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become teachers of English as a foreign language (EFL) or English for
Speakers of Other Languages (ESOL). It is also designed for experienced
teachers who wish to update their knowledge and skills. The programme
allows teachers to develop and reflect upon their understanding of the
various theoretical and practical issues that impact upon the field of
language teaching. It places particular emphasis on the notion of informed
and critical teaching and the need for teachers to mediate between theory
and practice in constructing pedagogies according to specific
teaching/learning contexts in line with the most recent approaches in the
field. Language technology, and corpus-based approaches to the study of
language feature strongly in the programme. A balance is maintained
between linguistic content, pedagogic content, and teaching-related
research. The programme concludes with a 15000-word dissertation giving
students an opportunity to engage in empirical research. An alternative
Graduate Diploma exit route is available for those who choose not to write
the dissertation.
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accommodates some 13, 860 students.
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From the Editor

Freda Mishan, University of Limerick

It is not often that a journal in the field of language
learning starts with reference to a global pandemic.
But the phenomenon has impacted every aspect of our
lives this year, including the publication of this issue of
Folio. The cancellation of our ‘feeder events’, including
the annual MATSDA conference, reduced submissions
to the journal, and I'm sure that many other potential
contributors had more serious matters on their minds.
This notwithstanding, a number of contributions
were submitted, making for a somewhat reduced but
nonetheless strong issue for 2020. The issue spans as
many different aspects of materials development as it
does countries of the globe, with contributions from
practitioners in China, The Canary Islands, Taiwan and
Oman as well as the US and the UK. Three authors
discuss specific contexts; Kirsty J. Wood presents
an approach to CLIL in The Canary Islands; Tony
Waterman focuses on promoting critical thinking
skills in an English for Security course for the Royal
Air Force of Oman and Matt Walpole presents research

conducted in Taiwan on materials designed to support
the writing component of the IELTS examination.
Two further articles address what was in fact the
theme of the 2019 MATSDA conference, materials in
use, looking at materials use from the practitioner’s
perspective. Zhan Li’s case study analyses classroom
discourse in Chinese HE English language courses
while Claudia R. Fernandez gives us instructors’ views
on their Spanish language textbook. Our review for this
issue comes from Naeema B. Hann reviewing Mishan
(Ed.) (2019) ESOL Provision in the UK and Ireland.
Even more so than in previous issues, I would like to
thank our contributors for their generosity in sharing
their research, and their dedication in overcoming the
obstacles caused by a world-wide pandemic to do so!

Freda Mishan, Editor
University of Limerick
November 2020

www.matsda.org/folio.ntml
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Greetings from the President

Brian Tomlinson, MATSDA President

elcome to another issue of Folio, which
Wyet again reflects the rapidly growing

interest in materials development around
the world as a practical pursuit, as an academic
discipline and as a means of bridging the gap
between theory and practice and practice and theory.
An example of this growing interest in materials
development is that I've been spending lockdown
(when not still celebrating Liverpool winning the
Premier League) responding to requests to give
interviews, to write articles, to write chapters and to
write handbook entries on materials development, as
well as teaching the Materials Development module
on the Ed.D. programme for Anaheim University.

Of course, I should have been running workshops and
conferences for MATSDA. Unfortunately, the MATSDA/
Universiti Sains Malaysia Conference in Penang,
the MATSDA Materials Development Workshop at
the University of Aston and the MATSDA Learners
Conference at the Liverpool School of English all had
to be postponed because of Covid 19.

Future MATSDA Events

We are now busy planning the following:

The MATSDA Learners Conference
on Let the Learners Speak

We are hoping to run the Conference at the Liverpool
School of English in April or May 2021.

The MATSDA/University of Aston Workshop
on Developing Materials matching what we
know about Language Acquisition

We are hoping to run the workshop in early June 2021
at the University of Aston in Birmingham.

The MATSDA/Universiti Sains Malaysia
Conference on Developing L2 Materials
to Promote Creativity and Criticality

We plan to run this Conference on August 9th-10th
2021 at the Eastern and Oriental Hotel, Penang,
Malaysia with the following plenary speakers:

Rod Ellis, Alan Maley, Hitomi Masuhara, Jayakaran
Mukundan and Brian Tomlinson.

To offer a paper for a forty minute oral presentation or
for a poster presentation please send a 150-200 word
proposal to Brian Tomlinson at brianjohntomlinson @
gmail.com

For details of these planned events visit our website
www.matsda.org later in the year.

Future MATSDA Related
Publications

I'm happy to announce the forthcoming MATSDA
related publications, which demonstrate how much
MATSDA is contributing to the fields of applied
linguistics and materials development:

Fernandez, C. & Adon, B. (Eds.). (in press). Using
Language Learning Materials: Theory and Practice.
Newcastle: Cambridge Scholars.

This is a collection of papers written by parallel
presenters from the MATSDA/University of Liverpool
2019 Conference on Using Language Learning
Materials: Theory and Practice.

The book will be published in early 2021.

Tomlinson, B. & Masuhara, H. (in press). SLA
Applied: Connecting Theory and Practice. Cambridge:
Cambridge University Press.

This is a book co-authored by the MATSDA President,
Brian Tomlinson and the MATSDA Secretary, Hitomi
Masuhara which connects current theories of second
language acquisition with all practical aspects of
language planning, teaching, learning and assessment.
As you might expect there is a considerable focus on
research informed materials in each chapter.

The book will be published in early 2021.

Hope to see you at the MATSDA Conference in
Penang in 2021 and maybe at the MATSDA Materials
Development Workshop at the University of Aston and
the MATSDA Learner Conference in Liverpool too.

Brian Tomlinson
President of MATSDA
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Instructors’ perspectives on the value
of innovating L2 Spanish textbooks
in USA higher education

Claudia R. Ferndndez

Introduction

The development of materials for language teaching
and learning and the nature of how these materials
are used by both instructors and learners have gained
prominence as areas of interest in the past 25 years
or so (Harwood, 2014; McGrath, 2016; Tomlinson,
1998; Tomlinson, 2012) This research has shed light
on important aspects of the second language (L2)
teaching profession such as best practices for materials
development (Tomlinson & Masuhara, 2017), materials
adaptation and use (Guerrettaz € Johnston, 2013;
Matsumoto, 2019), and the quality of commercial
textbooks (Tomlinson, 2018), among others, and
has advanced our understanding on the nature of
the relationship among instructors, materials, and
students. One of the areas in this body of research
is that of instructors’ voices and their attitudes
towards their teaching materials. Although some
studies have revealed what instructors think of their
materials (Masuhara, 1998; McGrath, 2006; Menkabu
& Harwood, 2014) this is an area that has remained
under-investigated.

The purpose of this article is to report the results of
a study on instructors’ perspectives on the textbook
they use and the extent to which they perceive it as a
valid tool to facilitate language teaching and learning.
The study focuses on the instructors’ perspectives on
a different and innovative textbook adopted by a
Spanish basic language program in a public university
in the United States, and the factors that contribute
to these perspectives. It is a well-known fact that
in most of the USA, university-level Spanish basic
language programs still use textbooks with traditional
L2 teaching approaches, thus our profession is very
well used to these types of textbooks (Cubillos, 2014;
VanPatten, 2015). We also know that when change
is introduced, it is common to find resistance from
those whom the change affects (Van den Branden,
2009). Considering these situations, the present study
seeks to expand our knowledge of how innovative
textbooks when introduced as main teaching materials
are perceived by instructors and to reveal some of
the factors that contribute to form these perspectives
within the context of American higher education.

Background: The Spanish Basic
Language Program at UIC

The Spanish Basic Language Program (SBLP) at the
University of Illinois at Chicago (UIC) consists of
approximately 1200 students per semester and about
30 instructors. The program has four courses from
novice to intermediate-low levels taught by both
teaching assistants (TAs) and lecturers. Most of the
students in the program take Spanish to fulfill the
College of Liberal Arts and Sciences requirement which
mandates four semesters of a second language to
complete their major.

Three years ago, when I started directing the SBLP,
we implemented a new curriculum and adopted new
materials that greatly differed from the traditional
approaches previously followed. The program did not
have an explicit mission statement and the connection
between the materials and the objectives was not
clear, neither was the extent to which such materials
helped achieve such objectives. Instructors had used
a traditional textbook which followed a Presentation-
Practice-Produce (PPP) approach for approximately
ten years. The new curriculum was designed based
on the American Council on the Teaching of Foreign
Languages (ACTFL) World Readiness Standards (WRS)
(The National Standards Collaborative Board, 2015).
Before adopting new materials, all instructors of the
SBLP had five 3-hour workshop sessions conducted
by me to write the Mission Statement, as well as to
identify the learning objectives of the four courses.
We learned about the WRS as well as the current
understanding of how L2s are learned, Task-Based
Language Teaching, best L2 teaching practices, our
students’ profile, and about the nature of the 21st
Century L2 classroom according to ACTFL.

I then selected a textbook that helped us best
achieve the new learning objectives. My criteria
were for a textbook based on tasks, activities that
reflected current understanding of L2 acquisition,
appropriateness for our students’ profile, and cost. I
selected Aula Internacional (2014), a global textbook
published in Spain and targeted at adults in different
areas of the world. Because the textbook was not going



folio 20/7 Navember 2020

to be enough to help us achieve our learning goals, we
also adopted other materials, such as graded readers,
movies, and songs, and included telecollaborative
conversations, other learning activities and projects.

An innovative textbook

According to Rogers (2003), an innovation is ‘an
idea, practice or object that is perceived as new by an
individual or another unit of adoption’ (p. 12). A quick
Google search defines ‘innovative’ as (something)
‘featuring new methods; advanced and original. As
Van den Branden (2009) explains, the assumption is
not of innovation as mere change; innovation should
be goal directed and aim at an improvement from what
has been offered before. Based on these definitions,
I apply ‘innovative’ to L2 textbooks as those which
offer different and better opportunities to learn the L2.
That is, innovative textbooks represent an advantage
for facilitating L2 learning over traditional textbooks.

Aula Internacional as is a best-selling, global textbook
published in Spain and widely used in Europe, Asia
and Latin America by adults learning L2 Spanish (not
necessarily USA college students), that can be considered
as innovative. What makes this textbook innovative for
the US market is its lesson design, which is shorter and
starts by identifying its main goal or ‘target task’ for
students to accomplish at the end. The activities then
are directly related to the main goal. Linguistic items
are previously identified; however, they are treated
as resources to achieve the task and not as topics on
their own, as is typically the case with traditional
textbooks in the USA. The target task contains all the
characteristics that a task should have according to
the Task-Based Language Teaching framework (Van
den Branden, 2006), and the activities resemble the
pedagogical tasks as defined by Long (2015).

To be sure, the textbook does not sell itself as
innovative or as following a task-based framework,
and it still reflects some traditional aspects of L2
teaching and learning, so a more radical approach to
innovation may perceive the book still as traditional.
However, the fact that there is a concrete, identified
task at the end of the lesson and that activities are
designed to promote language use authentically and
purposefully as they prepare students to accomplish
a goal, is already a great step farther from grammar-
driven textbooks, and a step ahead towards innovation.
Indeed, the textbook represented a substantial change
for the instructors of the SBLP at UIC who were used
to PPP frameworks in their materials and a grammar-
driven curriculum, and who were not familiarized with
an approach based on tasks.

The importance of instructors’
perspectives on the value of
teaching materials

One of the important aspects to advance our
understanding of L2 learning in the classroom is to
investigate the nature of the relationship between
instructors and teaching materials (Remillard & Bryans,
2004; Van den Branden, 2009). The importance lies in
the assumption that teachers play a crucial role in
transforming the curriculum and its materials into real
classroom events (Masuhara, 1998; Remillard, Herbel-
Eisenmann & Lloyd, 2012). However, because of the
complexity of the teachers’ role in facilitating learning,
integrating innovation into teachers’ materials and
practices has proven to be not an easy task. Lord (2014)
states that ‘the nature of innovation implies movement
away from the norm, and that generally entails
controversy because some may fear it, not understand
it, or be generally resistant to all change’ (p. 157).

Investigating the instructors’ perceptions on the value
of the innovative materials is a first step to better
understand the extent to which they find them valid
tools to help them create the learning opportunities
that traditional textbooks may not provide. If the
instructors are satisfied with the textbook and feel
comfortable with the innovations, they will be better
able and willing to translate the written content into
an enacted form resulting in a positive effect for
students’ learning.

Research Questions

The present study is based on the following research
questions:

1. What are the perceptions of Spanish instructors
in higher education on the value of innovative
textbooks?

2. What factors contribute to instructors’ perceptions
of their textbook?

Method

The initial pool of participants were approximately 40
Spanish instructors (18 lecturers and 25 TAs) currently
teaching in the SBLP at UIC or who had taught in the
program when the new textbook was introduced in
the spring of 2018. Participants differed in experience
teaching L2 Spanish in higher education as well as in
teaching with the textbook Aula Internacional.

The materials consisted of a questionnaire of 38
questions divided in three sections, each addressing a
different variable. The section pertaining to the present
study was Section I and it had ten questions; seven
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questions were of the Likert scale type and three were
open questions (see Appendix 1). The questionnaire
also asked respondents to participate in a follow-up,
semi-structured interview which consisted of a set of
three questions (see Appendix 2).

The overarching construct measured by the ten questions
was perceived value. This construct was interpreted as
incorporated four qualities: innovation (whether the
textbook was perceived as innovative and if so, in
what ways); effectiveness (whether the textbook was
perceived to be aligned with the program objectives,
the nature of the ‘Communication’ strand of the WRS
according to ACTFL, and to our students’ profile);
helpfulness (whether the textbook aids instructors
in accomplishing their lesson/course goals, and in
facilitating the conditions for language learning to
occur), and advantage (whether instructors perceived
the textbook and its pedagogical framework to be
better than that of the other textbook, and the extent
of their satisfaction with it). The questions were written
to reflect and tap into different facets of the construct.

Two instructors (one from the SBLP who was not
participating in the study and other one from a
different institution) revised the first draft of the
questionnaire. The questionnaire was transferred to
Qualtrics' and then piloted.

Following the pilot, I emailed the online, anonymous,
and self-report questionnaire to the 40 instructors in
June 2020. The survey’s introduction explained the
main purpose of the study and provided an informed
consent form as established by the UIC IRB ethics
office. Those who agreed to have a 30-minute follow-
up interview were contacted via email, and the first
five who answered were interviewed via Zoom. The
interviews were recorded and transcribed for the
purposes of later data collection.

Participants’ answers to the questionnaire were recorded
in Qualtrics, and data were analyzed with its Report tool
to obtain descriptive statistics for quantitative questions
and topic identification for the open questions. For
the follow-up interviews, the researcher watched and
transcribed relevant parts of the recorded interviews to
clarify answers and ensure accuracy.

Findings

Of the 40 Spanish instructors contacted, 25 responses
were received (i.e., 62.5% response rate). Twelve
of them were lecturers and eleven were TAs (two
respondents did not identify their title). About half of
the respondents had been teaching with the textbook
for a year or less, and half had been teaching for
3-4 semesters. When asked to identify the program
learning goals, the answers were 91.3% accurate.

The great majority of the participants (i.e. 84%) viewed
the textbook as innovative to a good or to a great
extent. The characteristics most mentioned as to what
made the textbook innovative was its focus on tasks and
in the presentation of grammar as a linguistic resource
rather than the main topic of the lesson. These are some
of the most representative characteristics perceived:

‘Its adherence to a task-based approach; the
activities within a unit all share a common goal
and serve the higher purpose of the final task.
They are not disjointed as in most other language
textbooks. It is also innovative in the authentic
or near-authentic written and spoken input it
provides students, as well as the opportunities
for discussion of relevant, real world issues such
as sustainability and access to education.’

‘This  textbook focuses on developing
communications around real-life situations that
are current and relevant, rather than inventing
situations in order to practice a grammatical
structure.

‘The book uses the grammar as needed, not as
a main goal.

Regarding perceived effectiveness, the majority (about
90%) thought that the textbook emphasizes the
communicative goals articulated by ACTFL to a
good or great extent. About 75% of instructors
perceived that the textbook aligns with students’
proficiency and linguistic needs to a great or moderate
extent. However, the majority thought the textbook
aligns only to a moderate, some or small extent to
students’ backgrounds (84%) and experiences (70%).
Half of the instructors thought that the textbook
aligns to a moderate or some extent to students’
interests, but only 40% thought it does so to a great
extent. Therefore, while instructors seem to value the
innovative teaching approach of the textbook, they
also perceive not quite an alignment with some of the
students’ lives and realities.

In terms of the teaching framework adopted in the
program, about 90% of instructors reported that a
task-based approach is more effective than a grammar-
oriented approach to help students learn the language
for real-world purposes.

Regarding how well the textbook helps instructors to
accomplish the course goals, 76% reported it does so to
a great or to a good extent. However, almost a quarter
(249%) reported that it helped them to a moderate
extent. The great majority (95.8%) responded that the
textbook facilitated the conditions for students to learn
how to use the Spanish to communicate.

The main limitations of the textbook seemed to lie in the
extent to which the textbook was perceived as a good

1. Qualtrics is an online survey tool that creates and distributes surveys, and analyses the responses.
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fit for its audience. Thirteen participants expressed the
opinion that the main limitation was its focus on the
dialectical varieties of Spain, rather than those of Latin
America which would be more appropriate for the student
learning Spanish in the USA. One instructor stated:

‘Most listening activities use Spanish from
Spain and the speakers either drop their voice
or talk at an accelerated pace (trying to imitate
natural language, but rather off-putting to
learners). A more diverse listening experience
would most likely help students relate these
activities to Spanish they hear around them,
mostly from Latin American regions.’

A second observation was that the activities and
themes were most likely for older more motivated
learners, not typical university students in the USA.
This is a comment from one instructor:

‘I would say its limitations are the kinds of
experiences it asks students to draw on. Not
only the range of experiences, since the book
seems to be written for professionals ages 25-35
or older, but the kinds.

A third limitation referred to the task-based approach
exploited in the book which may not seem to fit with
some students’ expectations or previous experiences
learning Spanish. An instructor stated:

‘Students do not usually like being taught with a
task-based approach. They would rather have a
list of vocabulary and grammar topics.’

Overall, 83% of the respondents were satisfied with
the textbook. The main advantages of the textbook
in comparison with other textbooks used in the
past, was for the units to have a clear, final goal,
which also coincides with the aspect that most
instructors perceived makes the textbook innovative.
One instructor commented that:

‘The main advantage is the authenticity of the
sources, the students can relate and identify how
the Spanish is used in different contexts. Another
big advantage is the final task. The student has
a clear goal for the use of Spanish, it’s not just
to pass a quiz, but to present a friend or talk
about their hobbies; it becomes a more personal
experience for the student’.

A second advantage reported was the ‘real’
communication that the target task and the pedagogical
tasks promoted among students. Participants reported
that the activities promoted ‘everyday conversations’,
language use in ‘real-life contexts’, and the use of
language for ‘real-world’ tasks.

‘If the instructor understands that the point
is for students to be able to communicate
needs in a real-world context and not solely in

exams/written format, this textbook definitely
facilitates that much more than other textbooks.’

One instructor summarized most of the advantages as:

“The book is structured thinking about how language
acquisition takes place. There is an appropriate
amount of input before students are expected to
produce language. The activities are meaningful
to students and most of them have a purpose
(and if they do not, it is relatively easy to create a
purpose!l). The activities also require students to
be active listeners and in groups students learn
a lot about each other. I see them forming long-
lasting friendships as a result of the group work
that goes on. The tareas finales [final tasks] are
varied, fun and require student creativity.

Factors that contribute to instructors’
perceptions

Of the five instructors who participated in the follow-
up interview, three were lecturers and two were TAs.
They were asked three sets of questions related to the
value of the textbook and the factors that contribute to
their current perspective of the textbook (see Appendix
2). The level of satisfaction with the book wvaried
among these instructors, but overall, it was satisfactory
(see Table 1).

Instructor Q11: I am satisfied with the book
1 Strongly agree
2 Agree
3 Agree
4 Somewhat agree
5 Agree

Table 1: Satisfaction level of interviewed participants
(n = 5).

Regarding the factors that have contributed to their
perspective on the value of the textbook, instructors
mentioned several: observed results in students,
instructors’ guide, their own positive perspective about
a task-based approach, having selected the textbook
based on identified goals, and the training given by
the program. Here are some representative samples of
the answers:

Observed results

‘The main thing that contributed is seeing the
results... my students compared to what we did
before with a more traditional textbook, a more
grammar focused, definitely seeing the results
of the students... the other factor is because we
had a good orientation to how to use it...and to
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the backwards design, and to the principles of
ACTFL, and to the immersion experience which
I wasn’t totally convinced with it because of
course, I learned in a different way...and I didn’t
know how it would work in the time frame that
we had for classes because we are very limited
for time, but it does... in my opinion, I see much
better results.” [Instructor 1]

Instructor’s guide

‘So, I think you know, looking a year ago when I
first saw the book, I used the teacher’s edition, it
was like the Bible, right? Because for me the first
time doing, using a task-based book it was really
important to make sure you know I was guiding
the students towards the tarea final...so the
teacher’s edition is really important.” [Instructor 2]

Perspectives on task-based language teaching

‘Well, for me, because I have taught before...
we’ve always looked for materials that are task-
based but we have never really found textbooks
that really fit the purpose, and when I saw this
book it was like oh my God this is the first book
that I really think follows the approach, so that
for me was amazing.’ [Instructor 3]

‘I was nervous at first because we’ve never done
it before, but I don’t know the theory so I was
only going off of my own experience teaching
and in my teaching I always tried to do tasks
even though I did not know that that was what
I was doing, I always tried to do tasks and tried
to move away so they were not thinking about
grammar or were thinking about vocabulary,
just you’'re using it...like we talked about at the
beginning that was what Aula was doing, so
that made obviously easier.’ [Instructor 4]

Pre-identified goals

‘The textbook was chosen knowing it fit with the
goals of the course.’ [Instructor 5]

Program training

‘The first time I opened it I thought, oh my
God, this is all about Spain, here is the Pais
Vasco, Madrid... so that was my first impression
without knowing anything about the approach
that we were going to work with. Once we started
with the orientation training and you explained
to us the approach and I read from A to Z all the
introduction, the book, it’s very well explained
at the beginning what are the objectives, of each
sections, and once I read that and started using
it, it seemed to me that is a thousand times better
than [the previous book].” [Instructor 4]

Discussion

The results of this study indicate that most of the
instructors perceived the textbook to be innovative
and a valuable tool to help them reach their course
goals. Most of the instructors reported being satisfied
with the textbook, although several limitations were
identified, especially its focus on Peninsular Spanish
dialects and cultures and the extent to which the
textbook aligned to the students’ lives.

The general positive attitudes of instructors towards
a new and a different text selected by someone else
and which drastically differed from what some of
them were used to is not what has been generally
reported in the literature. What has been reported is
a common dissatisfaction with textbooks as well as a
normal resistance to adopt new materials (Menkabu
& Harwood, 2014; Zhang, 2007). What factors can we
identified that may explain our results?

One factor is that instructors value having one
clear goal or purpose to direct the teaching/learning
towards (i.e., a task). Another one is that they agree
with the idea to treat linguistic aspects as resources
to reach the goal and not as goals themselves, as is
the case in a PPP framework. A third aspect they
value is the authenticity of the language and the real
communication opportunities the activities promote. It
seems that the textbook promotes students to feel freer
to use the language because they know that grammar
accuracy is not expected or the activities are not
there to practise a structure. Why is it that instructors
hold these values when some of them come from
the previous traditional curriculum, other traditional
programs, have experienced traditional language
learning themselves or have never taught with a truly
communicative curriculum based on tasks?

The information provided in the follow-up interviews
may cast some light on the possible reasons. One is
that instructors may have already been familiarized
and agreed with the tenets of an approach based
on tasks. These may be those instructors that may
have experienced dissatisfaction with the previous
traditional textbook, for example. A second factor is
that although skeptical at the beginning, once they
gave the textbook a try, they found out that not only is
the textbook ‘easy to use’ and had a useful instructor’s
guide, but also that the activities actually help learners
to use the language to communicate something
meaningful and ‘real’ which was not observed with the
previous textbook. A main third observation was the
training given by the program where the approach and
text were introduced and explained along with the fact
that the textbook was selected based on the already-
identified goals of the program.

It seems then that instructors are likely to accept
different, innovative materials if the program has clear



folio 20/7 Navember 2020

and concrete objectives and provides support through
training. Indeed, McGrath (2016) explains that decisions
about materials are not the first step in the planning
process of a course design, rather the first step is to
establish the aims of the course. Instructors must know
what the objectives of the program are, and the way(s)
in which the textbook can help fulfill such objectives
should be explained. In that way, instructors are more
likely to perceive textbooks as valuable tools for
teaching because they know the areas that are helpful
and those that need supplementation. Instructors should
also be given the rationale behind these objectives
(although they may not necessarily agree on them) and
have opportunities for professional development. In
our program, we identified the course objectives and
the value of the task-based approach in five workshops
before the textbooks was adopted, and give regular
trainings, especially to new TAs and lecturers.

Equally important is how students’ learning is
evaluated. Weir (1990) states that student evaluation
in a program can have a strong and positive impact on
the teachers and be a powerful instrument for effecting
change. In our program, we decided to highlight the
task at the end of the textbook units as the event by
which to evaluate students’ performance. Because the
textbook activities facilitate the completion of such
tasks, it may be easier for instructors to see the value
in the material, because they facilitate preparing the
students for the evaluation.

While instructors value the goal-oriented and truly
communicative aspects of the textbook, they also
identified some limitations. Instructors seem to put strong
value on materials that have a wider representation of
the different Spanish varieties of the Hispanic world,
not only to give students a more inclusive and diverse
experience exposing them to all Spanish varieties, but
also because many of these are the varieties students
will most likely hear beyond the classroom.

Another limitation was that some activities and tasks
do not always quite align with students’ realities.
This is important because when students relate the
content to their lives, topics are more meaningful and
language exposure becomes more comprehensible,
which directly affects acquisition and willingness to
communicate. It is beyond the scope of this study to
investigate whether and how instructors adapt the
textbook to compensate for these limitations, but
certainly something worth investigating,.

These limitations are typical of global textbooks, as
reported in the literature. As McGrath (2016) and
Tomlinson & Masuhara (2010) have observed before,
global textbooks can never meet local needs. That is
the case of Aula Internacional, which targets a wide
range audience, but may fail to meet specific needs
of particular ones. Nevertheless, the perceptions of
instructors in this study reflect those of previous
studies in that they reveal a sort of dissatisfaction when

a textbook does not address the particular needs of its
students and contexts, even when instructors value its
innovative approach to L2 teaching and learning.

Conclusion

It seems to be possible for L2 instructors to satisfactorily
adopt and value textbooks that differ from the
norm and offer different ways to teach and learn.
One of the factors that facilitate positive attitudes
towards the new textbook was having selected it to
achieve pre-identified course objectives, and support
instructors through training in identifying the extent
to which the textbook helped them to reach said
objectives. We also observed that even when there
is a high level of satisfaction with the textbook,
instructors will perceive as an important limitation
if the innovative text would not help them fulfill the
local needs of their classrooms.
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Appendix 1

Questionnaire
Innovative

Q3. One definition of “innovative” is "featuring new
methods; advanced and original.” To what extent
is the textbook innovative for the US Spanish
teaching context in higher education?

Q4. Off the top of your head write the major
characteristic(s) that you think make this textbook
innovative. (Write n/a in the space if you do not

think the textbook is innovative.)
Effective

Q5. To what extent does the textbook align with
your particular learners’ needs, backgrounds,
experiences, and interests?

Q7. With the goal of learning Spanish for real-world
purposes, my view is that a task-based approach is

a traditional grammar-oriented approach.

Q8. To what extent does the textbook emphasize
the communicative goals articulated by ACTFL’s
World Readiness Standards (i.e., learning to use
the language to interpret, interact, and express a

message)?
Helpful

Q2. To what extent does the textbook help you
accomplish your course goals?

Q6. The textbook helps me facilitate the conditions
for students to learn how to use Spanish to
communicate.

Advantages over other textbooks

Q9. What do you see as the main limitation(s) of the
textbook in comparison with the previous textbook
you used? If you have not used other textbooks,
briefly identify any limitation(s) of the textbook.

Q10. What do you see as the main advantage(s) of
the textbook in comparison with the previous
textbook you used? If you have not used other
textbooks, briefly identify any advantage(s) of
the textbook.

Overall satisfaction
Q11. I am satisfied with the textbook.
Background questions

1. Are you a... (answer is optional)
a. TA
b. Lecturer
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. How long have you taught Spanish as a second
language in higher education? (answer is optional)

. The Spanish Basic Language Program adopted
Aula Internacional in the Spring 2018. How many
semesters (including summer terms) have you
taught/did you teach with this textbook? (answer
is optional)

. Please mark the two learning goals that

are not curricular goals of the Spanish Basic
Language Program at UIC.

a. Develop cultural awareness

b. Explain linguistic concepts

¢. Communicate in Spanish

d. Develop linguistic accuracy in Spanish

e. Complete tasks successfully in Spanish

. Ifyou are interested in taking part in a 20-30-minute
follow-up interview, please leave your name and
email below.

Hi, This is Rob Waring. Please consider joining the all new Language Learner Literature Writers
Group. We’'ll discuss issues related to the writing of graded readers and other Language Learner

Literature.

This is a place to ask questions about the writing of graded readers, ask if a title has already
been published, suggest ideas for readers, ask about markets, availability, simplification issues,
gradings etc. Note this is a group independent of any particular publisher.

If you have written or wish to write graded readers or other LLL, please consider joining.

At the moment (till the spammers find us) we’ll be an open group.

http://groups.yahoo.com/group/LLL_writers
Tell all and sundry please.
Rob

Appendix 2

Semi-structured interview questions

1.

-
Language Learner Literature Writers’ Group

What factors do you think contributed to your
current perception of this textbook? What has
helped you (or not) into adopting this new book
as a tool to teach Spanish? Have your perception
changed from when you first had to use the
textbook to now?

. How do you feel about the textbook’s approach

to teaching as compared with that of traditional
textbooks? Do you think it is an advantage or
disadvantage in what the textbook offers? In what
ways?

In one of your answers you reported that the
textbook helps you accomplish your course goals to
[a great/good/moderate...extent] can you elaborate
on this answer?

www.matsda.org/folio.ntml

n



fotlo 20/7 November 2020

FOLIO

20/1

Keeping an Eye on Language
Teachers’ ‘On-the-spot’ Use of
Materials in Higher Education in China

Zhan Li

Introduction

It is well documented that language teachers worldwide
orchestrate their lessons with the help of teaching and
learning materials (Tarone, 2014; Tomlinson, 2016).
A recent study has noted that teachers’ approaches
to using materials have a significant impact on
students’ learning opportunities (Shawer, 2017). Given
the significance of teachers’ instructional approaches
and the ubiquity of language learning materials in
language classrooms (Littlejohn, 2011), it is surprising
that classroom-based research on the use of language
materials is still in its infancy (see a burgeoning body
of research conducted by MUSE International, i.e.,
Materials Use in Language Classrooms, an international
research group). Therefore, it is a propitious time to add
to this body of research on language teachers’ actual
use of materials, particularly in classroom settings, to
inform materials development (Tomlinson, 2012) and
professional development activities (Harwood, 2017).
With this in mind, a qualitative multiple-case study
was designed to address two research questions:

1. How do EFL teachers use the prescribed textbooks
to deliver lessons in one university in China?

2. What factors account for EFL teachers’ ‘on-the-
spot’ use of materials?

Classroom-based research on
materials use in ELT

While the bulk of studies have informed us of how to
adapt materials for language teaching and learning
(Tomlinson € Masuhara, 2018), the classroom-based
research examining on-the-spot use of materials is
still scarce, particularly in ELT. Only a handful of
studies have taken a closer look at materials use at the
classroom level. For instance, Guerrettaz and Johnston
(2013) explored the relationship between language

materials and the totality of the classroom experiences
through an ecological lens. They found that the
classroom discourse was strongly influenced by the
materials in terms of its topic, type, and organization.
In other words, the features of materials either afford or
constrain classroom teaching. In Shawer’s (2010) study
of 10 EFL college teachers’ use of curriculum materials
in the UK, teachers were categorized as curriculum
developers, makers, or transmitters according to their
divergent approaches of using materials. In his follow-
up study, Shawer (2017) theorized teacher-related
factors underpinning their ways of using materials at
personal, social, and institutional levels. Humphries
(2014) also identified a range of factors from teachers,
students, and context that mainly inhibited teachers’
use of newly adopted listening and speaking textbooks
in a rural technical college in Japan. All these studies
illuminate the complex nature of materials use in
classroom settings. In this sense, a more holistic
perspective is a requisite for a better understanding of
this under-specified domain of teaching,.

Theoretical framework

This study draws upon Remillard’s (2005) participatory
perspective to interpret teachers’ on-the-spot use
of materials. The participatory perspective is rooted
in Vygotsky’s mediation theory (1978) which posits
that human activity is mediated by tools. From this
perspective, textbooks are seen as tools that can
mediate teaching and learning. Teachers are regarded
as active agents in interacting with materials and
students. The outcome of the interactions makes for
the learners’ learning opportunities. Among the three
essential elements in the classroom ecology, i.e.,
teachers, learners, and materials, the teacher’s position
is unique. A teacher’s knowledge, experiences, and
skills affect the interactions of students and materials
in ways that neither students nor materials alone can.
Thus, materials use consists of a series of participatory

1. ‘On the spot’ use of the materials refers to the spontaneous adaptations that teachers make in classroom settings, driven by

their decision-making on materials use.

2. Curriculum materials refer to the teaching and learning materials disseminated by the institution, which represent national

or institutional standards of curriculum.
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activities among teachers, students, and materials, with
teachers playing a crucial role. Taking this theoretical
stance, it is possible to view our ordinary teaching
through the use of materials as a creative, valuable and
unique activity despite repetition and simplification of
daily routines.

Context of the study

The study was set in China, where one prescribed
national curriculum and one prescribed set of
textbooks are disseminated to a formidable number of
language learners and teachers (Wang, 2007). ELT in
China is provided from primary to tertiary levels. All
non-English major students in higher education have
to receive ELT in at least one academic year, and the
course is termed the College English (CE) Course. The
setting was chosen as one typical institution in Chinese
higher education. The target university was a ‘world-
class’ institution under the government’s ‘Double
First-Class’ project, which has operated since 2015 and
sought to expand significantly the number of highly
ranked universities by 2050. The Chinese government
has operated this project with funding support on
selected research fields of studies on a five-year cycle.

Traditionally, to support newly implemented national
curriculum reform, new CE textbooks are compiled
by a government-appointed panel of experts for all
universities and colleges. Currently, more than 200
universities are adopting the target textbook series
(New Standard College English Series) for the CE course.

Participants

Two female non-native English speakers (Wendy and
Penny, both pseudonyms) were chosen as both teachers
were information-rich cases and willing to participate
in the study. They were teaching CE to students at the
intermediate language proficiency level at the same
university. Table 1 lists the demographics of teacher
participants.

Wendy Penny
Year(s) of 9 2
teaching
Educational MA in Applied | MA in English
background Linguistics Education
obtained from
abroad
Students Non-English majors at
intermediate level
Teaching Course | College English course
Textbook New Standard College English

Table 1: Demographics of teacher participants.
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Data collection and analysis

Semi-structured interviews, classroom observations
and documentary analysis consisted of the major data
sources of this study. Teachers were interviewed before
and after each class to uncover how they used the
textbook and why they made particular changes in
lesson delivery. Classroom observations were video-
recorded and detailed field notes were taken by the
researcher. In one term, two teachers’ classes were
observed over a cycle of four units (one unit lasts
four to six classes due to teachers’ different teaching
pace). A total of 34 classes were observed. Copies of
all teaching materials that the teachers supplemented
and prepared were collected. Data generated from
these instruments were triangulated with each other to
enhance the trustworthiness of the study.

The observational data which took the form of
classroom discourse were also transcribed verbatim
to capture teachers’ on-the-spot use of materials. The
classroom discourse was analyzed using the IRF/E
model, i.e., teacher initiation, student response, and
teacher feedback or evaluation (Sinclair €& Coulthard,
1975), with the aim of representing teachers’ modes
of interactions. By comparing and contrasting the
ways in which two teachers used the materials, the
coding of lesson observations fell into three general
categories: transforming, adapting, and improvising.
All the interviews were transcribed verbatim and coded
to capture teachers’ explanations and variations in
their pedagogy. Four domains of impacts are identified
with respect to materials use, i.e., teacher factors
(e.g., language proficiency, non-linguistic knowledge,
knowledge of students), features of materials, students’
language proficiency, and institutional rules.

Findings

Teachers’ on-the-spot use of materials was manifested
in four activities, namely transforming the modality
of written instruction without changing the content
of the materials, adapting the written instruction and
content of materials, and improvising instruction.

Transforming

Teachers first need to transform the pedagogical ideas
represented by the textbook into tasks or activities. In
other words, teachers brought the ‘dead’ materials into
‘living’ instructions when using them in classrooms. It
was revealed that the written form of instructions was
presented in verbal form in classrooms. Take teachers’
vocabulary instructions in one unit as an example. It was
seen that different types of exercises were transformed
into different modes of teacher-student interactions. For
instance, all teachers used the information gap exercise
(‘complete the phrases with the name of an animal’) in
teacher-student exchanges in the rigid mode of IRE, as



folio 20/7 Navember 2020

shown in Extracts 1 and 2, below. which could engage students more with the materials.
By contrast, Wendy chose to tell her students the clue

By contrast, the reading comprehension questions directly (see lines 4, 5, 6), as Extract 4, below, shows.

(e.g., what is the possible relationship between the
writer and Soren?) were transformed as probing or Wendy’s explanation of her instructional strategy was
scaffolding questions (see Extract 3 below). due to the limitation of teaching time in class and her

) ) evaluation of the material, as this excerpt shows:
Upon seeing that students had trouble answering the

question (line 1), Penny modified it into a series of If you think you still have trouble understanding
general questions (see lines 3, 5, 6, 7). Her purpose the passage, you’d better spend more time
was to scaffold students’ reading comprehension by reading it after class. It is not difficult to
decreasing the difficulty level of the original question, comprehend. (Wendy)

1 Penny: Let’s do this together. As proud as a what? I

2 Ss: Peacock. R

3 Penny: Yes, as proud as a peacock. E

Extract 1: Penny’s use of vocabulary instruction.

1 Wendy: First one, as proud as a...? I
2 Ss: Peacock. R
3 Wendy: Peacock, good. E

Extract 2: Wendy’s vocabulary instruction.

1 Penny: And what is the possible relationship between the writer and Soren? I

2 Ss: Friends. R
3 Penny: Are they just acquaintances? I

4 Ss: No, they are friends. R
5 Penny: Close friends? Are there any other possibilities? Maybe they’re neighbors. I

6 All right. By reading paragraphs one and two, do we know whether the

7 writer is a woman or a man?

8 Ss: No. R
9 Penny: No, we don’t know. Let’s find it out. Please keep reading and try to find I

10 more evidence to show the relationship between the writer and Soren.

11 First of all, let’s find out whether the writer a woman or a man?

12 Ss: woman (murmuring) R
13 Penny: Ok, the writer is a woman. Very good. In which paragraph? E

14 Ss: Three. R
15 Penny: Three, very good. Can you find more information about the relationship? E/l
16 Do not read word by word. Just read for answers. Are they friends?

17 Neighbors? Relatives? Classmates?

18 Ss: Grandchild.

19 Penny: Very good. In paragraph 8, grandchild. E

Extract 3: Penny’s reading comprehension instruction.

1 Wendy: 0k, this text is not so difficult for us to understand. And how can you I

2 identify the relationship between Soren and the writer?

3 Ss: ((silence)) R

4 Wendy: Let’s focus on the sentence. That is in paragraph 8. ‘I thought Soren I

5 had given me this child to watch over. He is my first grandchild. So

6 you can guess, Soren is the writer’s son.

Extract 4: Wendy’s classroom discourse.

14
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In addition, teachers transformed the written

instructions offered by the textbook into words in
PowerPoint with visual or audio supports, such as
images, animations, films, music, and so on. Table I
shows Penny’s extra sample sentences with the aid of
illustrations.

You'll glide over beautiful reefs and stunning sea animals with
included instruction, gear, and one supervised dive,

Outlaw hero KID always shows up with his portable hang glide,
which enables him to escaoe from policemen everv time.

Table 1. Penny’s sample sentences of the
vocabulary ‘glide’.

During the process of transforming, teachers also
evaluated students’ performances, responses, and
reactions. Students’ failure to accomplish pedagogical
goals could trigger teachers’ on-the-spot decision-
making on how to use materials, such as adapting
or improvising. For instance, upon seeing that her
students failed to complete a reading comprehension
exercise (which consisted of the chronological ordering
of events in the passage), Penny instructed on the usage
of tense in the passage, as this excerpt demonstrates:

Be aware, English is the language with tense,
right? “Had done” indicates things that happened
in the past of the past. (Penny)

15

In her post-lesson interview, she explained that her
insertion of grammar was based on her evaluation
of the materials and students’ performances, as this
excerpt shows:

At first, I didn’t expect my students to meet
such great trouble in reordering the happenings.
I didn’t expect the exercise was that difficult for
them. I then attributed it to the cause of tense.
They didn’t catch the tense, so they ordered in a
mess. They believed they should order the events
according to the original passage. (Penny)

It was evident that although both Penny and Wendy
encountered obstacles in implementing their original
plans, they ascribed their failures to different causes.
The input of grammar raised students’ language
awareness and helped Penny to achieve her pedagogical
goal. By contrast, Wendy’s general instruction of
asking students to spend extra time on reading did not
promote substantial improvement in students’ learning
outcomes.

Adapting

Teachers’ adaptation manifested itself in two forms,
namely supplementing instructions without veering
from the designers’ intentions and inventing new
instructions deviating from the intended pedagogy.
When enacting a lead-in exercise (‘say what
characteristics the following animals have’), Wendy
added more concrete requirements:

Can you use some adjectives to describe those
animals? (Wendy)

When enacting a vocabulary exercise (‘match the
words in the box with their definitions’), which was
designed to promote a contextualized vocabulary
learning strategy, Penny asked her students to check the
meanings of each unfamiliar word without positioning
the words in their context.

While doing this exercise, we can refer to the
vocabulary book to check the exact meaning of
the words. (Penny)

It was clear that Penny regarded this exercise as a
means of reinforcing students’ rote memorization of
new words concerning their meanings.

Improvising

Teachers’ improvisation mainly manifested itself
as inserting extra knowledge or scaffolding. For
instance, when teaching the vocabulary ‘glide’, Penny
supplemented an illustration of deep-sea diving and
a sample sentence (see Table 1 and lines 2, 3, 4). Her
partial instruction is shown in Extract 5 (overleaf).

As shown in Extract 5, Penny inserted two questions in
lines 5, 6, 8. The first question was to assess students’
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1 Penny: We can use glide when we describe a movement on the sea as well I
2 under the sea. For instance, you can say, you'll glide over beautiful R
3 reefs and stunning sea animals with included instruction, gear, and 1
4 one supervised dive. Reeff5HIZREHE (it refers to reef). JEAFIL R
5 BE—TRERN=SRNU? (What is the famous resort in I
6 Australia?)

7 Ss: KRIERE (Great Barrier Reef).

8 Penny: Yes, KEEHE (Great Barrier Reef). How to say K& ? (Great R
9 Barrier Reef) () Great Barrier reef. I

Extract 5: Penny’s improvisation.

cultural knowledge (see lines 5, 6). The second question
was a translation task (see line 8). These two questions
had nothing to do with the target word ‘glide’ but were
related to the word ‘reef” that appeared in the sample
sentence. Penny’s insertion of this extra knowledge
originated intrinsically from her knowledge base and
led to her scaffolding with students.

Even if teacher participants received the same
students’ responses, their improvisations differed
quite dramatically. For instance, Penny and Wendy
demonstrated very different interactions when
facilitating students’ reading comprehension (see
Extracts 3 and 4). Both teachers were trying to lead
students to find out the word ‘grandchild’, which
implied the relationship between the author and Soren.
However, they used different strategies to achieve the
goal. Windy gave students a clue directly while Penny
scaffolded using improvisation. This revealed that
Penny’s students were provided more opportunities to
engage with the material and thereby more chances of
negotiating meanings with the material.

Discussion

The findings show that teachers employed three
activities to actualize the on-the-spot use of materials,
i.e., transforming, adapting, and improvising, which
answered the first research question. In the following
sections, the account of materials use will be discussed
to address the second research question.

Teachers’ role in materials use

In this study, teachers are still playing a decisive
role in choosing appropriate instructional approaches
through the use of materials. Teacher knowledge
has a significant impact on their choice of these
approaches, including linguistic knowledge (Freeman,
Katz, Gomez & Burns, 2015), cultural knowledge,
knowledge of their students, and non-linguistic
knowledge. For instance, Penny’s original intention
to provide an illustration of deep-sea diving was to
facilitate students’ understanding of the usage of
‘glide’. Her improvised questions concerned a famous
landmark in Australia and its English translation.
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Although this improvisation deviated from her original
plan to teach the word ‘glide’, the inserted cultural
knowledge aroused students’ interest and enlarged their
knowledge base. Compared with following the scripts
of the written curriculum materials, the improvisation
process is heavily dependent on teachers’ contributions
in terms of broader non-linguistic content knowledge,
linguistic knowledge and knowledge of their students.

Features of materials

Although teachers are still crucial in deciding
instructional approaches, the features of materials either
afford or constrain teachers’ ways of using materials.
For instance, the open-ended reading comprehension
questions provided Penny with the opportunity to
explore the meaning of the passage together with
students by virtue of probing and scaffolding. By
contrast, the information-gap exercise only allowed
rigid teaching, i.e., IRF mode of exchange.

Students’ factors

Students’ language proficiency could facilitate or
hamper teachers’ use of materials. For instance, Wendy
acknowledged that she adjusted her coverage of
teaching content according to her students’ language
proficiency levels.

Institutional rules

The institutional rules affected teachers’ use of materials.
It was evident both teachers were requested to use the
same teaching materials. In this sense, the prescribed
textbooks are the designated curriculum at the target
university. Teachers have no rights to change or abandon
the prescribed textbooks in their teaching, which may
limit teachers’ potential to become material developers.

Conclusion

In sum, this study delineates three processes that EFL
teachers used with materials in classroom settings,
along with four domains of influencing factors.
Language teachers’ on-the-spot materials use is by
no means straightforward, but complex, emergent,
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and participatory, even in the centralized curriculum
context. Language teachers play the decisive roles
in making on-the-spot decisions for materials
use in language classrooms. For effective use of
language materials, teachers should be equipped
with adequate linguistic knowledge, non-linguistic
content knowledge, and knowledge of students and
contexts. Communications among teachers, textbook
compilers, and the administrators who are responsible
for adopting the materials at the institutional level
should be maintained to ensure that the voices of
teachers can be heard. Furthermore, materials should
be made flexibly adaptive and educative, as the process
of using materials is intertwined with the process of
teacher learning. This study only takes a modest step
to shed light on teachers’ on-the-spot use of materials
in language classrooms by linking classroom discourse
with materials use. I believe the issue of materials
use deserves further investigation in wider contexts
because materials use is closely related to classroom
instructions, which will surely impact on our learners’
learning experiences.
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Appendix

Transcription conventions

Ss: Several students at once or the whole class students,(not identified)
S1: S2: etc Identified students

Italics Discourse that originates from texts of the given materials

? Phrase final rise in intonation

(number) Longer pause with the length of pause indicated in seconds

Text or talk omitted

((text) Commentary within the transcript by the transcriber

(text) Translation from L1 to L2

(-) Untimed perceptible silence

Siv Sears, MATSDA Membership Secretary, Norwich Institute for Language Education,
82 Upper St Giles Street, Norwich NR2 1LT, UK, e-mail: matsdamembershipsec@nile-elt.com

www.matsda.org/folio.ntml
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Visual material promoting learner
creativity and criticality

Tony Waterman

This article aims to present a selection of materials
rewritten to exemplify activities which facilitate
learners’ creative and critical thinking (CT) practice
in the ELT classroom. Creativity is the ‘ability to
come up with new ideas that are surprising yet
intelligible, and also valuable in some way’ (Boden,
2001, p.95). Language creativity can also be defined
as the playful use of language to construct new and
surprising meaning - a ubiquitous feature of everyday
language use (Tin, 2013). The need to say something
new makes learners broaden their existing vocabulary
and grammar, retrieve less accessible words and
phrases, combine familiar words in unfamiliar ways,
and develop complex grammar (ibid.). CT refers to the
practice of socially-situated reflection and evaluation
considering an issue from multiple perspectives, even
when these involve self-critique (Banegas € Villacafias
de Castro, 2016) and represents an important skill
in education (Hare, 1999). Bloom’s Taxonomy of
educational objectives (Bloom et al., 1956) provides
a theoretical framework to enable educators to define
critical thinking and analyse data to evaluate socio-
cognitive activity in general education classrooms
(Aghaei & Rad, 2018). In the ELT classroom, ‘CT tends
to expand students’ learning experience and makes
language learning deeper and more meaningful’ (Zhao,
Pandian, & Singh, 2016, p.14) and is seen to contribute
to the formation of responsible citizens (Zhang €& Lim,
2018) as well as constituting a key component for
individuals’ success in our 21st Century world (Zhou,
Jiang, & Yao, 2015).

Critical thinking skills

ELT educators need to appreciate the importance of CT
skills in language education and understand what each
skill requires of learners as clearly detailed in Bloom’s
revised taxonomy (Krathwohl, 2002). Educators need
to recognize what constitutes successful application of
these CT skills and sub-skills in relation to language
acquisition if they are to provide their learners with
focused CT-practice in the classroom. Such recognition
and understanding underpin educators’ ability to
help learners develop their CT skills and sub-skills
for use not only in the classroom but out in the real
world (Lauer, 2005). Yeh (2009) emphasizes the need
for teachers to have comprehensive CT skills if they
are to deliver sufficient skills work using explicit
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strategies effectively (Abrami, et al., 2008). CT skills
are not innate but need to be learned through practice
(Schafersman, 1991) and as Alagozli (2006) suggests,
learners need to be supported by teachers, through
practice, to realise and implement the notion of
how to think rather than simply what to think. To
engage with criticality in their learning, learners must
acquire and use CT during classroom activities (van
Gelder, 2005). Acquiring CT skills enables learners
to critically analyse their own learning and supports
the development of their expertise in their studies
and/or work lives (Phan, 2010) leading to academic/
professional success (Lee & Loughran, 2000).

Bloom’s revised taxonomy model (Krathwohl, 2002)
details the six types of CT skills and groups them
under two sub-headings, lower-order thinking skills
(Figure 1) and higher-order thinking skills (Figure 3).

Krathwohl’s model (2002) supports educators with
the production of materials/tasks and implementation
of classroom practice to develop learners’ problem-
solving and reasoning skills by detailing what the
CT skills entail (Himmele & Himmele, 2009). Detailed
descriptions of the three lower-order and three higher-
order CT skills clarify what each CT skill and CT
sub-skill consists of, which can assist educators
with the teaching of CT strategies. Figure 1 sets
out the three lower-order thinking skills: remember;
understand; and apply. These three skills encapsulate
the cognitive process. Then, there are four sub-skills
for each of the cognitive process skills labelled
as the knowledge dimension: factual; conceptual;
procedural; and metacognitive. So, the cognitive skill
of remembering has four sub-skills representing what
the learners must know, with using being the least
challenging sub-skill and identifying being the most
challenging in ascending order of complexity.

CT is a development process requiring learners to
incrementally construct their expertise by actively
using relevant CT skills and sub-skills (Simpson &t
Courtney, 2002) in the classroom and subsequently
transferring these CT skills to diverse contexts in real life
(Stenberg, 2001). Aghaei & Rad’s (2018) study of gender
bias, or actually the lack thereof, linked to listening
comprehension, affirms the importance of teaching
CT skills in tandem with other skills such as reading,
speaking and vocabulary learning in the ELT classroom.



fotlo 20/7 November 2020

While the primary focus of this article is on the higher-
order skills, it is interesting to note how the materials
and activities presented here afford opportunities to
practice the three lower-order thinking skills and the
four sub-skills of each one as set out in Krathwohl’s
(2002) model (Figure 2). This illustrates the range of
cognitive activity learners need to utilize while they
tackle each activity.

The three higher-order cognitive skills (Krathwohl,
2002), (Figure 3, overleaf) are: analyze; evaluate; and
create, in ascending order. Each one can be broken
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down into four dimensions of knowledge: factual;
conceptual; procedural; and metacognitive, also in
ascending order. So, the act of analyzing can involve
the following sub-skills of selecting, differentiating,
integrating and deconstructing information while the
highest cognitive skill, creating, involves the sub-skills
of generating, assembling, designing and creating
ideas, information and possibly artefacts (after Heer,
2012). Informed by detailed knowledge of these
higher-order skills, educators will be in a position to
select, adapt or produce materials and activities to
facilitate practice of each sub-skill (Dunn, 2019a).

Metacognitive

Knowledge of
cognition in general
as well as awareness

and knowledge of
one’s own cognition.

Identify

Predict Use

Procedural

How to do something,
methods of inquiry,
and criteria for using
skills, algorithms,
techniques, and
methods.

Recall

Clarify Carry out

Conceptual

The interrelationships
among the basic
elements within
a larger structure

that enable them to
function together.

Recognize

Classify Provide

Factual

The basic elements
students must know
to be acquainted with
a discipline to solve
problems in it.

Use

Summarise Respond

Remember

Retrieve relevant
knowledge from long-
term memory.

Understand Apply
Carry out or use a
procedure in a given
situation.

Construct meaning
from instructional
messages, including
oral, written,
and graphic
communication.

The Cognitive Process Dimension

Figure 1: Lower-order thinking skills and sub-skills (based on Krathwohl, 2002).
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Figure 3 (Krathwohl, 2002), overleaf, sets out the three
higher-order thinking skills: analyze, evaluate and
create. These three skills encapsulate the cognitive
process. Then, there are four sub-skills for each of
the cognitive process skills labelled as the knowledge
dimension: factual; conceptual; procedural; and
metacognitive. So, the cognitive skill of analyzing
has four sub-skills representing what the learners
must know with selecting being the least challenging
sub-skill and deconstructing being the most challenging
in ascending order of complexity.

So, referring to higher-order thinking skills as outlined
in Krathwohl’s (2002) revised model (Figure 3, overleaf),
an example of material to provide classroom practice
of the cognitive process of creating might involve
learners discussing possible solutions to a problem-

solving task requiring them to generate ideas, assemble
some of these into a usable order, design a report/
instruction pamphlet and create an attractive artefact
which other learners would be interested to read/use.

In this way, learners gain valuable practice of all four
sub-skills of the higher-order CT skill of creating.
This might be done in steps over several lessons and
will probably have been preceded by learners having
practised each CT skill and sub-skill separately. The
time frame for this integrated use of sub-skills will
depend on the quality and amount of information to be
processed and presented. In this way, learners develop
their ability to use these sub-skills incrementally as
they build on those sub-skills in the levels below. This
type of class work can also combine CT skills with
creative practice thereby enhancing learners’ abilities

Describing visual Use Recognize | Summarise Classify Respond Provide
information
Recall Identify Carry out Use
Situations Use Recognize | Summarise Classify Respond Provide
requiring domain
specific language Recall Identify Clarify - Carry out Use
> Using class Use Recognize | Summarise  Classify Respond Provide
8-. surveys
é.: Recall Identify Clarify Predict Carry out Use
1 .
q Producing Use Recognize | Summarise Classify Respond Provide
'g information gap
v activities Recall Identify Clarify Predict Carry out Use
Problem-solving Use Recognize | Summarise  Classify Respond Provide
activities
Recall Identify Clarify Predict Carry out -
Discussion work Use Recognize | Summarise  Classify Respond Provide
Recall - Clarify Predict Carry out -
Remember Understand Apply
Retrieve relevant Construct meaning Carry out or use a
knowledge from long- from instructional procedure in a given
term memory. messages, including situation.
oral, written,
and graphic
communication.

The Cognitive Process Dimension

Figure 2: Lower-order thinking skills / sub-skills practised during each activity (based on Krathwohl, 2002).
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incrementally (Ketabi, Zabihi, & Ghadiri, 2012) for
both creativity and criticality. According to Paul &
Elder (2014), CT is ‘self-directed, self-disciplined,
self-monitored, and self-corrective thinking’ (p.2).
Furthermore, systematic inclusion of CT-related
classroom work should be planned to ensure activities
are ‘graduated [...] including repetition and guidance
with timely feedback’ (Van Gelder, 2005, p.43).

Therefore, it is evident that educators (teachers,
trainers, examiners and materials writers) need to
have a clear understanding of, and ability to include,

opportunities for learners to practise both creativity
and CT skills in the 21st Century ELT classroom. The
following examples are presented to hopefully provoke
educators’ own creative and CT skills to incorporate
English language practice with cognitive thinking
skills practice in motivating, effective ways in the
ELT classroom. All six of the activities presented here
afford learners with extended opportunities to be
creative using language, both from their long-term
memory and more recently acquired, to participate in
and complete the various practice activities combined
with CT skills.

Metacognitive

Knowledge of
cognition in general
as well as awareness

and knowledge of
one’s own cognition.

Deconstruct

Reflect Create

Procedural

How to do something,
methods of inquiry,
and criteria for using
skills, algorithms,
techniques, and
methods.

Integrate

Judge Design

Conceptual

The interrelationships
among the basic
elements within
a larger structure

that enable them to
function together.
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Differentiate

Determine Assemble

Factual

The basic elements
students must know
to be acquainted with
a discipline to solve
problems in it.

Select

Check Generate

Analyze

Break material into
constituent parts and

Evaluate Create

Make judgements
based on criteria and

Pur elements together
to form a coherent

determine how parts standards.
relate to one another
and to do an overall

strucrure or purpose.

whole: reorganize
into new pattern or
structure.

The Cognitive Process Dimension

Figure 3: Higher-order thinking skills and sub-skills (based on Krathwohl, 2002).
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Describing visual information

Educators can exploit coursebooks’ textual or visual
material to facilitate learners’ practice of individual
or multiple CT sub-skills (Dunn, 2019b). Figure 4
shows which higher-order CT skills can be practised
with such an activity. However, educators will need to
analyse and evaluate materials and activities to ensure
learners are indeed being afforded opportunities for
such practice before using them in the classroom.

Describing visual material is a ubiquitous activity in
the classroom. Below is an example (Figure 5) from
a Royal Air Force of Oman (RAFO) course entitled
English for Security, which was produced to support
military security personnel guarding air force bases.
This plan of a military base was designed to enable
learners to practise the use of prepositions of location
in a military scenario in order to be able to give
visitors simple directions to places within the base,
thereby lending maximum face validity (Hutchinson
& Waters, 1987) to their classroom practice by being

Describing visual Differentiate - - Determine | Assemble -
information
Select Intergrate - - - -
Analyze Evaluate Create
Figure 4: Higher-order thinking skills for describing visual information.
Plan of a military base
soont! officers’ ) station
English language accommodation | ©fficers commander's
school mass house
swimming | | 00—
pool
foem parking area
sports parking area
centre
parade ground
privates’ mess
300m
privates’ barracks
200m stores football pitch
SNCOs' accommodation
RAFO band SNCOs’
school mosque mess fire station
100m
medical centre general parking area security
office [gaTl office
o
om 100m 200m acom 400m

Figure 5: Original version
All the visuals presented here were originally in colour.
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clearly relevant to the learners’ future duties. However,
minimal re-writing of such ubiquitous material (see
Figure 6) can provide further practice engaging
learners’ CT skills and combine them with speaking
and listening skills work as they tackle the task in
pairs or groups. Producing an empty plan for learners
to fill in from a list of the various places (Figure 7),
without recourse to the original plan, presents learners
with the challenge of analyzing logical locations and
selecting particular places for particular locations by
differentiating types of places best-suited to be near
each other. Learners may also need to determine
relative size of specific places against areas available
and integrate these ideas to assemble an overall plan
of a base as some places need to be apart from others
(such as the station commander’s house being located
away from noisy areas such as the football pitch).

Places on a military base

English language school privates’ barracks

fire station privates’ mess

football pitch RAFQO band school

gate security office

general office SNCOs’ accommadation
medical centre SNCOs' mess

mosgue sports centre

officers’ accommodation station commander’s house
officers’ mess stores

parade ground swimming pool

parking area (x3)

Figure 7: List of places on a military base.

Plan of a military base
iy gare
Aot
X
Fas )
o
Om't
am 100m 300 Wi 400

Figure 6: Adapted version.
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Any similar type of plan, map, poster/photo of places
such as in the park, at the beach, etc can be exploited in a
similar way. Additionally, such higher-order CT-practice
should also activate learner creativity as they tackle a
challenge in pairs or groups, which involves a creative
approach to a novel classroom scenario.

Situations requiring domain
specific language

In comparison with describing visual information
which can provide practice of nominally just four
higher-order CT sub-skills, this activity can cover nine
of the twelve sub-skills (Figure 8, below).

Course material utilizes visuals to present and practise
lexical items from specific language domains. For
example, the objects below come from a RAFO officer
cadet leadership course (Figure 9 below). Originally,

Figure 9: Situations requiring domain specific language.

these visuals were used to introduce and practise key
lexis in the classroom. Then, learners would be required
to use the same lexis to solve leadership challenges
outside on the leadership training area involving
practical exercises such as moving a container full of
toxic liquid across a dry river bed safely, all transacted
in English. However, with the inclusion of suggested
procedures for exploiting this lexis further in the
teacher’s book, learners can benefit from additional
practice of using the lexical items beyond normal
descriptions of appearance, construction and specific
use, by finding solutions to new challenges while also
employing CT skills. For example, group work can
focus on using the lexis to plan for, if not actually
complete, real world tasks when they are required
to combine familiar words in unfamiliar ways (Tin,
2013). These tasks could include repairing objects such
as furniture or constructing something such as a tree
house, as best suit the wants and needs of the learners
and learning context.

By differentiating and selecting between the domain-
specific lexis and other acquired language, learners
generate and assemble both ideas and the language
needed to discuss them in English. Then, they integrate
these into a potential plan, checking the accuracy of
their ideas and language, determining the way their
ideas and language amalgamate to form a viable plan
and judge this plan in terms of the challenge facing
them. Reflection may follow at this point or, more
likely, after the activity has been completed.

Using class surveys

The first survey (Figure 10, overleaf) is a typical
example of arguably somewhat unchallenging
material taken from a RAFO general English course
for personnel in all branches of the Omani military.
The activity gives almost no scope for learners to
use the recently-learned target language, superlative
adjectives, in any creative way. The mechanical and
highly-controlled nature of this survey precludes
any need for learners to think critically about what
language they are producing. The second survey
task (see Figure 11, overleaf) offers considerable
challenge including CT-skills practice combining both
cooperative learning (Slavin, 2011) and collaborative
learning (Campbell, 2015).

Situations + Differentiate - Determine Reflect Assemble -
domain specific
language Select Intergrate Check Judge Generate -
Analyze Evaluate Create

Figure 8: Higher-order thinking skills for domain specific language practice.
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CLASS SURVEY: BEST / WORST
Ask three class colleagues the questions and write short answers.
Learner A Learner B Learner C
Name: Name: Name:
1 | What / best thing about
studying English?
2 | What / worst thing about
living in Muscat?
3 | What / most interesting
thing about your English
classes?
4 | What / easiest thing
about learning English?
5 | What is the least exciting
part of your typical day?
6 | What / most beautiful
place in Oman?
Figure 10: Original survey.
CLASS SURVEY
First, in pairs, choose a topic (for example: holidays; sport; evenings;
films) and prepare questions orally about this topic using the
adjectives below and your own adjectives (Q5-6). When you are asking
your questions, write details in the table for two students.
Name: Name:
(good)
(bad)
(exciting)
(happy)
( )
( )
Figure 11: Re-written survey.
Using class surveys - Deconstruct - Reflect - Create
Select Intergrate Check Judge Generate -
Analyze Evaluate Create

Figure 12: Higher-order thinking skills for using class surveys.
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Learners are now tasked to prepare their topics and
questions, working in pairs, and then ask their questions
of unsuspecting learners in a mingling task, the latter
have to listen carefully to these novel questions and
respond with real, personal answers. The survey now
presents learners with a meaningful purpose to prepare
and complete the activity as well as opportunities to
practise a number of CT sub-skills (Figure 12).

During the preparation phase, learners gain valuable
practice of selecting topics and questions and
integrating lexis to generate questions which they
need to check for accuracy as well as judge their
appropriacy and relevance to other class members
before using them with their peers. After learners have
completed their surveys, they return to their initial
partner to produce a report based on the responses
collected. They engage in deconstructing and reflecting

on their prepared questions and the responses they
noted down and generate sentences to create a class
report for other pairs to read.

Producing information
gap activities

Information gap activities, usually done in pairs,
can offer learners considerable class time speaking /
listening to their partners, be that face-to-face, side-
by-side, or back-to-back.

The teacher’s notes (Figure 13) include scaffolding of
prepositions of location which learners may, or may
not, need together with simply-worded instructions
for teachers to follow if necessary. However, the main
focus of this activity is to re-cycle the recently-covered

Task Twelve — Speaking / listening Teacher’s notes

picture sheets (AB).

Suggested procedures:

whiteboard:

This activitiv is designed to recvcle a large amount of vocabulary in an
information gap-fill activity to find the differences between the two

1. Introduce the concept of differences beteween AB sheets.
2. Elicit / cover the following essential vecabulalary on the

atthetop [~— above
in the middle ——, x
at the bottom [———_ X
A L T
on the left on the right below
x +—— between ... and — X

what they are.

Jfuture review session,

3. Give out the sheets in pairs as follows: A-A, B-B, A-A, B-B.
4. Pairs describe their pictures (same sheets): where they are and

3. Re-group pairs face-to-face: A-B, A-B, A-B

6. Pairs describe and mark the differences between their sheets
while the teacher monitors for effective use of language /
problems to be dealt with on the spot, after the activity or in a

Figure 13: Teacher’s notes for an information gap activity.
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domain-specific target language for RAFO personnel
in the ESP course entitled English for Operations.
While they have learned, or already know key lexis
such as the types of aircraft and individual models,
learners are presented with a wide range of aviation-
related information which they are required to describe
in detail if, working together with their partner
whose information sheet they cannot see, they are to
complete the activity successfully (Figures 14 and 15).

The aim with this material is to provide a complex
set of visuals to push learners’ spoken output and
intensive listening practice, hopefully compelling them
to be both creative with their descriptions and consider
their own and their partner’s language critically
(Figures 14 and 15).

The material provides layers of challenge with some

visuals in differing positions, some completely different
visuals in the same position and some showing similar,
but not the same, information to be described in pair
work sitting back-to-back.

In terms of CT skills (Figure 16), this activity requires
speakers to select items for descriptions in a logical
way to assist their partners effectively and to
differentiate between types of visual information. This
will necessitate speakers fine-tuning their detailed
descriptions if their partners are to receive sufficient
detail to differentiate if the visuals are the same or
different. Moreover, listeners are required to check
description details they hear to determine which
visuals are the same or different. Once the pairs have
completed the activity, they can either compare their
different worksheets (A+B) or return to their original
partner, particularly if the option to describe the

Task Thirtv-nine — §;

Look at the pictures and diagrams below and, working with a partner, be ready to describe what
you have and write a cross (X) if there 15 2 difference between your pages or a tick () if there
1s no difference. The first few have been done for you as examples.

Student A

Figure 14: Information gap worksheet A.
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visuals with a partner with the same worksheet was
used as preparation (A+A, B+B). During the comparing

Problem-solving activities

stage, learners may engage in deconstructing the way Problem-solving activities are sometimes represented

they described and/or what they heard, the better to using visuals but they can also be expressed in text

reflect on the importance of factual accuracy of theirs alone. The example here (Figure 17, overleaf) comes

and their partner’s performance during the activity. from a RAFO English for Leadership course and
irty-nine — § /i Student B

Look at the pactures and duagrams below and, workmng with a partner, be ready to desenbe what
you have and wnite 2 eross (X) if there 15 2 difference betwean your pages or a tick () 1f there
is no difference. The first few have been done for you as examples.

g Athoie 0
| Snn' H

Heamng 36 nr

—— i

(]t

Figure 15: Information gap worksheet B.

Producing info. gap | Differentiate Deconstruct | Determine Reflect Assemble -
activities
Select - Check - - -
Analyze Evaluate Create

Figure 16: Higher-order thinking skills for producing information gap activities.
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mirrors problems set for air force cadets to tackle
as part of their officer leadership training, all in
English. The cadets studied the English course first
before embarking on their leadership training with
uniformed training personnel and were introduced to
key language they would need on their subsequent
military-focused leadership course. The example here
shows lexis for objects available to help cadets scale
various obstacles carrying tyres. Learners will be
encouraged to use functional language of agreeing/
disagreeing together with interrupting and choosing
the best option.

Best done as a group activity, problem-solving can
cover any number of scenarios relevant to specific
domains of study to provide productive practice of the
target language (TL), giving learners opportunities to
be creative and employ a wide range of higher-order
CT skills (Figure 18) as they share ideas, either working
in pairs or groups, and agree on a workable solution to
the challenge they have been set.

Such group work may engender a number of CT
sub-skills. Cadets need to evaluate the requirements
of the training scenario by judging how they can

Task Seven — Speaking: A static exercise

in groups, decide how to get your team and the tyres over the obstacle course
using any equipment from the optional equipment list to help you and say how
you are going to use it on different obstacles. Also decide a reasonable time to
complete the course and the best number of men in a team.

1
2m
!

.
N

Optional equipment:
1-metre boxes 3-metre ladders 3-metre planks of wood 5-metre ropes
O ff 477 @9
£ —
START

+— 5m —

n,n."
nﬂnﬂn /\
urmralar n_'n-" S
|-| |_| |-| — d4m —
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Figure 17: A military training exercise practising problem-solving.
Problem-solving Differentiate Deconstruct | Determine Reflect Assemble -
activities
Select Integrate Check Judge Generate -
Analyze Evaluate Create

Figure 18: Higher-order thinking skills for problem-solving activities.
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achieve the aim of the exercise in an effective and safe
way. They need to determine how they will use their
manpower and equipment to achieve success and they
need to ensure they are checking both the progress
and safety of their group throughout the exercise. The
cadets will also select which group members do what
using which pieces of equipment and integrate a range
of skills, mental and physical abilities, and dispositions
of their colleagues to best approach the problem
thereby differentiating between ideas, objects and
people to generate and assemble an effective solution
to the challenge set them. Post-activity feedback may
include both deconstruction of the effectiveness of the
learners’ plan and reflection on the implementation of
the plan together with language used, depending on
the teacher’s aims at this stage in the activity with the
potential for a linguistic review of problematic areas of
language used to follow.

Discussion work

Discussions require learners to evaluate, express and
clarify their ideas and opinions, as well as appreciate
the perspectives and insights of their peers (Dallimore,
Hertenstein €& Platt, 2008). Discussions are often
popular with learners and can provide a highly
effective activity to practise CT skills (Zhao et al.,
2016), if every learner takes part. Consequently, having
learners work in groups of 4-6, rather than whole class
discussions, increases the opportunities for individuals
to voice opinions and actively take part using relevant
language and CT skills (Figure 19). Scaffolding such
activities with content input about the topic under
discussion and relevant language of discussions can
support learners’ own ideas.

Discussions require learners to prepare content and
language about the topic to be discussed, selecting and
differentiating between potentially useful, relevant and
interesting ideas which then support the generation
of initial points supported by detailed descriptions of
pertinent facts or opinions. Working in preparatory
groups will entail the assembling of such content with
judgements being made as to which ideas offered are
seen to be more effective. Once the discussion is under
way, various learners may be able to express their
ideas by creating new and surprising meaning (Tin,
2013) while using recently-learned language in new
ways (Boden, 2001). Learners will also be checking
their own and their peers’ language for subsequent

review and discussion of unusual language produced
in a post-activity feedback stage.

Giving each member of each group a secret discussion
role card (Fgure 20) can also add both challenge and
fun to the activity and push the output of the learner
holding the role card and also listeners who have to
respond appropriately to this unconventional and
surprising behaviour, thereby encouraging creative
language production. In this way, learners can be
encouraged to check their own and their peers’ language
for potential review of unusual or potentially incorrect
language used in a post-activity feedback stage.

P T

[
[
Agree with everything the student on |
your right says and say why. :

[

[

[

Role card 2

I
I

I Disagree in a polite way with every

: second idea the student opposite you
: has adding what you think.

I

Role card 3

When someone asks for your ideas,
start talking about the topic but then
link it to a friend’s business.

Figure 20: Role cards for more challenging
discussion work.

Conclusion

As 21st Century educators, we should be exploiting,
adapting or producing materials to give classroom
opportunities for our learners to exploit their creativity
and CT skills. This means we not only need to be
creative ourselves but to also think critically about
materials to provide effective practice which augments

Discussion Differentiate - - Reflect Assemble Create
work
Select - Check Judge Generate -
Analyze Evaluate Create

Figure 19: Higher-order thinking skills for discussion work.
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learner performance with greater engagement and
increased motivation leading to enhanced learner
success. There needs to be greater awareness amongst
ELT educators not only of the full range of CT skills
and what they entail but how both lower- and higher-
order CT skills can be practised in the classroom, either
by adapting existing materials or producing dedicated
materials/tasks to ensure repeated and incremental
practice of these essential 21st Century skills.
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CLIL in the Canaries: An
Analytical Framework and Critical
Evaluation of Teaching Materials

Kirsty Jayne Wood

Introduction

Content Language Integrated Learning (CLIL) represents
a distinct approach to language education which
advocates use of foreign language to facilitate content
teaching instruction. CLIL methodology has become
increasingly prominent within European education
systems over the past 25 years (Richards & Rodgers,
2014), growing much faster than previously forecast
by even its strongest critics (Maljers, Marsh & Wolff,
2007). The fact that it permits students to use language
in an authentic context is claimed to heighten learner
motivation, permitting students to learn, use and retain
the second language (L2) in a natural way (Coyle,
2010). Its increasing popularity has seen it embraced
by many European schools, including in Spain and the
Canarian Islands.

Having been employed in the state system for many
years and observing CLIL implementation, my
impression has been of a paucity of suitable materials
available to support teachers’ transition towards
adopting this methodology.

However, absence of a comprehensive framework to
facilitate evaluation and development of effective CLIL
materials remains a barrier to continuous improvement.

This article draws on available literature to provide a
framework to assist in an objective assessment of CLIL
materials. Its application will then be tested;

a) In the evaluation of current CLIL materials to
highlight specific strengths and weaknesses

b) In the development of new materials, using the
framework to produce a sample unit based on
the current curriculum, incorporating both CLIL

methodology and SLA best practices.

1. A brief background to CLIL

The acronym ‘CLIL" was first used by David Marsh
in 1994 (Hanesova, 2015). It has been defined as
an approach with a variety of components that
require learning objectives involving both linguistic
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and non-linguistic content, as well as cultural and
environmental subject matter (Marsh, 2002; Marsh €&
Frigols-Martin, 2012).

CLIL recognises that acquisition of a second language
has two processes; where one consciously ‘learns’
the L2 by studying lexical structures; and where
language is ‘absorbed’ subconsciously due to natural
exposure (Krashen, 1982). Language is thus allowed
to develop naturally and in context as part of other
experiences, which increases learner interest and
motivation (Marsh, 2000). The way CLIL contrasts with
similar methods is that it requires learners to acquire
lexical and communicative elements of subject matter,
together with cultural knowledge, which should be
incorporated into programmed pedagogic materials
(Coyle, 2002; Hanesova, 2015).

Several different didactic models categorising CLIL
teaching methods have been developed of which the
most recognised is Do Coyle’s 4Cs Framework. The
‘C’s refer to Content, Communication, Cognition and
Culture, where all four factors co-exist for CLIL to
function effectively (Coyle, 2010):

e Content references the topic we wish to teach and
students to study.

e (Communication develops key language learning
through use.

e Cognition specifies reasoning, evaluating, and
thinking processes as well as fomenting students’
awareness of their own learning,

e (Culture develops students’ understanding of their
own culture and citizenship in a global context.

2. Proposed Evaluation Framework

Several frameworks have been developed to evaluate
the usefulness of materials for normal classroom use
(Jolly €& Bolitho 2011; Littlejohn, 2011). However,
one of the most prolific authorities on materials
development is Brian Tomlinson. Founder of the
Materials Development Association (MATSDA) in
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1993, Tomlinson constantly advocates using current
SLA theories for textbook development and, based on
his 30+ years of experience in the field, proposes a
number of key criteria when creating new materials.
These can be summarised as follows:

e [Learners need exposure to rich and meaningful
language in use as comprehensible input which
is recycled often in order to facilitate retention
(Krashen 1994; Nation, 2007).

e Learners should be both cognitively (Mishan, 2016;
Robinson, 2002) and affectively (Arnold € Brown,
1999; Pavlenko, 2005) engaged.

e Learners should focus on form, only after having
negotiated meaning (Ellis 2002; Long, 1991).

e Learners can benefit from noticing salient features
of input.

(Based on Tomlinson, 2016, pp. 7-10)

By integrating Coyle’s 4Cs framework with Tomlinson’s
SLA principles outlined above, a more powerful set of
criteria for evaluating materials within CLIL pedagogy
can be created with respect to young learners.

Do materials contain...

One of the main differences between CLIL and
other methodologies is the importance of culture,
as highlighted by Marsh, Maljers € Hartiala (2001)
and Coyle (2006). However, as materials are largely
produced by publishers whose primary aim is to
maximise market coverage (Bell & Gower, 2011),
their main focus is understandably on global aspects
of culture. While global culture is included within
Coyle’s framework (Coyle, 2010), paradoxically, for
younger learners in primary education, local culture is
considered far more relevant, as it is relatable within
their smaller frame of reference such as close family
and local neighbourhoods (Vickov, 2007). If materials
include reference to local festivals, costume, flora,
fauna, politics, and education, for example, learners
can be motivated to use language within the content
area. Projects which highlight success of this approach
are Lund (2010) in the Namibian context using a local
forum to incorporate local cultural frames of reference,
and Banegas (2016), co-ordinating a similar forum for
materials development in Argentina.

Furthermore, if culture is accepted as an integral factor
across all criteria, this can be made explicit within
the model.

1. Rich and meaningful language? (Krashen, 1994; Nation, 2007)

2. Repetition and recycling of language? (Ghazi-Saidi & Ansaldo, 2017)

Engagement: Are learners engaged...

3. Cognitively? (Robinson, 2002; Mishan, 2016)

4, Affectively? (Arnold, 1999; Pavlenko, 2005)

Is language used...

5. Communicatively? (Long, 1991)

6. Collaboratively? (Bentley, 2010)

7. Is grammar explained after communicative practice? (Ellis, 2002)

8. Are learners given opportunities to ‘notice’? (Schmidt, 1990)

Do materials...

9. Relate to the age and stage of learners? (Bentley, 2010)

10.  Match content learning outcomes? (Bentley, 2010)

11.  Include appropriate CLIL scaffolding techniques? (Bentley, 2010)

12. Motivate learners by using ICT' tools? (Lépez Pérez & Galvdn

Malagon, 2016)

TOTAL:

Marking guide for the criteria: 0 = Absent, 1 = Slight, 2 = Moderate, 3 = Strong, 4 = Very strong,
5 = Extremely strong, C = Culture (1 = present; O + absent)

Note: A 6-point Likert scale gives a rating of 0 - 5 against each criterion. Total scores produce a possible range
of 0 to 60. A score of 3 (strong) or more against each criterion could be considered acceptable. Thus,
a total of 36 would be a minimum requirement. For solitary modules, it would be fair to assume that
deficiencies in one, would be compensated by others within textbook as a whole.
For Culture, an additional column ‘C’ with a 1 or O indicates absence or existence of cultural references.
A total value between 0 and 12 highlights the degree of cultural content.

Figure 1: Criteria for evaluating CLIL materials (Wood, 2020).
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Derived from the above, a comprehensive framework
for evaluation of CLIL materials has been produced
(see Figure 1). Within this framework, criteria may
be adjusted, added or removed depending on their
relevance to a specific learning environment e.g. in
this case, young learners, where scoring criterion 7 is
not appropriate.

This suggested framework will be used in Section 4
to evaluate CLIL materials currently in use within the
Canarian primary education system.

3. CLIL teaching and materials in
the Canary Islands

Spain was an early-adopter of CLIL methodology
(Hanesova, 2015) and is considered one of the main
countries to invest in its research and practice within
the European Union (EU) (Munoz & Navés, 2007,
Lasagabaster & Ruiz de Zarobe, 2010). Introduced into
the Canarian state education system around 2003/2004
(Frigols-Martin & Marsh, 2014, p.45), the initiative goes
by the acronym, AICLE (Gobierno de Canarias, 2016).

In the Canaries, CLIL is generally adopted through the
field of natural sciences with materials often sourced
or developed by language teachers. They are either
very simplistic in design, dealing with introducing
key lexes, such as body vocabulary - eyes, ears,
face, nose, hair, etc. - or, at the other extreme, highly
complex, teaching vocabulary irrelevant to learners
and therefore unlikely to be retained. Two such
examples have been highlighted in materials designed
for students aged 8-9, which were both forwarded
to the author as actual class materials being used by
current CLIL teachers:

(1) with classifications of invertebrates (Natural
Sciences 3, 2014) and (2) with gender stereotypes
(World’s Largest Lesson, 2018).

One of the main publishers is Santillana,” a Spanish
company that produces materials for the international
CLIL market. Their publishing sub-department,
Santillana Canarias, produces books specifically aimed
at CLIL and adapted for Canarian schools, focusing on
the area of Natural Sciences.

In addition to meeting publishers’ aims to maximise
sales, textbooks are designed to enable teachers to
follow modules in sequence and crucially fill the gap
between actual teacher competence and curricular
requirements. Natural Sciences 3 published by
Santillana Canarias (2014) is a good example of such
a book. Aimed at primary education Year 3 (aged 8-9
years), it belongs to the series of books used in many
Canarian schools and is typical of examples from other

providers. It has been adopted because it is written
specifically with a CLIL-focus and produced with the
Canarian curriculum in mind. One might therefore
assume that, in line with best practice pedagogy, it
would include cultural elements of the Canary Island
Archipelago.

This module selected for evaluation is number 5 in the
book and links to the previous module which focuses
on vertebrates, by introducing invertebrates. It opens
with a text about the invention of silk, which recycles
some language, but also contains a high amount
of new lexes, such as cotton, hemp, fabric, threads,
fibres, luxurious, silk and cocoons. These words are not
easily guessed, for they do not have similar sounding
words in Spanish. For example, cotton is ‘algodon’
(pron: al-go-DON) in Spanish and cocoon is ‘capullo’
(pron: ca-PU-yo). The text is followed by some
comprehension questions and then a speaking activity
that asks students’ opinions about fashion.

Although an attempt is made to open with a text that
is interesting to students, much of the vocabulary is
not only too difficult for them to use at the outset, but
many teachers will also struggle because a) they do not
have the required level of English and b) they may well
not have come across these words in their own studies
or lives before (Hillyard, 2011).

The students are asked to identify characteristics
of invertebrates and classify both vertebrates and
invertebrates. This makes no use of graphic organisers
such as spider diagrams or Venn diagrams to facilitate
scaffolding.

The module then moves on to more in-depth
classifications of different types of invertebrates with
information about where they live. The vocabulary
used is highly complex: sponges; cnidarians; worms;
echinoderms; molluscs; arthropods. Native English-
speakers would be challenged to list and pronounce
these categories correctly, so the chances of the target
age group learning, and their teachers learning and
teaching them correctly appear remote.

The textbook activities include writing sentences to
describe photos and describing animals orally, both of
which have less affective stimuli than activities such
as group presentations, which would engage more
fully and allow for peer scaffolding (Nguyen, 2013;
Chou, 2011).

Later, the category of arthropods is further broken down
into subcategories of insects, arachnids, crustaceans
and myriapods, with more specialist lexes added such
as ‘exoskeleton’ and ‘antennae’ before finishing with
a description of butterfly metamorphosis and a final
page of comprehension-check exercises.

1. el Aprendizaje Integrado de Contenidos y Leguas Extranjeras.

2. www.santillana.es
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The communicative value of activities is limited to
‘describe this animal to your friend’, and there is no
reference to local cultural context that would make the
materials relevant to learners.

In summary, CLIL materials in this module appear overly
complicated for teachers and students alike with a high
volume of specialist vocabulary. Although the L2 is
used to cover the subject of invertebrates within the
larger content area of Natural Sciences, the materials’
adherence to fundamental CLIL principles is questionable.

This module of materials will be assessed more
systematically in the next section utilising the
evaluation framework.

4. Evaluation and development
of CLIL teaching and materials
in the Canarian context

This section will evaluate materials discussed in Section
4 (Natural Sciences 3 (2014), Module 5) against the
framework set out in Section 3 (Figure I), discussing
their fitness for use in relation to learner and teacher
levels of linguistic competence in the Canaries with
specific reference to inclusion of cultural context.

4.1 Discussion of existing materials

In this instance, criterion 7 will be excluded for
reasons of non-relevance outlined in Section 3. Thus,
the scoring will be over 11 criteria, making the lowest
acceptable score 33 out of 55 (as stated in the note for
Figure 1 above).

CRITERION 1: Do materials contain rich and
meaningful language? and CRITERION 2: Is it
repeated and recycled?

Language could certainly be considered rich, but with
regards to meaningful or comprehensible content, one
could argue that the quantity and complexity of new
lexes would far surpass the notion of ‘i+1’ (Krashen,
1981; 1994) for both teachers and learners. Therefore,
these materials would do little to promote learning
and could even increase anxiety, having an adverse
effect on ultimate attainment and may possibly
demotivate learners.

Language is recycled to some extent throughout the
unit, but there seems to be a focus on introducing a lot
of new vocabulary rather than reinforcement.

Evaluation score: CRITERION 1: 2 (moderate);
CRITERION 2: 2 (moderate); CULTURE: O

CRITERION 3 and CRITERION 4: Are learners engaged
both cognitively and affectively?

There is little in the unit to either cognitively or
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affectively engage students. Only one part requires
learners to produce a graphic organiser, which
would utilise cognition skills. Furthermore, students
are not expected to research anything nor produce
a presentation.

There is no mechanism to affectively connect to
the subject matter, and nothing to excite or interest
learners apart from a description of metamorphosis.
The opportunity to actively stimulate the enquiring
mind through, for example, taking a caterpillar,
keeping it in class and producing a written diary of
day-to-day observations, is sadly missed.

Evaluation score: CRITERION 3: 1 (slight); CRITERION
4: 2 (moderate); CULTURE: 0

CRITERION 5 and CRITERION 6: Is language used
communicatively and collaboratively?

Little to no communication tasks or activities present,
apart from asking learners to describe an animal to a
friend. This would be difficult to facilitate in a class of
27 children, as many of them will revert to the L1 to
communicate when the teacher is not listening,.

Evaluation score: CRITERION 5: 1 (slight); CRITERION
6: 0 (absent); CULTURE: 0

CRITERION 8: Are the learners given opportunities
to ‘notice’?

CLIL materials are all presented in the L2. Therefore,
one could consider that learners have the maximum
opportunities possible to ‘notice’ both grammatical
structures and vocabulary.

Evaluation score: CRITERION 8: 3 (strong); CULTURE: 0

CRITERION 9: Do materials relate to the age and
stage of the learners?

Content is abundant, but complex. This has a
detrimental effect on learning success when it is not
aimed at the learners’ level for their learning stage or

age group.
Evaluation score: CRITERION 9: 3 (strong); CULTURE: O

CRITERION 10: Do materials match content and
learning outcomes? Do they make use of cultural
content matter?

Content could be considered to cover curricular
requirements (as stipulated in Gobierno de Canarias,
2014), but there are no cultural references, whether on
a global or local scale.

Evaluation score: CRITERION 10: 2 (moderate);

CULTURE: 0

CRITERION 11: Do materials include appropriate
CLIL scaffolding techniques?
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There is minimal use of graphic organisers and little
else to scaffold learning of materials of this level of
complexity.

Evaluation score: CRITERION 11: 1 (slight); CULTURE: O

CRITERION 12: Do materials motivate learners by
using new technologies?

There is no use of ICT (Information and Communications
Technology) tools to elevate interest - either by
researching different animals or species, making a
video presentation, finding insects and inspecting
them using a microscope, classifying them, etc.

Evaluation score: CRITERION 12: 0 (absent);
CULTURE: 0

These scores can now be summarised in Figure 2.

4.2 Discussion of fitness for use in
Canarian context

This evaluation of this example of Canarian CLIL
materials against 10 key criteria reveals a score of 16
out of a possible 55, with only one score registering
3. Accordingly, these materials would be considered
deficient on most levels, including absence of cultural
elements key to CLIL methodology. This prompts the
question, ‘How can they be improved?’

The education system and CLIL use in the Canaries
has its own unique issues and these factors must
also be considered when producing new materials.

Teachers often do not have required levels of the L2 to
deliver content classes. They rely heavily on materials
which, as we have seen, although they try to cover
aspects of CLIL, often fall short. This is because they
teach concepts and vocabulary that are not useful to
children. Even though the subject is Natural Sciences,
most FL speakers would not require such advanced
lexes in their lifetimes unless they were entering
specialised fields.

4.3 Evaluation with specific reference to
inclusion of cultural context

For many content teachers, learning all this new
vocabulary in English is difficult without native
speaker support. However, if materials were more into
line with culture in the Canary Islands by, for example,
focusing on animals and plants indigenous to the
Islands, then they would be easier for teachers and
children to follow and relate to, due to their familiar
context and recognisable subject matter (Sheridan,
Tanaka €& Hogg, 2019; Stewart, 2010).

5. Development of new materials

This section will now apply the framework to present a
comparable unit based on SLA and CLIL principles with
a specific focus on local culture, which aims to address
the gaps highlighted above and exemplify how current
materials might be improved to become more effective
focusing on standards of best practice. The unit is

Do materials contain... 0 1 3 4 5
1. Rich and meaningful language? (Krashen, 1994; Nation, 2007)
2. Repetition and recycling of language? (Ghazi-Saidi & Ansaldo, 2017) 2 0
Engagement: Are learners engaged...
3. Cognitively? (Robinson, 2002; Mishan, 2016) 1 0
4, Affectively? (Arnold, 1999; Pavlenko, 2005) 2 0
Is language used...
5. Communicatively? (Long, 1991) 1 0
6. Collaboratively? (Bentley, 2010)
7. Is grammar explained after communicative practice? (Ellis, 2002) 0
8. Are learners given opportunities to ‘notice’? (Schmidt, 1990) 3 0
Do materials...
9. Relate to the age and stage of learners? (Bentley, 2010) 0
10.  Match content learning outcomes? (Bentley, 2010) 0
11.  Include appropriate CLIL scaffolding techniques? (Bentley, 2010) 1 0
12.  Motivate learners by using ICT' tools? (Lépez Pérez & Galvdn| 0O 0
Malagon, 2016)
TOTAL: 17/55| O 4 10 3 0 0

Marking guide for the criteria: 0 = Absent, 1 = Slight, 2 = Moderate, 3 = Strong, 4 = Very strong,
5 = Extremely strong, C = Culture (1 = present; O + absent)

Figure 2: Evaluation of current CLIL materials for young learners in the Canaries - Natural Sciences 3, Module 5.

(Wood, 2020).
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presented in Appendix 1. It follows current curricular
requirements for the subject area and age group of
learners, focusing on improving communication tasks,
student engagement within activities and increasing
cultural content so that such learners, with shorter
attention spans, can better relate to materials. The
development rationale is given below. Subsequently,
this unit will be evaluated using the same framework
set out in Section 3, Figure 1.

1.

2.

The unit immediately activates schemata of students
by asking them to brainstorm animals seen around
them in their local environment and consider which
of these might be indigenous to the Canary Islands.

Rationale: To gain initial interest and allow
children to display current knowledge. (Criteria 2,
3, 4)

The unit then goes on to introduce four animals that
are native to the Canaries and asks children to think
about different classifications of animals and what
similarities and differences these classifications have.

Rationale: To introduce curricular requirements of
classifications of vertebrates. To recycle previous
grammatical structures such as ‘it has...” ‘it can...’
and vocabulary for animal body parts and actions.
Using a graphic organiser to scaffold learning.
Introduction of cultural content. (Criteria 2, 3, 9,
10, 11)

. Invertebrates are introduced next using only a

few of the main classifications which are most

likely to be used in real life. Students are asked
to create an information board about a Canarian
animal of their choice.

Rationale: Cognitively engage students by requiring
them to think about all the different aspects of
their chosen animal and describe it. Recycling of
grammar and vocabulary. Affective engagement by
introducing interesting animals that are indigenous
to the local area, such as the Lanzarote White Crab
that only exists in underwater volcanic pools and as
such, has evolved both colourless and blind using
its sense of touch to feed and navigate. Developing
cultural knowledge. (Criteria 1, 2, 3, 4, 10)

. A conversation game is presented that can be played

in groups. In the first instance it can be played in
conjunction with a Prezi presentation (www.prezi.
com/view/4cNY2JX81 HwXNS3Q1AEc/) which acts
as scaffolding for learners (screenshots of the Prezi
presentation can be found in Appendix 2). Later the
game can be played without the presentation by
one student selecting a card from a pack of animal
cards and the others asking questions to guess the
animal chosen.

Rationale: Development of communicative competence
in line with the CLIL curriculum. Children can
practise form with the help of the Prezi presentation,
which they can then use more freely later once they
are more confident. Develops self-esteem by allowing
students to succeed. (Criteria 5, 6)

Do materials contain... 0 1 2 3 5 C
1. Rich and meaningful language? (Krashen, 1994; Nation, 2007) 4 1
2. Repetition and recycling of language? (Ghazi-Saidi & Ansaldo, 2017) 4 1
Engagement: Are learners engaged...
3. Cognitively? (Robinson, 2002; Mishan, 2016) 4 1
4, Affectively? (Arnold, 1999; Pavlenko, 2005) 1
Is language used...
5. Communicatively? (Long, 1991) 1
6. Collaboratively? (Bentley, 2010) 1
7. Is grammar explained after communicative practice? (Ellis, 2002)
8. Are learners given opportunities to ‘notice’? (Schmidt, 1990)
Do materials...
9. Relate to the age and stage of learners? (Bentley, 2010) 4 1
10.  Match content learning outcomes? (Bentley, 2010) 4 1
11.  Include appropriate CLIL scaffolding techniques? (Bentley, 2010) 4 1
12. Motivate learners by using ICT' tools? (Lépez Pérez & Galvdn 4 1
Malagon, 2016)
TOTAL: 40/50 | O 0 0 0|40 | O 10

Marking guide for the criteria: 0 = Absent, 1 = Slight, 2 = Moderate, 3 = Strong, 4 = Very strong,
5 = Extremely strong, C = Culture (1 = present; O + absent)

Figure 3: Evaluation of current CLIL materials for young learners in the Canaries. (Wood, 2020).
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5. The final project is presented as a jigsaw activity that
allows students to become experts in their chosen
or given area, such as mammals, before changing
groups so that they can share their expertise with
colleagues and develop an interesting presentation
for the rest of the class.

Rationale: To consolidate learning and cognitively
engage students. As each child will be focussing on
a different animal, each presentation will also be
unique and affectively engaging for the whole class.
(Criteria 5, 6)

Acknowledging that this is a self-evaluation of
materials produced by the writer, the scores given
are as objective as possible. Taking a conservative
approach, these materials have registered a score of
40 out of 50 and a Culture score of 10, which would
suggest suitability for use in CLIL classes. As such,
they would fulfil requirements of both teachers and
students in the Canarian context, meeting SLA and
CLIL best practices.

6. Conclusion

This article has consolidated a wide range of SLA
and CLIL empirical research in order to produce a
best practice standard for materials development and
evaluation for CLIL pedagogy.

Within the Canaries, challenges in the wider CLIL
support infrastructure have been identified, as noted in
section 4 above, which reinforce the need for efficient
materials to facilitate effective teaching and learning.
The formal evaluation of resources currently in use has
reinforced the initial impression of CLIL materials in
the Canary Islands as deficient. Direct feedback from
CLIL teachers indicates they are currently coping with
these deficiencies by nuancing materials to achieve
desired learning outcomes against learning objectives
(McDonough, Shaw €& Masuhara, 2013). Learning
objectives are therefore being achieved despite rather
than because of provided teaching materials. Well-
designed materials would lighten workloads and
scaffold teaching, enhancing learning for both teachers
and students.

The following areas in current materials were
highlighted as deficient:

e Meaningful input with recycling of language.

e Communicative activities.

Both cognitively and affectively engaging content.

e Use of ICT tools and new technology.

e A distinct absence of cultural content, which is a
cornerstone of CLIL methodology.

These have been addressed in the development and
evaluation of new materials to deliver desired learning
outcomes at primary level. The exemplar unit now
fulfils the required criteria to a higher degree.

Further developments triggered by this approach
might include setting up shared and blended learning
environments, for example, Erasmus+ partnerships;
with students required to give presentations online
to learners in other schools or countries. This would
integrate the wider global cultural aspects of CLIL.
Edmodo* or Class Dojo® could also be used for online
communication and extension of discussion in L2
outside classrooms (Goffredo, Albanese, Infante €&t
Bozzo, 2009; Hampel and Hauck, 2004).

Whilst the evaluation framework has been applied here
in the Canarian context, there is potentially a wider
generic application for this approach to materials
development with the scope to tailor to local needs.

There are endless creative possibilities to integrate
local culture into materials for CLIL classrooms
and although writing and developing such materials
would be hard work for a single writer, publisher, or
individual teacher, if a consortium of stake-holders
came together as a focus group to work in partnership,
it would improve teaching and CLIL pedagogy in the
Canary Islands to the ultimate benefit of learners.
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8. Appendix 1

(Wood, K.J., 2020 - Unpublished)

Kirsty Jayne Wood is Principal of Islas Idiomas, a
language learning academy based in Tenerife. With
15 years’ experience in teaching English as a
second language, she has a passion for developing
innovative learning methods to motivate mainly young
students. She holds the Cambridge University TESOL
Diploma and is a second-year student on the TESOL
Masters Programme at the University of Nottingham by
distance learning, specialising in materials for Young
Learners and CLIL.

[The originals of the materials in this appendix are in colour]

ANIMALS
OF THE

CANARY
ISLANDS

With your friends, make a list of animals you can
find where you live

How many are endemic to the Canaries?
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. The Atlantic canary (Serinus canaria)
- 1 It is native to the Canary lslands, the Aroces, and Madeira
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8. Appendix 1

Continued

w H T A R E T H EY? The Canary lslands are home to some animals that can't be found anywhere
. #lsa in the world. These animals are endemic to the archipelago.
The animals pictured here are vertebrates. A vertebrate is an animal that

has a backbone or spinal column. This is a series of bones that run through
the centre of its body.

Vertebrates come in 5 categories, Mammals, Reptiles, Birds, Fish
and Amphibians. Which category do sach of these animals belong
to? How can we tell?

In your groups put the following characteristics in the correct
category. Be carefull Some can go in more than one...

A B

Mammals Reptiles Birds Fish Amphibians

REMEMBER. |f you don't know some words, use a dicticnary, the

intermet, ask fri

Which category does each of the Canarian animals belong to?
Can you think of any other characteristics?

TR 9 bl ) A vt Gy s INVERTEBRATES...

An invertebrate is an animal that doesn't have a backbone or spinal
column.

There are lots of classifications of invertebrates, but some of the most

common ones are insects, hnid: and moll

« Mall: Soft, g d bady Same have a shell

+ Insects: & legs. Antennae. Body has 3 segments; Head, Thorax and Abdomen
= Arachnids: 8 legs. Body has 2 segments. They don't have antennae.

+ Crustaceans: 4 legs. Hard auter exoskeleton.

Look at the 5 animals opposite. Which category of i k is each one?

One category isn't used. Which one is it?

» Describe It... How many legs has h got? Has itgot lﬂﬁlﬂ? Ete

« Where doas it live?. .. Tenarifo? La Gomara? In the sea? On land? Ere.
» What does it eat?  Plants? Animals? Fic
= What can it do?.. Swim? Fly7 Jump? Walk? Run? Ete.
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PART 2: Change groups...

One person from each of the ariginal groups joins te make new
groups so that each group will have one person from original
categonies:

* 1 mammal

* 1 reptile

« 1fish

* 1 bird

= 1 amphibian

+ 1 invertebrate

Tell the rest of your group members all about your animal and
listen to your friends and learn about their animals.

Try to remember as much as you can, because your teacher will be
asking & people to make a presentation about the group's animals
to the whole class,

PART 1: In groups of 6...
Each group has a different category from the ones listed below:

= Mammals The Black Moray Eel (Muraena augusti)

= Reptiles Oiten seen in the ocean around the Canary lslands.
= Fish

= Birds

* Amphibians

+ All invertebratas

Each group member chooses 1 animal in their category... if
possible, an endemic animal to the Canaries, or one that can be
found living in the Canary Islands.

Find out as much as you can about your animals. You can use the
internet, ask your friends, teacher, parents, etc.

Make a video in your group presenting your animals. Post the
video to our fipgrid.com group and comment on two other

videos.

Let your family see and comment on your videos.
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9. Appendix 2

Animal guessing game digital materials available online at https://prezi.com/view/4cNY2JX81 HwXNS3Q1AEc/

(Wood, 2020)

PLAY the 'guess the animal' game...

Pick an animal and answer the questions IS ita

VERTEBRATE
oran
ANIMAL INVERTEBRATE?

Which category of Where does
L 1
VERTEBRATE is it? it live?

Does it eat
meat?

It's a
CANARIAN BIG-
EARED BAT

www.matsda.org/folio.html
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FOLIO 20/1

Designing IELTS Writing Practice
Material for Taiwanese EFL Learners

Matt Walpole

Introduction and Rationale

Education means business. At least, this appears to be
the case when it comes to international students in
British Higher Education Institutions (HEIs). In recent
years, numbers approaching half a million and rising
have been studying in the UK alone each year, and the
vast majority of these students are Asian (Universities
UK, 2019). The knock-on effects for the world of ELT
and assessment in this region are far reaching. IELTS,
‘the world’s most popular English language proficiency
test for higher education’, had over 3.5 million test
takers in 2018 (British Council, 2019). Although UK
HEIs set a range of IELTS results for unconditional
entry depending on a particular course, a band 6.5 or 7
is a usual requirement. Average band scores in Taiwan,
while on the increase, are still falling short of these HEI
requirements, and students appear to have the greatest
difficulty with the writing component of the test, with
an average score of 5.5 (Ielts.org, 2018).

Having spent many years helping Taiwanese students
with their test preparation, it has been clear that the
150-word written report (Task 1) of the academic
writing component can be problematic. Dissemination
and presentation of data across a number of question
types proves challenging, as does appropriate selection
and usage of vocabulary and grammar. Although
a great number of IELTS preparation textbooks are
available for both in-class and self-study use, a clear
approach for Task 1 writing can often be lacking, and
may have little reference to the public band (marking)
descriptors to which teachers and students freely have
access online. As a result of this, [ have spent a number
of years developing materials to scaffold textbooks for
in-class use, but also, and perhaps more importantly,
to provide additional autonomous practice material for
my students. On observing anecdotal benefits of the
autonomous learning material in particular, I decided
to explore these findings to more clearly assess the
benefits of creating learner-focused and autonomous
practice materials. In order to achieve this, four overall
research questions were devised to inform the study:

1. In what ways do the following factors affect the
design of IELTS Task 1 writing practice (self-study)
material for Taiwanese students?

- a genre-based writing approach
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- first language (Mandarin) influence
- learner autonomy in a Taiwanese context

2. What can an error analysis of practice writing
scripts reveal about the development of practice
material for students in this context?

3. How far can teacher-designed IELTS Task 1 writing
practice material improve the estimated band
scores of students in this context?

4. What can be learned from student evaluation of the
teacher-designed material?

A brief literature review will provide a theoretical
framework for the practice material approach and
design. As will be outlined in the Methodology section,
a sample of students’ writing will then serve as a
baseline for the material input. Using an experimental
method, it is hoped that a second writing sample may
show a comparative improvement in estimated band
score after using the self-study practice material and
reinforce the benefits of teachers actively engaging in
learner-focused material creation. Finally, feedback
and evaluation obtained from the participants may
reveal whether those materials have been perceived as
helpful or not, and in what ways.

Literature Review

Genre-Based Writing

[ELTS Task 1 writing practice is essentially a narrow
genre of report writing requiring an expected format
according to criteria laid out in the public band
descriptors. Students must write a 150-word report
usually based on a graph or chart. A common example
which will be the focus of this research is that of a
change over time graph. Accordingly, a genre approach
will be considered in relation to the design of material.
This dictates that clear models and examples are
central, allowing students to notice salient features,
which may include analysis of social context, purpose
and reader, before considering structural and lexico-
grammatical features that fit the purpose of writing
(Badger & White, 2000). Swales (1990, p. 58) suggests
that ‘if all high probability expectations are realised, the
exemplar will be viewed as prototypical by the parent
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discourse community’, which in the context of this
research would be the examiner. According to Tribble,
a large number of models is ideal, in order to be as
representative of the genre as possible, which can then
be ‘adopted and adapted as necessary’ (1996, p. 58),
and may help to ensure adherence to the genre rules.
The benefit of reading models is supported by evidence
suggesting that extensive reading makes better writers,
as input to bolster acquisition of writing skills is gained
through a directional hypothesis (Eisterhold, 1990).
This assumes that features noticed in reading are likely
to be applied in writing. Also of interest is research
conducted by Stotsky (1983) which showed that
reading rather than overt grammar or writing practice
was more effective in developing writing.

It should not be forgotten that the role of the criteria
in the public band descriptors is crucial in shaping
the requirements of this genre and is consequently
of paramount importance for candidates to achieve
success. There is therefore a need for clear instructional
material with reference to public band descriptors
as well as salient structural and lexico-grammatical
features. Good English skills in themselves are not
enough if knowledge of the examiners’ expectations
as dictated by the genre and the test rubric is lacking.

First Language (Mandarin) Influence

In general terms, cultural influences often result in
different expectations when organising writing, and
Hedge argues that a contrastive analysis is therefore of
importance (2000). Fundamental differences between
Western and Chinese rhetorical patterns have been
explored. A study by Gonzalez, Chen & Sanchez (2001)
highlights a contrast between Western linear writing
conventions versus those of a circular Chinese nature,
while Buendia Arias (2015) and Lam (2014) revealed
that students with Mandarin as their first language
expressed difficulties in understanding ‘Western’ logic,
which therefore made writing in English challenging.
Furthermore, attention to organisational features may
be negatively influenced by the directional hypothesis.
According to research conducted on Chinese students’
reading skills by Chau, Chen, Lughmani & Wu (2012),
it was found that micro elements were overly focused
on to the detriment of macro understanding,

Recognition of lexico-grammatical differences may
be one of many possible factors (including teaching
methods) accounting for the greater emphasis placed
on this area by these students. Mandarin is an
uninflected language, meaning that learners can often
struggle to consistently notice and use correct English
forms, while the use of double transitions within the
same sentence can lead to cohesive inaccuracies (Swan
€ Smith, 2001; Gonzalez et al., 2001). Research seems
to indicate a paradoxical relationship between the
heavy focus given to lexico-grammatical features, and
high frequencies of inaccurate use in grammar and
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vocabulary which can occur (Buendia Arias, 2015;
Gonzalez et al., 2001). Chen (2006) revealed that during
an investigation into errors in 100 essays written by
Chinese university students, errors in the use of verbs
were highest, with lexicon not far behind. It is clear
from the above that any writing material designed in
this context must emphasise structural features and
address the anticipated lexico-grammatical errors. In
addition, it must be made explicit to students why they
need to focus on these areas, and this can be achieved
by drawing overt attention to the relevant areas of the
IELTS public band descriptors in the material.

Learner Autonomy in a Taiwanese Context

Learner autonomy, generally accepted as involving the
capacity to take responsibility for one’s own learning,
is essentially viewed as a positive trait for language
learning (Benson, 2007). In ‘Western’ education,
independence from the teacher may be fostered
gradually throughout the education process. However,
for learners in a different cultural and educational
context background, the situation may be rather
different, and Ho €t Crookall (1995, p. 235) state that ‘a
learner’s cultural background may impede promotion
of autonomy’. Taiwanese students are educated within
a traditional Confucian pedagogical setting (Talley,
2014). Students in this broader Chinese cultural and
educational context are sometimes branded as less
autonomous, and the reason for this may be complex
and rooted in cultural tradition (Buendia Arias, 2015).
As a collectivist culture, students may be less willing
to take initiative, finding it hard to deal with the
ambiguity that can occur in the absence of a teacher.
They may feel that that the teacher alone is responsible
for any learning and progress that takes place (Buendia
Arias, 2015; Ho & Crookall, 1995). Indeed, one student
in Buendia Arias’ study on Chinese cultural learner
autonomy reported that ‘without the teachers I cannot
learn the knowledge’ (2015, p. 45). With this in mind,
careful scaffolding and grading in the language of
instruction in the practice material will be important
for two reasons: firstly, to lower the affective filter by
providing a clear ‘voice’ of support; and secondly, to
enable learners to complete tasks and avoid cognitive
overload before even attempting them. A useful
analogy of this language could be classified as ‘i minus
1’ (Day € Bamford, 1998, p. 15). Although based on
the above it may appear that engaging students in
autonomous learning could be challenging, in the
context of this study, one essential factor which may
serve to mitigate the potential issues raised above is
the role of motivation.

Autonomous learning may be triggered by both
intrinsic and extrinsic motivation. In a study on
motivation and Chinese EFL learners, Chen, Warden &t
Chang claim extrinsic or instrumental factors alone are
paramount (2005). Learning the target language is seen
as an investment for the future, and in addition to high
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family and teacher expectations as well as the social
prestige brought about by success in exams, Chen
et al. coin the term ‘The Chinese Imperative’ for this
powerful motivating force (2005, p. 623). Motivation
for success in the IELTS test, and a willingness to
engage in self-directed learning and clear goal-setting
may then be high.

Methodology and Results

This study focused on an initial target population of
20 Taiwanese students at an approximate band 5 to 6
level. They were preparing for their IELTS test in a small
language school in Taipei, and aiming to achieve a band
7. As this research is concerned with the development,
trialling, and evaluation of self-study writing practice
material, the data was collected over a series of steps.
Participants were asked to complete an initial writing
task which provided a baseline for their perceived IELTS
level in accordance with the public band descriptors.
An error analysis informed the design of the self-study
practice material. To demonstrate whether the material
may improve estimated band scores, an experimental
group used the self-study pack in addition to their
normal studies, and a control group studied as normal
but did not use the additional self-study material. All
participants then repeated the writing task and their
performances were cross-referenced against their first
attempts. In order to glean participant responses to
the material, the experimental group then completed
an evaluation questionnaire. I have outlined the data
collection methods, stages and timings in Table 1
below. A description of each stage will be provided and
is followed by an analysis of results.

Stage 1: First Writing Task

An original Task 1 writing question was created based
on a change over time graph. This was designed to
be accessible and typical of the genre, and able to
place adequate cognitive demands on the participants
in terms of planning, attention to key features, and
eliciting a range of lexico-grammatical features. In
total, 18 of 20 initial writing tasks were received back
from the participants. Bearing in mind that the target
range of the material was to be for students of a current
[ELTS band 5-6 aiming to achieve a band 7, four of the
responses were deemed unsuitable for this study due to

the strength of the writing being estimated to be at or
above an IELTS band 7. This left 14 participants who
were to form the basis for the study. Each script was
marked according to the rubric in the public version of
the band descriptors. This included Task Achievement
(TA), Cohesion and Coherence (CC), Lexical Resource
(LR), and Grammatical Range and Accuracy (GRA).
Overall, total band scores ranged from 4.5 to 6.5, with
an average band score of 5.9.

Attempt 1 Band Scores

Participant ~ TA CcC LR GRA Total
A 2 5 6 5 4.5
B 4 5 6 5 5
C 6 6 7 6 6
D 6 6 6 6 6
E 6 6 6 5 6
F 7 6 6 5 6
G 6 6 7 6 6
H 7 7 6 6 6.5
I 7 6 7 7 6.5
J 7 6 7 7 6.5
K 6 6 7 6
L 6 6 7 6
M 6 6 7 7 6.5
N 6 6 6 5 5.5

Average
5.9

Table 2: First Writing Task Band Scores.

Error Analysis

The scripts were analysed for errors of relevance to
the public IELTS criteria, which would inform the
subsequent design of self-study practice material. The
results were as shown in Table 3, overleaf.

Area 1

From the literature review it was expected that
Taiwanese students may experience difficulty in
organisational features, due to either a focus on English

Stage  Description Experimental Group Control Group Time Allowance
1 First writing task / ‘/ 2 weeks
2 Self-study practice material / x 2 weeks
3 Second writing task / / 2 weeks
4 Evaluation questionnaire / x 2 weeks

Table 1: Data Collection Stages.
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at a sentence level, or because of different writing
conventions. These difficulties occurred in just over
one-third of scripts, and therefore overall guidance
and practice in organisation of key features would be
of use in material. Issues here reduced band scores for
both Task Achievement and Cohesion & Coherence and
suggested the need for specific genre-based cognitive
instruction in terms of structural expectations.

Area 2

Again related to organisation, incorrect use of linking
devices reduced the ability to follow the message with
ease. Sentences were often not fluently linked to each
other, or incorrect functions were applied to linking
words. This resulted in band score reductions for
Cohesion & Coherence. A high frequency of errors was
recorded here, spread across all scripts.

Area 3

Accurate reference to data affects scores for both Task
Achievement (the reported data must accurately reflect
the content of the graph) and Grammatical Range and
Accuracy (prepositions are often used incorrectly as
can be seen in the examples given in Table 3). This was
a common error across all scripts.

Area 4

It was expected that accuracy of verb use and lexical
forms would also be problematic. While lexical range
was generally a strong area, accuracy in usage
pertaining to both word-form and / or verb use were
evident, resulting in by far the highest frequency of
error across all scripts, and which could either reduce
band scores for Lexical Resource or Grammatical
Range and Accuracy.

Stage 2: Material Design

Genre-specific requirements which are embedded in the
[ELTS public band descriptor rubric are important for
students to be made aware of. In addition to raising
awareness of the requirements, they can also form four
key areas for students to work through, thus giving
the instructional material itself logical structure and
progression. As Hedge argues, in the writing process

there must be a focus on ideas and organising them,
before accuracy in language is turned to (2000). This
would suggest that Task Achievement and Cohesion €&t
Coherence ought to be covered before Lexical Resource
and Grammatical Range and Accuracy. Errors uncovered
in the initial writing task analysed above indicated a
need to include input and tasks for use of linking words,
using prepositions when referring to data, and accuracy
tasks for key lexis and grammar structures.

As well as considerations in terms of organisation
and content, the fact that the practice material will
be used independently of a teacher was also an issue
influencing design. Bearing in mind potential cultural
reliance on the teacher, the language of instruction
should allow the voice of a teacher to come through
the material. Use of Plain English and ‘i minus 1’
would also be important in enabling students to
understand band descriptors and tasks. Based on these
considerations, a comprehensive self-study workbook
and accompanying answer book was designed for
change over time graphs, using model questions and
answers, and including scaffolded input and output
exercises moving through Task Achievement and
Cohesion and Coherence, to Lexis and Grammar.
Example pages from the workbook can be found in
the Appendix.

Stage 3: Second Writing Task

The participants were divided into an experimental
group (n=7) who used the self-study workbook, and
a control group (n=7) who continued studying as
normal. After two weeks, both groups completed
the writing task for a second time. 5 of 7 control
group participants, and 6 of 7 experimental group
participants submitted an answer. All scripts were
marked in accordance with the public band descriptors.
The band scores for second attempt scripts have
been presented alongside the first attempt scores, in
Table 4, opposite.

Results of the experimental group yielded slightly
more positive results than the control group, with four
participants demonstrating an approximate gain in
overall band score. Participant A made a dramatic gain
in Task Achievement, showing an increase from 2 to 6.

Area Frequency Detail/Example

1. Illogical answer 5 of 14 scripts Circular structuring e.g. returning to a subject already
structure covered; illogical division of data.

2. Incorrect use of 26 counts across Incorrect use of function leading to confusion e.g. us of
linking devices all scripts ‘therefore’ in a non-result related cause.

3. Incorrect reference 26 counts across Use of prepositions e.g. ‘falling to 95 to 5’; ‘fell about 20
to data all scripts tons’ (rather than to); ‘remained in 40 to 50’

4. Lexico-grammatical 56 counts across ‘was increased steadily’; ‘rose remarkable’; ‘was slightly
inaccuracy all scripts increase’; ‘was suddenly growth’; ‘a dramatically drop’.

Table 3: First Writing Task Error Analysis
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What is also interesting to note is that all participants
who made gains in the experimental group did so in
Task Achievement. Three participants made one-band
gains in Cohesion and Coherence, while two made
one-band gains in Lexical Resource.

Error Analysis

Removing participants who dropped out from the
initial task error count, the error types as summarised
in the initial writing task can be compared against
corresponding error counts for both control and
experimental groups. The main finding of note here is
that the experimental group showed a decrease in all

Control Group Attempt 1 Band Scores

error areas from attempt 1 to attempt 2, while this was
not the case for the control group, see Table 5, below.

As previously noted, the experimental group showed
some gains in band score compared to the control
group. This could then be attributed to the fact that
frequency of errors in all recorded areas showed a
slight drop across in the experimental group.

Stage 4: Participant Evaluation of Material

A brief follow-up questionnaire was devised to capture
quantitative and qualitative responses to the material
from the six participants in the experimental group.
Questions were designed to glean evaluation of the

Attempt 2 Band Scores

Participant TA CC LR GRA Total TA CC LR GRA Total
B 4 5 6 5 5 4 5 6 5 5
C 6 6 7 6 6 6 6 7 6 5
1 7 6 7 7 6.5 6 7 7 6 6.5
K 6 6 7 6 6 7 7 7 7 7
N 6 6 6 6 5.5 7 6 7 6 6.6
Average Average
5.8 5.8
Experimental
Group Attempt 1 Band Scores Attempt 2 Band Scores
Participant TA CcC LR GRA Total TA CcC LR GRA Total
A 2 5 6 5 4.5 6 5 6 5 5.5
D 6 6 6 6 7 6 7 6 6.5
F 7 6 6 5 7 6 6 5 6
J 7 6 7 7 6.5 6 7 7 6 6.5
L 6 6 7 6 6 7 7 8 7 7
M 6 6 7 7 6.5 7 7 7 7 7
Average Average
5.9 6.4
Table 4: First and Second Writing Task Band Scores.
Control Group Control Group Experimental Experimental

Area

Attempt 1

Attempt 2

Group Attempt 1

Group Attempt 2

1. Illogical answer

structure

2 of 5 scripts

2 of 5 scripts

3 of 6 scripts

2 of 6 scripts

2. Incorrect use of

linking devices

13 counts across
all scripts

12 counts across
all scripts

10 counts across
all scripts

7 counts across
all scripts

3. Incorrect reference to

data (prepositions)

9 counts across
all scripts

12 counts across
all scripts

10 counts across
all scripts

7 counts across
all scripts

4. Lexico-grammatical

inaccuracy

19 counts across
all scripts

23 counts across
all scripts

23 counts across
all scripts

21 counts across
all scripts

Table 5: Second Writing Task Error Analysis
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material in areas such as engagement, instructions,
range of tasks, understanding, and perceived
improvement. Questions 1-4 solely used rating scales,
while 5-6 also allowed open ended responses. The
questions and results are shown in Table 6, below.

Responses for each question were positive. Significantly,
participants indicated a perceived increase in
understanding of public band descriptors. The language
and content of the public band descriptors is complex,
and while this may be the reason that the clear majority
of respondents selected option 3 rather than 4, the
positive response here is encouraging in terms of learner
awareness and development of the genre requirements.

Questions 5 and 6 allowed open-ended comments.
Each statement is attributed to the participant, thereby
allowing comments of interest to be cross-referenced
against band score performances. For question 5, all
respondents indicated that they found the material
helpful. Comments were as follows:

A: ‘The material helped me to write task 1 step by step’
D: ‘Clear organisation. Lots of useful phrases..

F: ‘Learn some useful words to use and let me know
more ways to describe a word.

J: ‘The introduction and overview guides are clear
and useful’.

L: ‘There are some useful techniques to help me
structure my paragraphs’.

M: ‘T learned what I should focus on the charts and
how organise my ideas, on top of that, some useful
vocabulary.

Features related to desirable criteria for Task
Achievement and Cohesion & Coherence are mentioned
specifically by participants A, D, J, L, and M, who all
demonstrated increases in Task Achievement scores.
Participants L and M, who also mention structure and
organisation showed one-band gains in Coherence €&
Cohesion. Vocabulary is also mentioned by respondents

D, F and M, though only D showed an increase in band
score here. Nevertheless, it would appear that the range
of lexis introduced was appreciated by the students,
who found this a useful area of the material.

For question 6, the rating scale indicates a fairly even
response although Cohesion & Coherence (ability to
organise) received most responses, echoing sentiments
expressed above. Comments were as follows:

A: ‘All of them helped me to know well writing skills
and remind me what request of exam’

D: ‘These two parts [TA / CC] is the most important
part and this book include a lot of good example.
It is good for me to realise how to write in a correct
way. It also includes a lot of grammar.

F: [no comment]

J: ‘I learned some vocabularies to describe charts, but
still need more practice to use them correctly’

L: ‘It help me increase variety of vocabulary in
adjectives and verbs in writing.

M: ‘Some clear examples in all of these. Especially
I learned what structure is most appealing to the
examiner.

The comments in this instance reflect the general spread
of criteria selected, which is encouraging in terms of
the balance of the material, and which may therefore
allow each student to find benefit in an area of their
choosing. That the students are not just focusing
exclusively on lexico-grammatical features is also
encouraging given that cultural influence suggested
this may be the case. Participant M shows some genre
awareness in the fact that the reader’s (examiner’s)
expectations were taken into consideration.

Discussion

Based on the four overall research questions which
formed the basis for this study, there are several

Answer Responses
(1 = no, 4 = yes)

Question 1 2 3 4
1. Did you enjoy using the materials? - - 3 3
2. Were the instructions easy to understand? - - 3 3
3. Was there a suitable range of tasks? - - 3 3
4. Do you feel you understood the public band descriptors more after using the - - 5 1
material?
5. Do you feel the material helped you to improve overall? (Comments available) - - 2
6. Which area(s), if any, do you feel the material helped you to improve more? TA CC \Y

Please circle as many as you wish. (Comments available)

Table 6: Material Evaluation Questionnaire and Responses.
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factors which can discussed in relation to each of
these in turn. Firstly, the literature review revealed a
number of factors worth considering when designing
practice material in this context. Providing input
specifically related to reader (examiner) expectations
would be essential for students to have a better chance
of success in the test, and as such, clear reference to
public band descriptors would be needed. In addition,
raising cognitive awareness of the writing process, and
using explicit models in order to exploit a directional
hypothesis would be necessary. As students in this
context may neglect macro (organisational) elements
in favour of micro (lexico-grammatical) features, an
approach moving overtly through both of these in
relation to the band descriptors would be helpful. It
was also expected that due to the so-called ‘Chinese
Imperative’ (Chen et al. 2005, p. 623), motivation
would be high, which may mitigate potential concerns
over learner autonomy.

In response to the second research question, the error
analysis revealed areas which were of particular
relevance to the rubric in the public band descriptors.
[llogical or unclear organisation occurred, indicating
that this warranted attention through the use of
model answers and drawing explicit attention to
key features of a graph and cognitive planning
processes. This could potentially influence ratings
for Task Achievement and/or Cohesion & Coherence.
The incorrect use of linking devices, which could
potentially affect a number of areas such as Cohesion
& Coherence, Lexical Resource, or Grammatical Range
and Accuracy, was an area of common difficulty
and one which would therefore justify explicit input
and activities in the self-study practice material.
Reference to data, mainly through incorrect use of
prepositions, could affect scores for Task Achievement
or Grammatical Range and Accuracy, and a number of
activities were included in the material addressing this.
While range of lexis was identified as a strength in
the scripts overall, accuracy of key lexico-grammatical
features was clearly an area which required remedial
tasks. Broadly speaking, the errors uncovered here
echoed those anticipated by the literature review, and
therefore can more generally reinforce the benefits of
researching and designing material with learners’ first
language and culture clearly in mind.

In terms of band score improvements, as a result of using
the designed practice material, a second error analysis
for the experimental group showed a reduction in all
areas in comparison to the first scripts, suggesting that
targeted remedial input in the material may have had a
positive effect, and accounted for the slight band score
improvements seen in the experimental group over the
control group. Although there are of course a number
of additional variables which may influence this, and
there are clear limitations in the scope of this study in
terms of question types and participant numbers, there
nevertheless seems to be some evidence in this case
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that using the material was of benefit to band scores
for students in the context of this study, particularly
for Task Achievement and Cohesion & Coherence. A
focus on the genre-specific requirements of the task
which are essentially embedded in the public band
descriptors may then be a worthwhile consideration for
the design of test preparation practice material.

Finally, regarding the evaluation of the material,
a positive response was received from all six
participants. Improvements seen in the macro areas
of Task Achievement and Coherence and Cohesion
were reflected in the comments made by respondents,
and this seems to provide further support that the
material may be of both actual and perceived benefit
here. The positive responses are also encouraging
when considered alongside potential concerns that
autonomous learning may be challenging for students
in this context. It would appear that at least in this
case, ‘The Chinese Imperative’ may have overcome
theoretical issues relating to self-study, while the detail
in the material instructions, essentially acting as the
teacher, may actually mitigate concerns that learning
can only happen in the presence of a teacher.

Conclusion

Material design is often a necessary, challenging, and
rewarding aspect of an EFL teacher’s development.
Through a process of reflecting on the needs of
students, identifying issues, and consequently creating
and targeting material for a specific group of learners,
higher standards of both teaching and learning can
be gained. This research has sought to demonstrate
that careful consideration of first language cultural
and linguistic influences can provide a deeper level
of understanding of students and their potential
needs. In turn, reacting to those needs, in this case
through the design and application of learner-focused
writing material in a genre-specific context, has
been a beneficial experience for both teacher and
students. In a high stakes and often short-term context
such as an IELTS preparation course, this level of
student support in either a classroom or autonomous
setting may help to make both actual and perceived
gains, however small. As a final note, in an era in
which teaching and learning contexts are undergoing
significant changes, it is also suggested that clear
and careful scaffolding of instructional material can
positively enable autonomous learning, and challenge
the assumption that ‘without the teachers I cannot
learn the knowledge’
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Appendices

Appendices: Sample Workbook Pages

Qur first focus will be on Task Achievment (TA), and Coherence & Cohesion (CC).
If you can’t remember what these are, check the band descnplors again,

Toget a band 7, In our answer we want 1o make sure that we:

@

* Wrile 150 words & Structure our writing logically

» Include a clear overiew »Use a range of linking words correctly
& Include all the key features

» Remember lo use data (numbers)

Remember: Your objective is to write a clear report so that the reader could
draw the graph (fairly well) without looking at it!

IELTS Task 1 Witing Warkbook IELTS Task 1 Writing Workbook
First of all, let's take a look at an example question: Look at the model answer for the smoking question as you answer the questions
below. Then. check pages 3-4 in the answer pack
The chart below shows the percentage of tha population who smoke
everyday in three countries: 1. How many paragraphs are there? Why? ?
% of population who smoke everyday
o 2 What is the | of the first ? Does it use the same language as the
l"’ question?
Io———
5 s L\.‘_\ —— et Loy
i“ T O 3. What is the purpose of the second sentence? Does it include any data?
E) T e T
L]
"
o 4. What language s used lo introduce the second sentence? Can you think of any
100 w0 10 10 20 other examples?
Vearn
An example of a good answer is on the next page
TA, CC
IELTS Task 1 Witing Voutioch IELTS Task 1 Writing Wortook
The gheen chart indicates the o tage of dah A Japan,
and Taswan. v ¢ alithree of honved a de cing In smokers, though by 5. What is the main topic in each paragraph? ?
defferent degrees.
South 4 change in to other The smoker
P tage highe st g tries from 1960-1970, At & hafty 60%. This was 6 Why do you think the answer is structured in this way?
1B . gion of 43% by 1980. The decrease then eased off,
faling to spproximately 35% in 2000,
apen d: the chart. gh the st drop n peopie who imoked 7. Is data included in the paragraphs two, three and four? (Main body paragraphs)
Wik minimal, from just underS0 in 1960 to shghtly below 40 by 2000, 1 finished off as the highest
percentage inthis chart.
Finally, the ¥ . P i tha smellest prop hewhol B. What linking words can you find?
perad, showing & gradual reduction fram 40 % in 1360, followed by & mare rapid decreass to 20% in
2000.
IELTS Task 1 Witing Workbook TA, CC

IELTS Task 1 Whiting

The Introduction:

The i ion is the first of the first paragraph
It should tell the reader what the chart is about.
It should NOT use the same language as the q . You MUST ¢

Let's look again at the example. Here was the question wording:

“The chart balow shows the p ge of the pop who smoke ¥ in three

and here was the model answer:

The given charl indicates the percentage of dadly smokens in three Asian countries. South Koma
Japan, and Tabwan.'

‘Whal differences can you see?
After you have answered, check page 5 of your answer pack.

|TA,CC |

FOR MATSDA MEMBERSHIP PLEASE CONTACT

Siv Sears, MATSDA Membership Secretary, Norwich Institute for Language Education,

82 Upper St Giles Street, Norwich NR2 1LT, UK, e-mail: matsdamembershipsec@nile-elt.com

www.matsda.org/folio.ntml
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Challenges and opportunities

Edited by Freda Mishan
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ISBN 978-1-78874-373-0 (paperback)
Reviewed by Naeema B. Hann

books about ESOL - migrants learning the

dominant language of their host country -
are still few and far between. So when I was asked
to review this book, I agreed because I thought it
would be informative and I would be able to add to
the (relatively short) reading list for ESOL for our
MA at Leeds Beckett University. What I didn’t expect
was a page-turner. I read it on the train to and from
a meeting and just could not put it down. Packed
with very current descriptions and debates, the book
is packed with evidence, the vignettes are pictures
in words and chapters include report findings from
primary research into ESOL populations.

D espite increasing global movement of people,

This volume is organised in three sections. Part 1 deals
with relationships between identity, citizenship and
English. These debates are reflected in the next part
which shares case studies of ESOL provision in Ireland
and two UK countries, Wales and Scotland. Part 3 has
chapters about training and knowledge needs of the
third partner in this triangle, ESOL practitioners. In all
three sections, chapters are interleaved with vignettes
so that the ESOL user is always present in this book.
The combination of vignettes, research and ‘snapshots’
from the classroom (p.10), keeps us in the reality of
ESOL learners and teachers, allowing us to understand
themes common to ESOL learners in different contexts.

The emotional and human work in ESOL is pinned
down right at the beginning in the foreword and key
issues for ESOL teachers - teaching language and
literacy at the same time, dealing with the trauma
of conflict and displacement, identity and policy,
are explored throughout this volume. Similarly, the
introduction captures the context of ESOL as an
educational provision soundly with an accurate picture
of the current situation in terms of policy and funding.

Chapter 1 by Kevin McCarthy sets the context for
language and migration. The chapter is a powerful
treatise on how language used to refer to new
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communities can (disadvantageously) shape their
position in the host society and by implication, rob
the host society of the (cultural and intellectual) riches
newcomers bring,.

Chapter 2 reports on a study which explored the role
of ESOL for citizenship courses in enabling integration.
The chapter brings together language, belonging (as
in citizenship) and identity, reminding us that while
language has a key role in helping people settle in
their new countries, the route to integrating is more
than language courses. A sense of belonging is more
than passing a citizenship or language test. This is
true for the host society and those new to the host
society. The sections on how the concept of citizenship
developed in the UK are particularly informative.
The chapter highlights the role of factors beyond
a common language in integration and citizenship
and suggests that the very tool intended to promote
integration (English and citizenship) has ended up as
an instrument rather than a state of being (belonging).
Tensions between concepts such as multiculturalism
and integration are highlighted.

Chapter 3 continues the theme of identity and
integration through suggesting a relationship between
social class and opportunities to develop English
language skills for women in the Guajarati community
in London. The chapter is a powerful reminder that
motivation and effort are not enough for success in
learning a second language, indeed even opportunity
does not translate into success due to structural and
social barriers which affect women more than men.
Perhaps the term socio-economic class would be a
more useful one since the author acknowledges the
role of economic factors such as access to childcare,
transport and work commitments in developing
English. The chapter reminds us that while gender
can determine access to English, class is the second
whammy, to use the author’s construct, women from
lower social classes are twice disadvantaged through
the juxtaposition of gender and class.
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Part 2 presents useful and much needed accounts of
case studies of ESOL provision.

Case study 1 describes the adult ESOL provision at
a college in Limerick, Ireland. A comprehensive
account of the provisions, the chapter presents a full
time ESOL course and involvement with vocational
training as well as who the learners and teachers
are. Underlining the fast-growing demand for ESOL
courses, the chapter recommends that ESOL providers
include a post for an initial assessment and guidance
(IAG) type work. This would help focus the provision
on the diverse and complex needs of the learners
especially in terms of employability.

Chapter 4 presents an account of how a local
authority approached refugee resettlement in Wales.
ESOL provision is discussed within the wider context
of the resettlement program and helps the reader
understand refugee needs and the demands on the host
community. An honest account of the resettlement
efforts, the chapter gives examples of the importance
of multi-agency co-operation as well as resource
implications for this type of co-operation The chapter
highlights a need for better alignment of Welsh policy
with the UK approach (p.110).

Chapter 5 is an evaluation of the support available
in Ireland for the resettlement of Syrian refugees.
Provision by a range of providers is evaluated. Not
surprisingly, the study suggests that for refugees
arriving in their new host country, language and
settlement needs are closely linked and it can be
difficult to prioritise one or the other. For instance,
to be expected to go to an English class within days
of arriving can be daunting, especially as many of
the new arrivals had not been able to complete their
schooling in Syria. Also, programmes need to be
longer than a year if students are to acquire sufficient
English to live and work in their new communities.
The chapter highlights a need to manage student
expectations especially for those with low alphabetical
literacy in their first language. Providers need to take
note of recommendations on p.150, for instance,
catering for specific needs and interests of individual
refugees rather than a one-size-fits-all approach.

Chapter 6 in this section is a very useful addition to the
scant literature about unaccompanied young refugees.
The chapter draws on Dérnyei’s work on motivational
drivers and articulates what worked with teenagers
through eight strategies from Ddrnyei, 2001, Dornyei
& Ushioda, 2009 and Dornyei & Kubanyiova, 2014.
The concept of the L2 self is employed powerfully to
encourage teenagers to visualize their future selves
through heroes and role models. There is much in this
chapter for the EAL classroom.

Chapters in part three are thought-provoking discussions
on ESOL teacher training, professional development
and materials. The first chapter in this section, Chapter
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7, addresses a debate at the heart of not just ESOL but
all educational practice - emancipatory practice and
empowering learners to play an active role in society
and in shaping their learning and participation in the
society they have arrived in. The chapter highlights
tensions between the good intentions expressed in the
Scottish ESOL strategy and the government’s focus on
meeting the needs of the industry through vocational
qualifications. Steve Brown’ s chapter brings the gap
between ESOL teacher training and the realities of
the ESOL classroom into sharp relief. The concept of
comfort radicalism encourages one to examine one’s
motives for being involved in this sector. I, for one,
had to stop and ask some honest questions about why
I am involved in this sector.

Along with Chapter 6, Chapter 8 is a welcome addition
to what we know and how we can improve English
language learning for children new to the UK and
Ireland. The chapter focuses on the teaching practice
element of teacher training in Ireland to evaluate if
teachers are prepared to meet the needs of children
whose home language is not English or Irish. The
authors note the lack of status English as an additional
language has in schools despite English being the key
to pupils accessing school subjects. Recommendations
are for EAL to be recognised as a subject specialism
and materials for teacher training as well as supporting
EAL learners.

Chapter 9 shares practice and findings from the EU
speak project. The project delivered online training
modules in five languages for teachers of low literate
adults. Being online, the modules have a global reach
and respond to the previously unmet needs of teachers
who may be working in low resource environments.
The modules are available at https://research.ncl.
ac.uk/eu-speak/modules/.

Earlier in this volume, Chapter 5 discussed issues
and opportunities for supporting refugees to settle in
their host countries. Chapter 10 complements Chapter
5 in presenting the training needs of those working
with refugees, these would be sectors such as health,
education, employment and housing. The chapter
highlights the need for intercultural and language
training for those in contact with refugees. It is very
encouraging to see responsibility and expectations for
language and cultural training placed on hosts too.

Chapter 11 further underlines the key role culture
plays in linguistic encounters, whether this role is
a direct, visible one or whether it underpins formal
learning contexts. The chapter presents a very usable
framework for promoting ESOL learners’ intercultural
competence. The framework is presented as a table
which combines the five elements of the Pentagon
of Culture- geography, people, products, practices,
perspectives, with the Fields of Culture such as
national identity, cultural heritage, values and norms.
An example of the application of the framework to
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ESOL materials is given through the practice of tea
drinking in Ireland.

As someone who has worked in ESOL for many years,
it is good to see issues explored and confirmed in
print and also new possibilities I had not thought of.
Almost all the chapters suggest that along with English
languages courses, newcomers to a country need
multi-agency support. Along with responding to their
immediate needs for communication, English language
courses need to go beyond responding - to prepare
learners for their future educational and career needs.

For the next edition of the book, a practical activity at
the end of each chapter and an overview at the end of
each section to suggest a way forward could be included.
However, parts two (models of provision, the chapter on
motivating minors) and three do suggest approaches to
address the issues raised in earlier chapters.

This is a must-have book for teacher trainers, policy
writers as well as teachers and campaigners. This
edited volume has the added advantage of drawing
on several genres - research reports, critical essays
and vignettes have been brought together usefully
in one volume. The vignettes in this volume are real
sketches of the debates in the chapters, showing the
reader what happens with and to ESOL learners and
teachers. This combination of genres makes it a rich
resource which will remain current for a long time.
Across the globe, people are arriving in countries new
to them due to conflict in their home countries and this
volume has valuable information and examples for the
international readership that Folio attracts.

It has been difficult to share the richness and range of
this volume in a book review, so if you don’t have a
copy already, I would recommend getting one today.
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MPhil and PhD research, developing language materials,
writing books & research papers, evaluating MPhil and
PhD theses of different universities at home and abroad

Address Department of English, Jahangirnagar University, Savar,
Dhaka-1342, Bangladesh

Tel +88-01711337559

Fax +880-2-7791052

Email maniruzzamanju71@yahoo.com

:: Macgillivray, Moraig

Qualifications CELTC-ILI (Certificate in English Language Teaching to
Children - International Language Institute), BA with
major in Psychology, minor in English

Services Course materials, TOEFL practice materials, Korean SAT
practice materials

Address 45 Maple Dr., Antigonish, NS, B2G 1G4, Canada

Tel 902-863-10669

Email moraig@gmail.com

61

:: Marks, Jon

Qualifications BA(Hons), RSA PCTEFLA

Services Writer of classroom courses, self-study material and
online/digital learning material. Training of teachers and
materials developers. Expertise in Learning Management
Systems.

Website www.jonmarks.net

Address The Coast House, Seven Sisters Road, Ventnor, PO38
1XA, United Kingdom

Tel +44 (0)7401 938635

Email jon@jonmarks.net

:: Manson, Robin

Qualifications MA TESOL, MA History, Trinity TESOL Diploma,
Diploma Educational Management, PgDip TESOL, Cert.
Online Tutoring

Services EAP materials development; Teacher Training Materials
Development; Exam Writing; ESL materials development
- all levels, online, text books etc

Email robin_manson@hotmail.com

:: Masuhara, Hitomi

Qualifications BA British and American Studies, MA Applied
Linguistics, PhDApplied Linguistics

Services Materials development, materials development training,
teacher development (all for both English and Japanese)

Address 12 Westcliffe Road, Southport PR8 2BN England

Tel + 44 - (0)1704 569809

Email hitomi.masuhara@gmail.com

:: Meganathan, R.

Qualifications M.A. (English Language and Literature), M. Phil
(Literature), M. Ed (Master in Education), Post Graduate
Diploma in Teaching of English (PGDTE), PG Diploma
in Guidance and Counselling, Ph. D (English Language
Teaching)

ESL material development - textbook writer; designing
task based activities, Training of teachers on material
development and teaching of ESL Design and
development curriculum, syllabi of ESL and Teacher
Education Curriculum and training. Teaching of
Vocabulary, literature. Research in language policy and
policy and practice, etc

Department of Languages National Council of
Educational Research and Training Sri Aurobindo Marg,
New Delhi 110 016

9968651815

rama_meganathan@yahoo.com
kankoduthavanithan@gmail.com

Services

Address

Tel
Email

:: Mol, Hans

Qualifications MA English/TEFL, fellow of RSA, associate member of
Australian College of Educators

Services EFL Materials development for young learners 4-19
(primary/secondary), young adults, adults and tertiary
levels, for worldwide and localized markets, most
language backgrounds, both general English, business
English and EAP, folio and online materials. Also:
complete audio production for EFL courses, editorial
services. More information on web site.

Websites www.connexxions.com.au
www.fracasenglish.com

Address 756 Houghlahans Creek Road, Pearces Creek, Booyong,
NSW 2480 Australia

Tel +61 2 66 878 293

Fax +1 775 259 1540

Email myconnexxions@bigpond.com
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:: Muszyska, Barbara

Qualifications PhD in evaluation of bilingual education programs in
Europe (in progress - University of Cordoba, Spain)
DELTA, TESOL, CELTYL, CPE.ESL, CLIL materials
development; coursebook (WB, TB) writer (Macmillan,
Pearson); teacher training; development of short courses
online or f2f; FCE and CAE examining; academic
teaching: methodology of English language teaching;
ESL, CLIL.

ESL, CLIL materials development; coursebook (WB,
TB) writer (Macmillan, Pearson); teacher training;
development of short courses online or f2f; FCE and
CAE examining; academic teaching: methodology of
English language teaching; ESL, CLIL.
www.barbaramuszynska.blogspot.com
basia.muszynska@gmail.com

Services

Website
Email

::Pathare, Emma

Qualifications M.Ed. ELT €& Educational Technology (University

of Manchester), M.A. Youth & Community Studies
(Manchester Metropolitan University, UK), Trinity TESOL
Diploma, Trinity TESOL Certificate.

ELT materials author (course book and writing support
resources published for ‘Headway’ by OUP); course/
curriculum developer (three English course books
written for English language projects for the UAE
national government); exam text writing.

P.0. Box 15825, Dubai, UAETel +971 56 784 5243

emmapathare@gmail.com

Services

Address
Email

:: Pulverness, Alan
Qualifications BA; DELTA

Services Teacher training & development; syllabus design;
materials development. Areas of special interest:
literature in ELT; intercultural awareness and ELT;
reader development.

Address The Old School, Taverham Road, Norwich NR8 6SY UK

Tel +44 (0)1603 260398

Fax +44 (0)1603 869232

Email AlanPulverness@msn.com

:: Rahman, Kh. Atikur

Qualifications MPhil (English Language Education); & MA Applied
Linguistics & ELT (Dhaka University); Int'l Dip for
Teachers € Trainers-CIDTT (University of Cambridge)

Services EAP materials development - coursebook writer;
training in online materials development - short courses

Address Dhaka, Bangladesh

Tel +880-1670700303

Email kardu2011 @gmail.com

:: Rashad, Sara
Qualifications BA in architectural engineering

Services Creating, developing and delivering materials in
management, soft skills, work life balance training.
Materials, games

Address Cairo, Egypt

Tel 20-2-0101015045

Email Anasarah81 @yahoo.com

:: Sheema, Fatima
Qualifications M.A. ELT

Services Materials production, materials development, materials
for all four skills

Address Aligarh Muslim University, Aligarh

Email sheema02 @gmail.com

:: Siddiqi, Ghazala

Qualifications Currently enrolled in PH.D programme - Materials
development for ELT classes

Teacher training: primary, secondary and senior
secondary level. Organizing workshops for students and
teachers based on Materials Development to supplement
course text books. Curriculum design based on multiple
intelligences in classes.

61-S,S/F,Sector 8,Jasola Vihar, New Delhi, India.110025
009910266362Email gvahadze@gmail.com

Services

Address
Tel
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:: Siddiqui, Malika Anwar
Qualifications Ph.D English Language Teaching

Services Adapting materials in line with learners’ needs. Teaching
English speech sounds to Arab students.

Address College of Applied Medical sciences for Females,
Al-Namas King Khalid University, Kingdom of Saudi
Arabia

Email mallikasiddigi@gmail.com

:: Sinclair, Elena
Qualifications BA (Hons) (Ilia Chavchadze State University, Georgia),
Grad Dip Ed

Services Russian for business/general purposes; French (all
levels); ESL/SKills for Life/Life in the UK/Citizenship/ILR;
Online tutoring via Skype

Website http://www.aelitalanguages.com

Address Leyland, Lancashire, UK

Tel (44) (0)1772 459882

Email gvahadze@gmail.com

:: Smith, Zoe

Qualifications MA Applied Linguistics, Trinity TESOL, SfEP Copy
Editing Progress

Services Available for: writing, editing, proofreading, syllabus
mapping, project management, and/or reviewing;
in-house publishing experience in ELT and STM
publishing; experienced EAP teacher; knowledgeable of
different learner levels and age groups, with specialist
knowledge of Asian and European markets; recent
clients include OUP, CUP, HarperCollins, Macmillan,
ReallyEnglish, Acel (Singapore), Seed (US)

Website https://zproofeditorial.wordpress.com/

Email zproofeditorial @gmail.com

:: Stec, Maria

Qualifications PhD in Applied Linguistics (University of Silesia,
Katowice, Poland); MA in English Philology and
Methodology of Teaching Languages.

Services ESL and ESP materials evaluation and development;
multimodality and culture in ELT materials, visual
methodology and design of materials and syllabuses for
children, language tests construction; English language
teacher and evaluator of materials for the Polish
Ministry of Education.

Address ul. Go ciradowiec 24, 43-450 Ustro , Poland

Email mstec@interia.pl

maria.stec@us.edu.pl

:: Styles, Naomi

Qualifications CELTA, TESOL Diploma, BSc Agroforestry

Services Materials for learning English online, including reading
texts, vocabulary, expressions and idioms, grammar,
pronunciation and conversational English. Exam
preparation exercises and mock exam papers for IELTS
and FCE, including map design. Business, Academic,
Cultural, Vacation and General English materials,
including games and learning/teaching tips.

103 Westbury Leigh, Westbury, Wiltshire, BA13 3SU
(00) (44) (0)1373 301391

naomistyles@yahoo.com

Address
Tel
Email

:: Taylor, Jeremy

Qualifications Bsc (Hons) Lond. PGCE (Southampton) RSA CELTA. 2
years VSO in Egypt

Freelance EFL writer, published IELTA Reading for
DELTA, 2 coursebooks for teenagers in Sweden
(Pioneer), Teen Talent coursebook for Helen Doron, 5
titles in Heinemann’s Rapid Reader series, 15 graded
readers, stories accompanying coursebooks (Go For it,
Notting Hill, Bayswater). Mix and Match (for Liber),
mis of audio and comprehension exercises. Online work
for e.learning programs (MagNet), ebooks in epub, and
ibook format. Teacher trainer for ISP and for the British
Council in Cyprus, Czech Republic and Latvia.

Lomnice, Czech Republic

00420 549 450 007

www.jeremytaylor.eu

languagelearningjokebooks.com

jeremytaylorwriter@gmail.com

Services

Address

Tel
Websites

Email
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:: Thomlinson, Clare

Qualifications PhD Literature, BA 1st class (Hons.), TESL, TPC
Proofreading (distinction)

Services Offering a fully qualified and experienced copy-editing
and proofreading service to academics, ESL writers,
writers with specific learning needs and general texts
for publication and post-graduate examination: Recent
and current clients: Routledge, Ashgate, IB Tauris, CUP;
Literary Encyclopedia; 'Women: A Cultural Review’;
‘Journal of Latin America and Caribbean Anthropology’;
academics at universities including Auburn, Cambridge,
Cape Town, Dundee, Essex, Exeter, Groningen, London,
Melbourne, Monash, Oxford, Portland, Stanford, Stony
Brook, Sydney, Tokyo and West Georgia.

Website www. 100percentproof.gb.com

Email cthomlinson@me.com

:: Tomlinson, Brian

Qualifications BA English, PGCE, MA ESL, PhD Applied Linguistics;
Founder and President of MATSDA, Member of English
Advisory Group for the British Council Services.

Services Curriculum development, materials development,
materials development training, teacher development,
test development. Recent clients include the British
Council, Disney Publications, The University of Hong
Kong, the University of Hue, the International Islamic
University, Kuala Lumpur, the International Graduate
School of English, Seoul, and Marshall Cavendish,

Singapore.
Address 12 Westcliffe Rd, Birkdale, Southport PR8 2BN, UK
Tel 01704 569809
Email brianjohntomlinson@gmail.com

:: Ward, Mary

Qualifications MA, English, specialization in Applied English
Linguistics, 1995 University of Wisconsin-Madison.

Services Writing EFL/ESP course books, answer keys, teacher
guides, materials (digital/print) across all skills;
proofreading, art selection, art brief writing, matching
materials to CEFR language objectives for post-
secondary audiences in Europe and the U.S., with a
focus on task-based activities, and using authentic
sources when possible.

Email marye.ward@icloud.com

:: Zgouras Catherine
Qualifications BA Dip Ed University of Sydney

Services ELT materials development, Teacher’s Book writer,
Copy Editor, Developing Editor, Coursebook writer,
Dissertations.

Address 84 Panachaikou St, Patras

Tel +44 (0)7724 545614

Email rinazgouras@hotmail.com

Siv Sears, MATSDA Membership Secretary, Norwich Institute for Language Education,
82 Upper St Giles Street, Norwich NR2 1LT, UK, e-mail: matsdamembershipsec@nile-elt.com

www.matsda.org/folio.ntml
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UNIVERSITY OF

' LIVERPOOL

Programme duration:
12 months, full-time
Programme start: September

Programme contact:

Dr David Oakey

E: David.Oakey@liverpool.ac.uk
Or visit: www.liverpool.ac.uk/
english

MA Teaching English to Speakers of
Other Languages (TESOL)

This is the ideal
programme if youw’d like to
teach English as a foreign
language, or are already
doing so but would like
more training.

What will this programme involve?
Programme Overview
This programme aims;

« Tomake you aware of theoretical
issues in language teaching and
learning.

+  Todevelop your understanding
of current, practical classroom
methodology.

+ Tointroduce you to the latest

approaches to language analysis.

+ Tohelp you understand the
connections between theory and
practice.

Our academic staff have extensive
experience of teaching internationally
and working on projects, and

have active research interests and
publications. Student feedback
consistently indicates how much

they appreciate our tutors’ friendly

and patient support, as well as their
excellent academic and professional
abilities.

As part of the programme, we arrange
regular social outings for students
and staff, The aim of such visits is to
enable us to get to know each other
in an informal setting and to visit local
places of interest. We endeavour to
ensure that each visit is free of charge
to maximise participation.

Where could this programme take
me?

Likely Career Destinations

The independence of study, clarity
of expression and management of
time demanded by all our taught
programmes will equip you with the
skills and knowledge base required for
further academic study and research
in English and other areas. Many
graduates choose to enter careers
such as teaching, publishing and
journalism, or to work in the business
sector, often in human resources,
administration, marketing or sales.

Successful graduates have gone

on to teach English at elementary,
secondary and tertiary levels in
schools around the globe. A number
of graduates have also continued their
studies at PhD level.

Programme Entry Requirements

A good 2:1 honours degree in English
studies or a similar subject is required.

English Language Entry
Requirements

All applicants must have reached a
minimum required standard of English
language and are required to provide
evidence of this.

IELTS 6.5 (with a minimum of 6.0
International Higher Level (Grade 5)

Baccalaureate

Hong Kong B
use of English

AS level

INDIA 70% or above from Central
Standard XII and Metro State Boards
WAEC C4-6
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Expand your experience
and develop new ideas
with NILE’s expert trainers

Short courses, CELTA, Delta and MA for language
teachers and trainers in the UK, overseas and online.

Contact registrar@nile-elt.com
for more information.
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Are you interested in...

...joining MATSDA?

MATSDA membership runs from January to December or July to the following
June. Membership includes:
e FOLIO
e mailshots about MATSDA conferences and other events
* reduced fees for MATSDA conferences
* eligibility to be considered for financial support for suitable
research projects

Membership fees

Individual £40.00
Full-time student £15.00
Overseas £25.00
Institutional £120.00 (up to four unnamed members)

Method of Payment

Cheques in sterling OR International Money Order, made payable to MATSDA
OR by credit card. We can accept payment with the following cards: Visa,
Eurocard, Mastercard, DELTA, JCB. To join paying via PayPal:
www.matsda.org/join.html

Please include the following personal details with your membership
application:

Title, name, occupation/position;

Address for correspondence;

Telephone, fax and e-mail;

Payment and type of membership required.

All applications should be sent to:

Siv Sears, MATSDA Membership Secretary, Norwich Institute for Language
Education, 82 Upper St Giles Street, Norwich NR2 1LT, UK

Email: matsdamembershipsec@nile-elt.com

... subscribing to FOLIO as a non-member?

Please check www.matsda.org.uk for new information.

... writing an article or letter to FOLIO?
... advertising in FOLIO?

Please contact:
Freda Mishan, Folio Editor
Email: freda.mishan@ul.ie

ISSN 1357 406X






