party
and thus react spontaneously to the unfolding of discourse;

e) speakers and listeners unconsciously employ strategies in real time-coding to
maintain or support the discourse in progress;

f) speakers and listeners unconsciously employ turn-taking strategies to allow
for smooth and acceptable alternation of the speaker's role;

g) the propositional content of the discourse is more important than the language
used to express it which is of little significance as long as communication

occurs;

h) propositionally, speakers are free to draw from any sources of information or
opinion they have at their disposal, including referring back to what other

speakers have said.

The data was also analysed from the point of view the presence/absence of both
the features of interaction some researchers claim facilitate acquisition, and the
variables that are thought to promote them, such as:

* Opportunity to obtain as much comprehensible input as possible (Krashen,
1983, 1985). Which means exposure to input which is not simplified but contains
interactional adjustments (Long, 1981; Pica et al., 1987, on redundancy; Ellis ,
1984, on extended utterances and quantity).

* Use of interactional adjusthents (Schachter, 1984; Varonis and Gass, 1983a;
Swain, 1985).

* Participation in interaction that is focussed on meaning/content (Long, 1981;
Allwright, 1982, 1984; Pica etal, 1987; Breen and Candlin, 1980; Ellis, 1984).

* Opportunity to produce comprehensible output (Swain, 1985; Picaetal, 1989):
attempting to convey a message precisely, coherently and appropriately.

Which translated into classroom activity would mean:

* Participation in tasks that provide opportunities for learners to use their
linguistic resources to their upper limits in trying to convey their intended
meaning and to destabilise their interlanguage (Long, 1989; Pica et al, 1989),
that is, tasks that allow learners to

- express their own meaning freely;

- produce planned discourse, for a higher syntactic complexity and
variety;

- be exposed to and perfom a variety of speech acts;

- reformulate their utterances;

- test their hypotheses and incorporate feedback;

- negotiate meaning;
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- etc.

* A non-threatening environment (Krashen, 1983, 1985; Varonis and Gass,
1983b; Doughty and Pica, 1986).

* The use of small groups associated with two-way, planned, closed tasks and
of different groupings for different activities (on small group interaction:
Long, 1989; Long and Porter, 1985; Pica and Doughty, 1985; Doughty and
‘Pica, 1986; Bygate, 1988).

Finally, in analysing the data from the point of view of the framework proposed
by the teacher I primarily focussed on three features that emerged from a
preliminary analysis:

- the roles the interlocutors seemed to adopt,

- task-type,

- grouping.

A global examination of the data suggested the presence of different roles played
by the participants, that seemed to be one of the determinant factors of the kind
of interaction that takes place in the classroom at different times. Conversely, it
also appeared that interaction conditioned the role adopted by the participants.

In the case of the teacher, those roles seemed determined by her goals:

- EDUCATOR: .
raising the learners wareness of the learning process (reasons behind

decisions, evaluation of procedures, etc).

- LANGUAGE TEACHER: it would include the teachers's role as
-input provider (providing the greatest possible amount and variety of
.comprehensible input),
-output prompter (encouraging learners' participation in interaction and the
stretching and destabilization of their interlanguage),
-language/language learning expert (providing information about the language
and ways of working with it),
-evaluator (giving feedback on learners' linguistic behaviour).

- SOCIAL INTERLOCUTOR: in interaction that is not directly related to
pedagogic activity.

In the case of the learners, their roles are in principle complementary of those of
the teacher (educator - learner, language teacher - language learner, social
interlocutor), but those are not the only roles they perform. The transference
of some of the teacher s responsibilities for the managemente of learning (see
Allwright, 1978) also prompts the learner to adopt certain teacher roles.

These roles obviously do not occur in isolation, on the contrary they are tightly
interwoven - e.g. the educator and the interlocutor are also input providers, as
are the learners when they interact in order to complete a task or to solve a
language problem, for instance.

Three hours and forty-five minutes of video recordings were transcribed and
analysed following this treble perspective. In the next section, I shall try to
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summarise the results of the analysis and the conclusions derived from it.

5. Summary of the analysis of the data and conclusions.

In summarising the results I have attempted to answer the questions that were
implied in the objectives formulated in the introduction to this report.

What kind of interaction takes place?

In other words, how are learning opportunities provided? Do the features of
interaction researchers claim to be more facilitative of learning occur here?

The analysis of the data provided some evidence of how the features of natural
conversation and of real-life interaction, in general, seem to be widely present
in Dam's classroom. Different types of interaction seem to take place depending
on different intended aims and their practical realisation in terms of task,
grouping and role adopted by the participants, among other factors -e.g.
interaction among learners in small groups is likely to be more conversational than
teacher-learner interaction in front of the class.

In this particular classroom context, interaction apppears as a means to the end
of developing learner autonomy. It results from the effort of the learners to cope
with their own learning in collaboration with all the other participants (teacher
and fellow learners). It is mostly determined by the need to communicate in order
to carry out whatever activity they have planned. As a result, interaction is
usually focussed on meaning, and there seems to be a genuine interest among the
interlocutors in understanding each other and getting their message across. This
often gives rise to the need for clarification and to the use of interactional

adjustments.

But meaning is not the only thing that is negotiated. Plans have to be discussed
and collectively accepted, which creates opportunities for both obtaining
comprehensible input and producing comprehensible output, as well as for
stretching the learners' resources and testing their hypotheses in trying to
convey their meaning, and for obtaining feedback.

At the same time, all the participants act as input providers, although the teacher
is the source of more accurate grammatical input, and model provider. Teacher-
fronted activity gives rise to more extended discourse on the part of the teacher.
At first sight, there do not seem to be signs of oversimplification in it, nor of
unnatural speed of delivery. What the teacher seems to do in order to render her
speech comprehensible is frequent expansions, exemplifications, rephrasing,
repetitions, and pauses, which can provide the learners with the necessary
redundancy and time to process meaning, but also with examples of alternative
ways of expression.

Comprehension is checked through a variety of devices: direct questions,
starting a sentence and waiting for the learners to complete it, etc., but usually
the best check is the learners' subsequent behaviour.

As has been said, opportunities for the learners to produce comprehensible
output arise as part of the development of classroom activity, from the need to
commmunicate in order to achieve the agreed plans (see the examples).
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Teacher-learner interaction in small groups seems to provide good chances for
'pushing' the learners' resources -often through the insistence of the teacher in
finding out about their exact plans and the intentions behind them -as well as for
testing their hypotheses and obtaining feedback on their interlanguage.

Work in small groups provides the kind of relaxed atmosphere (they normally
choose their partners) that seems to help acquisition. It is also an excellent
opportunity to produce planned discourse in collaboration (e.g. story-building)
and thus for greater lexical and syntactic complexity and diversity.

The variety of tasks, and of the roles adopted by the learners in their completion
also seems to provide an opportunity for the performance of a wider range of
speech acts than it is normally seen in classrooms -e.g. those that are ususally
only performed by the teacher as task manager, evaluator, etc.

It therefore seems to me that the conditions that a number of researchers claim as
necessary for second language acquisition to take place most effectively in the
classroom are present in the data, unfortunately there is no room here for a more
detailed account of how this presence relates to the factors suggested as
contributing to the type of interaction that takes place -task, grouping, role.

How is that kind of interaction generated?

That is, how does the overall framework for classroom management proposed by
the teacher contribute to it? Which factors seem to be more determinant? Are the
variables researchers suggest as more likely to lead to the types of interaction
that seem to better facilitate acquisition present here?

These questions have already been answered in some way above. The examination
of the data seems to indicate that by giving the learners the opportunity to
engage in the process of taking up the managing of their own learning -that is,
of taking part in the decision of what is needed, what is going to be done, how,
when and by whom, and in the evaluation of the outcomes of those decisions -they
can not only develop as learners but also as communicators.

By adding a social dimension to the planning, completion and evaluation of
classsroom activity, that is, by teacher and learners working together in solving
the problems of learning, a great amount of natural conversation can be
generated. It is what is going on around the completion of tasks that seems to
produce more opportunities for language development since it is more likely to
produce the conditions researchers claim as necessary. The data also seem to
indicate that those conditions can be created in the classroom.

Long (1981) suggests two-way tasks, planned tasks and closed tasks, as more
likely to produce those conditions, however, the question of how to involve
learners' participation still remains. The lessons that have been examined seem
to be two-way tasks in themselves: each participant has information nobody else
has (about his/her needs, abilities, interests, knowledge, etc.) and the exchange
of that-information is needed in order to accomplish whatever has been proposed.
In fact, the whole approach could be seen as a big problem-solving task: how to
go about one's own learning.

There are no examples of closed-tasks in the data, on the contrary, the tasks are
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concerned with the expression of the learners' own meaning, and so there is not
a limited number of possible answers. Nevertheless, they seem to produce a great
amount of the kind of interaction that seems to be desirable for the promotion of
language acquisition.

In my opinion, this is so because, as it has been said, there is a genuine interest
in meaning, and participation is secured by the learners' initial acceptance of
their responsibility for their own learning and the subsequent process of day-by~-
day negotiation among teacher, learners, their previous knowledge and ability,
personality traits, the language, and the learning environment, in relation to the
jointly set aims.

The presence of tasks that allow for planned discourse has already been
mentioned, as have some of the effects of different groupings on interaction.
Task-type, grouping, and level of proficiency seem to be important variables in
the kind of interaction that is produced.

There is a fourth factor that seems to interact with the other three in the data:
the changing roles adopted by the participants at different moments and which
ultimately seem to be a translation of the teacher's overall aims -the development
of learner autonomy and of their communicative competence- and more
immediately, a consequence of the framework that is used as a means of achieving

those aims.
What implications does this all have for the classroom?

At the moment, research is far from being able to offer a complete picture of how
second language acquisition takes place or of how it can be best fostered.
However, it seems to be in the position of providing some clues as to what
elements may play an important role in its development.

Those elements mainly consist of aspects that are normally found in real-life
communication: focus on decoding messages, use of devices for clarifying
meaning, opportunity to express one's own meaning freely, etc.

Classroom language learning studies also suggest variables -such as task-type,
grouping, level of proficiency of the interlocutors- that may favour the ocurrence

of those features.

However, even if the presence of the right variables is likely to produce the
desired kind of interaction, there is no guarantee of the involvement of the
learners in it.

The Karlslunde experience seems to support the idea that second language
acquisition has to be seen from a wider point of view, not as merely linguistic
development, but as involving the person as a whole. Communicative competence
in a second language is contemplated as a further development of the learners'
competence in their first language (see Dam and Gabrielsen, 1988) and as
engaging all the individual linguistic and personal resources.

If this view is shared, the first implication would be that room has to be left for
all that to take place in the classsroom, that is for all those resources -previous,
knowledge, feelings, abilities, interests, needs, etc.- to interact.




Actes-1. APAC ELT-CONVENTION 1992

In Dam's classroom, intention, planning and negotiation are seen as basic
elements in the process of communication and, as we have seen, they have an
important place in the teaching-learning process. We have been dealing with the
particular answer of a teacher to the teaching-learning situation in her classroom.
What seems a necessary condition in the first place for all this to happen is the
teacher willingness to release many of the responsibilities derived from the
management of learning, and a respectful attitude towards the learners' right of
decision and their arguments.

A second implication of the study is related to teacher development. It appears
to me extremely useful as a teacher to focus on the kind of interaction that takes
place in our classrooms and analyse it in terms of the variables that have been
dealt with here, or others that may emerge. That will hopefully allow teachers to
be more conscious of how different variables may influence the type of interaction
that is produced, and of how different combimations of them may favour different

aims.

This kind of classroom research with a pedagogic aim would probably provide
teachers with better grounds for advising learners more efficiently on which
tasks and procedures may better lead them to reach their objectives.

[An extended version of this paper has been published in the procedings of the
Jornadas de APIA, 1991]
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Expectations from textbooks
by Myriam Padrés

In this article I will try to summarize the issues that have to do with textbook
evaluation in relation to the context of secondary schools in Catalonia.

Rationale

Teachers nowadays are faced with a vast amount of teaching materials. The issue
of what teachers should do when having to make a choice and select a particular
book or coursebook has always appeared to me as a very interesting and relevant
issue. Whether teachers realise it or not, the teaching profession involves them
in the evaluation of teaching and learning materials.

Evaluation defined

Evaluation is traditionally defined as the systematic gathering of information for
the purposes of decision-making. Evaluation is a concept that applies now to
every aspect of education. In some fields of activity we are particularly concerned
to know whether we are doing the right thing or whether our actions and
decisions will lead to the outcome we expect to achieve. Therefore, we form
opinions, beliefs, and judgements of our own to measure our actions and decisions
- or other people's. Evaluation is concerned with making such judgements and the
ways in which we may do so. Hence, evaluation aids decision-making and/or the
consideration of values and consequences of previously taken decisions or past

actions.

Evaluation is a highly positive task. Unfortunately, though, it tends to have
negative connotations for many people. It tends to be viewed as the process of
seeking out inadequacies, failings and oversight. While such kinds of results
cannot be ignored, they should not be taken as the sole end of the evaluation
process, positive results need to be identified and reported, too.

"Poor results are not more informative than good ones, they need
attention." (Murphy 1985:13)

As a whole, it should be said that evaluation should be a principled activity; i.e.
we should have a series of principles on which to base our judgements. It is
ultimately the application of a series of relevant questions to a textbook (for
example) and the drawing of conclusions.

Key concepts in evaluation

According to our concerns in this session, "Face Validity" and "Content Validity"
are two key concepts to take into account. The former refers to the importance
that a textbook appears to do what it claims. If it does not, the teacher will only
give it a cursory glance, immediately disregarding it, and therefore it will not
undergo a thorough evaluation process. For instance if the textbook claims it uses
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pair and group work, it is important it appears to do so from the very first
moment we look at it. The latter is also a key concept. If the textbook being
evaluated does not cover all the relevant subject matter, the teacher will have to
disregard it, too. If he or she still wants to consider it, he or she will have to
think of ways in which it can be altered, or adapted to meet the needs required
from the context.

Feedback is another key concept. Evaluation is about providing feedback. The
information gathered may provide ideas about what to modificate and how
modification should be implemented. Essentially, as it has been stated before,
evaluation is about making judgements and assessing the value and quality of
what is being done and this would be very difficult, if not impossible to do
without feedback. All the participants in the learning context are subject to
provide feedback; i.e. teachers, students, inspectors, publishers, etc.

As Murphy (1985) sees it, the place of evaluation in the curriculum is a central
one. Evaluation is equally related to Objectives, Content, and Method.

Evaluation can measure and assess the validity of content, whether the content
suits the objectives, and whether the methods are appropriate for conveying the
content and achieving the objectives. According to Murphy, the curriculum
materials would fit into the area labelled 'Content' and the one labelled 'Method'.
So we can see that there is equal interest in 'how' something gets learned, i.e.
method, and 'what' is learned, i.e. content.

Considerations about textbooks and learning materials

Allwright (1981) explores the role of teaching materials according to two different
views: The Deficiency View and The Difference View.

The Deficiency View sees materials to save learners from teachers' deficiencies,
to make sure that the syllabus is properly covered and that exercises are well
thought out, for example. This view leads to two extreme thoughts: the first one
is that the 'best' teachers would neither want nor use published teaching
materials; the second one is that there are 'teacher-proof' materials that no
teacher, however deficient, would be able to work badly with. The Difference
view holds that teachers need teaching materials as 'carriers' of decisions because
the expertise required from materials writers is importantly different from that
required of classroom teachers.

Paradoxically, we find that a number of textbooks are being written by teachers
at the present moment and that some education systems ("La Reforma" being one
of them) encourage teachers to design their own materials ("Credits", for
instance).

No matter what our views are, we should accept that teaching materials are chosen
at least partly because of the learning goals they embody; but these are not the
only goals involved in the whole management of language learning. So, materials
may contribute in some way, but they cannot determine goals. We should
distinguish between 'what is taught' and 'what is available to be learned' in
relation to the content which is defined as the sum total of both. There are four
types of content implying this sum total:
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- the target language itself

- subject- matter content; i.e. knowledge about language in general, about
culture, tec.

- learning strategies

- attitudes

These views are embodied in "els nivells de concrecié" of "La Reforma" and are
part of the 'content' as a whole.

Textbooks can provide useful material for any classroom because, although one
group's needs diverge at different points from another's, there is often a common
core of needs shared by a variety of groups in different places studying under
different conditions at different times. Textbooks make it possible for learners
who might have missed lessons to catch up. They also make it possible for
learners to prepare lessons or review what has been done on their own. In other
words, they make it possible for learners to make the fullest possible use of their
resources for staying in touch with the language. Moreover, we must bear in mind
that these features are important characteristics of a good number of learners'

learning style.

Curriculum materials of whatever kind - worksheets, textbooks, workbooks, etc.
- are a manifestation of the intended curriculum that teachers implement. On the
one hand, they provide documentary evidence of intentions; and on the other,
they constitute an 'agenda' for classroom action.

Textbooks and evaluation

There are plenty of arguments for and against using a particular textbook in the
classroom. Here is a list of arguments taken from a review of the literature
together with teachers and publishers' opinions expressed in different seminars
or talks I have attended or given.

Arguments for:

. students' feeling of security and concreteness.

. improvement in quality. If teachers design all their teaching materials , it it
obvious that they cannot produce good quality all the time. The same can be said
of variety of exercises, pictures and photographs, etc.

. labour-saving idea. To produce a consistent pattern in teaching materials is
always very important for both teachers and students.

. a textbook can encourage the students to be independent, otherwise they may
become too dependent on the teacher.

. for revision work. A textbook is always there to be consulted, while the teacher

is not. ,
. a textbook is printed and bound and therefore is more attractive and easy to

handle.

. the language to be taught and to be used is already graded.

. a textbook can help the teachers develop their methodology by encouraging
them to use 'new’' techniques (classroom activities); i.e. pair work, project

work, discussions, etc.

Arguments against:
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