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From the Editor
Freda Mishan, University of Limerick

I am delighted to introduce this year’s issue of 
Folio. Despite the impact of the Covid pandemic 
which curtailed live conferences and consequently 
submissions, this issue offers great variety in terms 
of formats (research articles, interviews and sample 
materials) and of international reach, with contributions 
from Uzbekistan, The Philippines, Tunisia, Oman, Italy 
as well as the UK. The articles in this issue cover three 
aspects of materials development; two articles offer 
samples of materials, two cover teacher education and 
training in materials design and the last two turn the 
spotlight on the materials developers themselves. 

Tony Waterman’s action research project training 
Omani English teachers in reflecting on and evaluating 
materials is followed by Hassen Rached and Raja Zayer’s 
account of insights from materials design workshops 
led by Rod Bolitho as part of the Teaching for Success 
Tunisia project. Hartle and Andreolli then present a 
fascinating approach to using visuals in the online 
language classroom to stimulate critical thinking skills. 
The next contribution, from Diana Mazgutova and 
colleagues from third level institutions in Uzbekistan, 
gives us samples of teacher training materials for 
EAP. Two interviews round off this issue. One gives 

us Brian Tomlinson ‘in action’ being interviewed by 
postgraduate students in The Philippines. The other 
is from ELT coursebook author Heather Buchanan, 
describing her experience of co-authoring OUP’s 
Navigate. The closing words to that interview are a 
clarion call for our profession; “Any budding materials 
writers out there, get out there and network with 
others in our profession. Get to know people, go to 
conferences, etc. You never know where it might lead!” 

The contributions in this issue illustrate that the 
pandemic may have constrained international 
movement, but certainly not research in and the 
development of learning materials. While thanking the 
authors in this issue for their contributions, I would 
also like to acknowledge their determination and 
resilience in the face of what continues to be a harsh 
constraint on the freedom of movement which is so 
essential in our research field, and which we hitherto 
took for granted. 

Freda Mishan, Editor 
University of Limerick 
November 2021

www.matsda.org/folio.html
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Greetings from the President
Brian Tomlinson, MATSDA President

Welcome to another issue of Folio, as MATSDA keeps 
going and growing. We have recently added Tom Court 
from Hawaii to our MATSDA Committee as Promotions 
Manager and he has produced some excellent 
animated videos which can be viewed by going to  
www.matsda.org. He is now planning a series of video 
interviews and will soon be interviewing myself and 
Hitomi Masuhara (our MATSDA Secretary) about our 
recent publications The Complete Guide to the Theory 
and Practice of Materials Development for Language 
Learning (Tomlinson and Masuhara, published by 
Wiley in 2018) and SLA Applied: Connecting Theory 
and Practice (published by Cambridge University Press 
in 2021). Tom will then be moving on to interview 
other members of the MATSDA Committee, regular 
contributors to MATSDA Conferences and other recent 
contributors to the field of materials development.

This year we again had to postpone our proposed 
materials development workshop at the University of 
Aston and our Listen to the Learners Conference at 
the Liverpool School of English. We did however go 
ahead with a combined conference with the School 
of Languages, Literacies and Translation, Universiti 
Sains Malaysia, Penang, Malaysia in collaboration 
with Wasit University, Iraq. The Conference was a 
virtual conference with a main theme of Developing 
L2 Materials and Designing Language Learning to 
Promote Creativity and Criticality. It was held on 
August 11th and 12th 2021 over a record-breaking 
continuous period of twenty four hours and attracted 
over a hundred participants from all over the world. 
From the feedback I have received it was a very 
successful conference despite the constraints of 
not being face to face. Personally I really missed 
the informal interaction during and in between 
sessions which has become a distinguishing feature of  
MATSDA Conferences.

Next year the MATSDA Conference will almost certainly 
be in June in Tuscany, Italy. We are in discussions 
with Centro Studi Mugello, a Bilingual International 
School in Borgo San Lorenzo near Florence, and a 
MATSDA Conference will be almost certainly be held 
with them either at the school in Borgo San Lorenzo 
or at a Conference Centre in Florence. The details of 
the Conference will be available soon on the MATSDA 
website (www.matsda.org).

We are also hoping that circumstances will allow us 
to run the much delayed MATSDA/Aston University 
materials development workshop and MATSDA/
Liverpool School of English Listen to the Learner 
Conference next year. There is also a possibility that 
we will cooperate with the Testing SIG of IATEFL to 
run a conference on materials for testing.

The book publishing the proceedings of the MATSDA/
University of Liverpool 2019 Conference has been 
delayed but has now gone to press as Fernández, 
C. & Adon, B. (Eds.). (2022). 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 2022.

Hope to see you at one of our Conferences in the  
near future.

Brian Tomlinson 
President of MATSDA

www.matsda.org/folio.html
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This article details a teacher education (TE) 
project to encourage practicing teachers to 
evaluate the coursebooks they are using to 

decide if these materials are adequate or require 
adapting or even replacing in terms of providing 
effective learning and teaching. This initial evaluation 
is followed up by teachers adapting or producing 
their own new materials and trialling them with 
their learners for evaluation. Teachers reflect on 
each pilot of materials and report back to their 
colleagues in focus group meetings. For this article, 
the researcher/author analysed data from pre-project 
questionnaires, focus group meetings, end-of-
project interviews and the new materials to produce 
findings which highlight both context-specific and 
universal issues of materials evaluation, production 
and exploitation. Key findings are highlighted and 
practical implications are drawn for teacher educators 
running such projects. The conclusion section focuses 
on more general implications for educators working 
with teachers and using materials evaluation and 
production worldwide in a wide variety of training 
and learning contexts.

The rationale for setting up such 
a TE project
During my many years working for the Royal Air 
Force of Oman (RAFO), I had become keenly aware 
that both expatriate and Omani ELT teachers tended to 
use either published coursebooks or in-house produced 
coursebooks without questioning these publications’ 
content, locally-appropriate methodology, relevance to 
the learners or cultural appropriacy (Gray, 2010). 

Eventually, I had the opportunity to work with a group 
of teachers, most of whom were Omani, and decided to 
organize a TE project which tasked teachers to evaluate 
the materials they used and encourage them to develop 
replacement materials, when needed, within what 
Núñez Pardo and Téllez Téllez (2015) term a reflective 
learning environment. 

ELT teachers’ personal beliefs and hence the professional 
decisions they make about second language learning 

are formed from a priori factors such as learning 
experiences labelled as apprenticeship(s) of observation 
(Lortie, 1975) and initial pedagogic training, now 
commonly renamed as teacher preparation (Mann, 
2005). Al-Issa (2007) has identified in respect of Omani 
teachers that their teaching methodology ‘still tends 
to be very formal and emphasizes a largely passive 
role for students’ (p.201). The project aimed to build 
on the teachers’ a priori factors while expanding their 
knowledge base by having them adapt materials and 
expand their local ELT practices, in line with Masuhara’s 
(2006) suggested approach of materials adaptation as 
teacher development. Michel’s (2018) study of textbook 
development provides a comprehensive list of aspects 
of materials development for teachers to refer to, and 
Hurst (2015) details a TE programme involving trainees 
evaluating ELT materials, both of which are useful 
sources when planning and delivering similar projects.

Such engagement with materials within a TE scenario 
aims to redress the scant coverage using materials 
receives in TE projects, as identified by Garton & 
Graves (2014) and provides valuable developmental 
work relating directly to how teachers plan lessons and 
exploit material with their learners.

Evaluation leading to adaptation 
or replacement of materials
Teachers who simply cover each and every page 
and task of a prescribed coursebook, categorized as 
curriculum-transmitters by Thornbury (2005), rarely 
exhibit the professional approach which effective 
learning requires. They are failing to consider 
Cunningsworth’s (1984) contention that coursebooks 
are ‘good servants but poor masters’ with the implied 
need to evaluate coursebook content in terms of 
learning contexts and learner needs. This concurs 
with Edge and Garton’s (2009) position that teachers 
should be using materials to serve in a subsidiary role 
to support effective learning. Moreover, as Tomlinson 
and Masuhara (2018) have identified, ‘adaptation has 
become a necessity rather than an option’ (p.83) as a 
result of global coursebooks failing to support local 
contexts and local pedagogies adequately. 

F O L I O  2 1 / 1

Developing Teachers’ Expertise 
Through Adaptation or Replacement 

of Course Material
Tony Waterman
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Conversely, Shawer’s (2010) notion of curriculum-
developers are teachers who regularly evaluate, 
question and look for more effective ways to produce 
and deliver material which is motivating for learners 
(Dörnyei & Ushioda, 2011). These professional actions 
also encourage positive learner factors such as 
affective and cognitive engagement (Jenkins, 2007) 
and provides learners with a voice (Pennycook, 2001) 
to express their individual cultural experiences. 

These factors should be easier for Omani teachers to 
address as they themselves have already undergone 
the locally-contextualized learning experiences of 
their learners. As Tomlinson (2013) suggests, such 
local learning experience enables teachers to engage 
their learners cognitively and emotionally so language 
acquisition can occur.

Evaluation

Teachers need to evaluate materials against learner 
outcomes to check on the level of success the materials 
engender (Stoller & Robinson, 2014). When using 
course materials with their learners, teachers are able 
to evaluate the effectiveness of these materials in terms 
of learner engagement and motivation (Dörnyei & 
Ushioda, 2011) in line with Tomlinson’s (2011) call for 
teachers to analyse materials as materials-in-action, as 
actually used in the classroom. Other key areas of focus 
would include learners’ needs and wants and how well 
the materials satisfy these (Tomlinson, 2006) as well as 
developing locally-appropriate approaches to address 
the local learning context (Husbands et al., 2003).

Adaptation

When teachers are deciding whether to (a) continue to 
use extant course materials or (b) adapt these to their 
own teaching context, Gray (2010) suggests that they 
may well require teachers/writers to include locally-
appropriate English language teaching methodologies 
which correspond with both their own and their 
learners’ beliefs, attitudes and expectations (Tudor, 
2001). Teachers should feel comfortable with what they 
produce for the classroom (Mann, 2005) and satisfy what 
Prabhu (1990) terms a sense of professional acceptability 
within their working community of practice.

Replacement

Teachers decide to replace course material if they have 
already used it with learners and found it ineffective 
or while they are evaluating material at face-value. 
Teachers will use, amongst others, one or more key 
criteria to decide the material should be replaced. For 
example, the material is pedagogically unworkable, 
does not cover learner outcomes adequately, is 
inappropriate to the local learning context, or fails to 
address affective learner factors. Teachers who produce 
new materials will need to ensure they successfully 

carry out a balancing act between text input difficulty 
and task complexity to ensure that meaningful 
communication leads to successful learning (Samuda 
& Bygate, 2008).

Context of the TE project
The project involved both Omani and expatriate 
ELT teachers working in a military airforce college. 
Teachers’ qualifications included a degree in ELT 
education with some also having completed a CELTA 
course. Classroom experience ranged from two to ten 
years. These teachers were provided with in-house 
produced coursebooks, Target One, Two and Three, to 
use with adult Omani learners, most of whom were in 
uniform. The English language courses lasted for three 
months each, with learners receiving four 45-minute 
lessons each day and were pitched at beginner, 
elementary and pre-intermediate level covering both 
general English and English for general military 
purposes. Learners came from not only the Omani 
air force but also from the army, navy, royal guard, 
special forces, police and other services. These courses 
prepared learners so that they could then cope with 
further military training delivered in English by 
expatriate instructors. 

Constructing the TE project
To follow military protocol, I obtained official 
approval for the project and kept the education 
officers responsible for the college updated on progress 
throughout. To initiate the project, I gave teachers the 
pre-project questionnaire (Figure 1 overleaf), to find 
out if and how they evaluated course material and 
any actions they had taken to redress problematic 
tasks. I collected and read the responses and noted that 
only the more experienced teachers offered tangible 
action in terms of evaluating materials and reacting to 
what they had discovered. The questionnaire provided 
confirmation of what I had expected after so many 
years working in Oman in RAFO and therefore justified 
the TE project thereby making it more meaningful as a 
teacher development tool.

As the teachers had little or no experience of evaluating, 
adapting or replacing course materials, I organized an 
initial two-hour awareness-raising PowerPoint-driven 
workshop presenting some clear aspects of problematic 
tasks such as: unhelpful instructions and/or confusing 
procedures; a mismatch between learner outcomes and 
materials’ aims; and a lack of production work for 
learners during presentation and practice of new target 
language (see example in Figure 2 overleaf). 

Presentation and discussion of these problematic tasks 
engaged the teachers in (a) identifying the problem the 
materials present teachers / learners, (b) deciding how 
these materials could be adapted (c) selecting what 
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could be done to replace the materials. This initial task 
produced a wealth of teacher-input as evidenced in the 
themes section below.

Next, I put the teachers in pairs and handed each pair a 
pre-selected piece of material made up of a problematic 
task from the in-house coursebooks at one of the three 
levels, either from the student book or the workbook. 
Problems with coursebook tasks, as noted earlier, 
included: a mis-match between the learner outcome 
and the actual task; overly-complicated content and/
or tasks; and focus on form without necessary learner-
production work. 

Pairs followed the same process of evaluation, 
adaptation or replacement as they had done with the 
examples. Then, when they had ideas crystalized in 
note form, I mixed up the pairs into two groups so 
that they could explain the nature of the problems and 

exchange their thoughts and ideas for how to redress 
such problems in their new groupings. This re-grouping 
produced yet more useful ideas and suggestions whilst 
also initiating a sense of community (Wenger, 1998) 
among the teachers. Finally, we had an open group 
session comparing some interesting and innovative 
solutions to the problematic material and a short Q&A 
session about the next stage of the project.

Supported by their experiences during the workshop, 
teachers were tasked to evaluate the materials they 
were to teach during the up-coming month and find 
one task to evaluate and adapt or replace. Then, they 
had to prepare new material and use it with their 
learners for one lesson during that month. This process 
of identifying reasons for adaptation by evaluating 
the given coursebook, producing new materials, using 
and evaluating them in the classroom, and discussing 
how to revise these materials adheres to the principled 
approach to adaptation advocated by Tomlinson (2003). 

Teachers completed a standardized reflection sheet 
(Figure 3), after each lesson. This included guided 
questions to ensure teachers described (a) why they 
had chosen certain material (b) what they hoped their 
new material would do (c) how the lesson went and (d) 
what they and their learners’ impressions were about 
using the new material. By including their learners’ 
reactions, the reflection sheet addresses Kerfoot’s 
(1993) appeal to involve both teacher- and learner-
evaluations of materials. Teachers were then able to 
use their responses as an aide-memoire during the 
focus group meetings.

At the end of the month, we would all meet in a 
focus group setting and each teacher would describe 
the whys, hows and their evaluation of their new 
material. The other teachers were encouraged to listen 
and then offer constructive criticism in keeping with 
Kitzinger’s (1995) point that such focus group sessions 
enable participants to explore ‘others’ knowledge and 
experiences and can be used to examine not only what 

Figure 1: Pre-project questionnaire

Figure 2: Workshop slide presenting problems and 
solutions as awareness-raising

Figure 3: Post-lesson reflection sheet
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people think but how they think and why they think 
that way’ (p.299). Each meeting would be rounded 
off with general and/or specific input from myself as 
teacher educator, such as suggestions how to refine 
their material or produce alternative task-types. Such 
support for materials development corresponds to 
Kiliçkaya’s (2018) study of pre-service English teachers 
producing materials as part of their TE although 
those trainee teachers did not subsequently use their 
materials in the classroom.

Each focus group meeting would last approximately 
70 minutes with a further reflection sheet being 
distributed for the following month. These meetings 
continued for six months thereby adhering to Borg’s 
(2005) call for development projects to take place over 
an extended period to enable participants to adapt 
their core beliefs and practices which may engender 
highly culture-specific approaches to teaching and 
learning (Kumaravadivelu, 2006). In this way, I hoped 
to facilitate teachers’ learning which would maintain 
and improve their skill sets and even foster new skills 
or approaches (Day & Sachs, 2004) by engaging them 
in constant self-questioning as they designed, trialled 
and evaluated their materials (Jolly & Bolitho, 1998). 

In order to document the elements of the TE project, 
I used the following data collection tools: pre-project 
questionnaires (Figure 1); post-lesson reflection 
sheets (Figure 3); audio-recordings of the focus 
group meetings; post-project interviews; together 
with analysis of the new materials. At the start of 
the project, I arranged an informal meeting with the 
teachers to introduce the aims of the TE project. I 
explained the covering letter outlining the project and 
the consent form giving consent to the collection of 
data for subsequent presentation and publication. 

I made audio-recordings of the monthly focus group 
meetings, which I then transcribed and I also collected 
a copy of the new materials for analysis. At the end 
of the six-month project, I conducted a semi-guided 
end-of-project interview with each teacher individually 
(Figure 4) to collect their overall impressions and any 

other comments teachers had about the TE project.

The resulting written and spoken data, including new 
materials, were then coded to build up a comprehensive 
codebook (see sample in Figure 5), which enabled me 
to construct themes emerging from the project, for 
reporting and publication. 

Major themes arising during the 
TE project
Data from the pre-project questionnaires pinpointed 
two areas which teachers consider as important 
in respect of using classroom materials with their 
learners: key aspects of effective materials; and main 
reasons for replacing ineffective materials.

Key aspects of effective materials

From analysis of the pre-project questionnaire 
responses, teachers identified three aspects they 
considered important: appropriacy to learner needs; 
relevance to local context; and motivating to learners.

Main reasons for replacing  
ineffective materials

Analysing why teachers felt the need to adapt or 
replace material, the most common reasons given were 
as follows: unsuitable content and tasks for the local 
context and material which was felt to be too short, 
easy, repetitive, confusing or time-consuming.

Moving on to the data collected from the focus group 
meetings and from the end-of-project interviews, the 
following themes emerged: substitution of unsuitable 
content and tasks for the local context; replacement of 
short, easy, repetitive, confusing, or time-consuming 
material; changes in teachers’ pedagogic behaviours; 
the creation of a community of practice; and the 
significance of the educator’s input. Details relating to 
each of these major themes follows. 

Figure 4: End-of-project interview

Figure 5: Sample codebook entries
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1. All names have been replaced with pseudonyms.

Substituting unsuitable content and tasks 
for the local context

In focus group meeting 2 (FG 2), Wafa1 explained how 
she had identified a problematic task involving present 
/ past verb forms. 

The instructions say write the past tense of the 
verbs and it’s pair work but the problem is how 
to do the pair work because some of the students 
might know the answers, some might not. For 
me this was a waste of time.

She had replaced it with an innovative verb bingo task 
using verbs and pictures to be done as a competition in 
pairs (Figure 6). Other teachers voiced their appreciation 
for the task, in particular the importance of having 
cards which are visually appealing to learners and 
teachers as noted in Thurairaj and Roy (2012). 

FG 2 continued with Abdullah explaining why a 
weather map presented too many unknown places 
for his learners so he had produced a weather map of 
Oman instead. He continued:

The students here have to ask and answer 
questions about what the weather will be like 
in some different Omani cities tomorrow using 
the correct adjective by referring to the symbols 
provided on the map.

His well-produced map with weather icons enabled 
learners to practise using the weather words to ask and 
answer questions, with a follow-up writing task with 
the materials set in the local context. In this way, lesson 
content linked learning to the learners’ lives outside the 
classroom, as advocated by Harwood (2010).

Replacing short, easy, repetitive, confusing, 
or time-consuming material

In FG 1, Fatima explained how she had identified 
vocabulary presentation material as being too easy, 
short and repetitive. Her observation was in line with 
Tomlinson’s (2011) call for material to be pitched 
a little above learners’ level of ability cognitively, 
linguistically, and skills-wise while still offering learners 
doable challenge. Her alternative was a multiple-choice 
task with two options to promote dictionary work. 
However, other teachers assessed this new task as being 
too limited and suggested a range of other ideas and, 
as educator, I felt the need to point out that if this 
discovery task was to be productive, then an element of 
information exchange, such as A/B worksheets would 
increase learners’ cognitive engagement. 

In FG 4, Abdullah showcased how he had adapted a 
series of written questions into a questionnaire with 
prompts so that learners could form questions and 
gather information from their group’s members and 
then use their notes to construct stories told in the past 
tense, about their group members. Again, this was an 
innovative way to adapt coursebook material to provide 
communicative practice using personalized information 
which increased levels of learner motivation and led 
from speaking to writing practice. 

Changes in teachers’ pedagogic behaviours

During the end-of-project interview, Wafa identified 
the value of experimenting with cards:

Using cards especially with the grammar to 
differentiate verbs and so on. This was one of the 
things that I really appreciate especially during 
the project - the idea cards can be used multiple 
times in multiple ways to let students work.

She also said that she was now better informed as to 
the importance of changing the focus from teacher 
talking-time to student talking-time: 

I used to … mostly with the teacher talking but 
now I give them some information and they have 
to work on it and thereby let them enhance their 
knowledge and at the same time to understand 
is to let them do things [sic] and elicit their 
ideas and knowledge so that they build on it. I 
feel this was very successful.

This is an example of Clarke’s (2008) notion that 
building professional discourse and community in an 
educational setting can make ‘teachers and teacher 
educators … alert to spaces and possibilities for 
self-development and self-transformation’ (p.198). 
Moreover, Wafa was one of several teachers who felt 
she had improved her planning in respect of attaining 

Figure 6: Verb bingo cards
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her learning outcomes for her learners:

[After] we had the [focus group meetings], I 
know now what to use and how to use every 
single minute in my lesson just to deliver a very 
good lesson with goals achieved by the end of it. 
And try at the same time not to waste time on 
for example repeating myself and have learner-
centred classes rather than teacher-centred.

During his end-of-project interview, Juma appreciated 
how he had got a lot of new ideas for evaluating  
and exploiting material, not merely relying on the 
teacher’s book:

[Before] I just tried to do all the tasks in the 
coursebook and workbook but now I have the 
idea that we can skip some tasks, change, adapt 
and add new materials and change delivery.

Juma had also become more aware of the value of 
reflecting on his lessons and stated that he had gained a 
better appreciation of the importance of speaking tasks 
in the class before embarking on writing practice. In 
terms of improving future TE sessions, he commented 
‘I prefer to do practical things in the classroom – the 
educator can make it more practical’ referring to his 
hope to learn more in future TE sessions about making 
learners more productive users of English in class 
time. This is against the backdrop of his learners often 
performing mechanical drills and exercises prevalent 
in the Target books, produced in-house, which he and 
the other teachers in this study have to follow.

In FG 3, Abdullah explained how he had replaced a 
mechanical task with a task requiring learners to make 
questions from prompts to get information about their 
working life in the Omani military (Figure 7). 

This was both innovative and productive. It engaged 
learners by using their own military working lives and 
increased learner motivation by engaging learners 
cognitively (Tomlinson, 2012), providing meaningful 
practice (Tomlinson, 2005) and challenging content 
(Masuhara & Tomlinson, 2008) to promote effective 
language acquisition. Subsequent ideas offered by 
other teachers resulted in Abdullah re-evaluating 
his material and going on to produce an impressive 
questionnaire for learners to use for a mingling task 
from which each learner could produce a written class 
report. By engaging in this evaluation process and 
being receptive to feedback from colleagues (White, 
1988), Abdullah not only gained valuable experience 
but was able to produce more effective material.

During FG 4, Fatima had identified a repetitive task 
covering present and past simple verb forms and 
created cards (Figure 8), with a picture of each activity 
and the infinitive verb form on each one which she 
had then laminated in keeping with Wright’s (2005) 
view that visual aids add to the sensory experiences 
of learners and teachers. Learners took one card from 
a pile and produced a sentence which their partner 
then had to put into the other verb form, present to 
past or vice versa. Learners were encouraged to offer 
affirmative, negative and interrogative sentences with 
both regular and irregular verbs and the activity 
produced a wealth of language whilst also giving 
essential feedback to Fatima on how well her learners 
had mastered the verb forms.

 

Figure 7: Questionnaire about learners’ working life in 
the Omani military

Figure 8: Activity cards for verb practice



folio 21/1 November 2021

10

In her end-of-project interview, Fatima identified how 
to better achieve her outcomes as the most useful 
part of the project as well as how to design more 
effective materials which she had initially found very 
challenging. Fatima now felt more confident when 
evaluating, selecting, adapting or replacing materials:

At the beginning, I had a problem designing 
materials. I am not good in this [sic] so I don’t 
know how to organize my ideas and what to put 
first but during the workshops I got better … 
Before this project I had no experience and you 
have the book and you have to teach every task. 
Now I can evaluate material because I know 
my students and I can if I go to other resources 
[sic], I can decide what is good.

The creation of a community of practice

In FG 2, participants discussed Abdullah’s weather 
map (see above). Although this had proved both 
intrinsically interesting and meaningful for his learners, 
his exploitation of the map could have been more 
effective if he had followed the suggestions of his peers 
to make this a pair information-gap task - thereby 
increasing learner interaction, language production, 
motivation and learner confidence. Being the second 
focus group meeting, I was encouraged that teachers 
were thinking creatively and sharing constructive 
criticism leading to more effective materials being 
designed, consistent with Lenning and Ebbers’ (2006) 
view of learning communities where participants can 
‘engage in product-oriented activities, i.e. activities 
which are related to their immediate surroundings, real 
needs and issues’ (quoted in Tin, p.256).

Abdullah also highlighted what I myself had been 
observing:

I even got new ideas from my friends here, we 
had different people with different experience 
and look at each other’s work and pass it out to 
each other which was really great.

Once we had reached the end of FG 4, with three 
very impressive pieces of adapted material offered, I 
suggested this would be a good time to conclude the 
project and all the teachers agreed! Even though we 
had not been able to have six FGs, finishing the TE 
project on a high note at this point left the teachers 
in an enthusiastic mood for future TE projects thereby 
encouraging both positive feedback transmitted to other 
teachers and education officers in RAFO and hopefully 
having a positive effect on future TE activities.

The significance of the educator’s input

This final theme emanates more from my own role 
as researcher/educator but was also evidenced in the 
audio-recordings of the FGs and from the end-of-
project interviews. With a wealth of experience not 

only in TE but also in materials development, I was 
in an ideal position to pass on my expertise during 
feedback in the FGs. For example, in relation to 
Fatima’s activity cards, I suggested that if she told her 
learners the initial information must be true, then the 
activity would become more personalized and even 
more motivating. 

A different way I was also able to support the group 
was exemplified by my decision to precede FG 3 by a 
review of the importance of keeping focus on learner 
outcome(s) when adapting or replacing material. I felt 
this review was needed as some teachers had previously 
presented innovative and motivating materials but had 
lost sight of the learner outcome and therefore failed to 
cover an important item in the syllabus. 

Limitations
I encountered two significant problems while collecting 
data which impacted negatively on the TE project. 
First, the nature of working in the military is that 
teachers are posted in and out of sections and units 
on an irregular basis. This resulted in an initial eight 
teachers attending the awareness-raising workshop 
but the two western-trained expatriate teachers were 
then posted to another unit and could no longer be 
included in the project. Two of the other original eight 
were later moved to other units and one was posted in 
and joined the project but without the benefit of the 
awareness-raising workshop. 

The second problem was external factors negatively 
affecting teachers in the English section. These factors 
included (a) teachers being tasked with extra work 
which was unrelated to their teaching duties and (b) 
language teachers having to join sports and other extra 
curricula events even though they are usually exempt 
as civilian officers and these can compromise both 
preparation and teaching. Combining these factors 
with non-standard leave patterns meant that the 
planned once-a-month focus group meetings became 
untenable with teachers either over-burdened with 
work or absent on holiday. Indeed, after completing 
only four meetings in six months, I decided the time 
was right to end the project having just had several 
excellent tasks presented in the fourth focus group 
meeting thereby completing the project at a very 
positive and encouraging moment. Finishing earlier 
than planned also avoided the project-fatigue I could 
see creeping into the section.

Discussion
The TE project engaged some of the teachers in materials 
evaluation for the first time so that they gained insight 
into one key aspect of lesson planning – ensuring 
materials are fulfilling the learner outcomes stated in 
the syllabus. This was a revelation to some teachers but 
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was not done in a threatening way as they themselves 
had used the input in the awareness-raising workshop to 
inform their evaluation process. Furthermore, rather than 
looking for replacement materials from outside sources 
such as pedagogic practice books or ELT websites, most 
of their trialled lessons contained either adapted or new 
material produced by the teachers themselves. This, I 
would suggest, is a far more thought-provoking and 
constructive way to engage in personal development than 
merely copying others’ work from existing materials.

From the process of trialling their new materials, teachers 
identified the following as key aspects requiring attention: 
constructing a meaningful, communicative task; promoting 
communication to give / get needed information; 
increasing learner motivation; adding challenge to tasks; 
and planning for speaking leading to writing.

Evaluating their materials post-lesson made teachers 
reflect on lessons and then also receive feedback 
from peers and the educator which could produce 
a considerable amount of constructive input and 
a wide range of ideas for revising and exploiting 
material, thereby fulfilling my aim of enabling these 
teachers to gather teaching and learning experiences, 
reactions and suggestions (Richards, 2001). Teachers 
found three key requirements which they agreed 
on: to increase learner interaction leading to greater 
enjoyment of lesson tasks; to produce materials which 
have longevity both in terms of multiple potential uses 
and which will physically last a number of years before 
needing to be replaced; and to expand the amount of 
content in their materials to provide more challenge 
and increase output.

Conclusions
From the amount of positive feedback received from 
the teachers in the end-of-project interviews, it is clear 
that they valued the developmental work required 
to take part in the TE project despite losing some of 
their lesson-preparation time to planning, producing 
and trialling material, completing reflection sheets as 
well as attending the focus group meetings. Teachers, 
like learners, learn by doing, and having the support 
system which the project’s community of practice 
constructed, should enhance the professional working 
environment of the English language section. As 
Hargreaves (2003) reports,

Sharing ideas and expertise, providing moral 
support when dealing with new and difficult 
challenges, discussing complex individual cases 
together – this is the essence of strong collegiality 
and the basis for professional communities. (p.84).

However, it is incumbent on the educator to organize 
such a project in a way which avoids threatening 
experiences when teachers are sharing their materials, 
ideas and classroom experiences. All feedback should 

be constructive, offered with a view to building 
teacher-confidence and promoting a safe staffroom 
environment, what Huberman (1993) calls common 
havens for professional reflection, together with a 
collaborative environment where competition between 
teachers is excluded.

Such a project offers a further opportunity for educators 
to gain a more informed view of potential TE needs for 
teachers in the future, as well as enabling teachers to 
identify areas of professional need. These needs can 
then be addressed in future TE projects and/or sessions, 
no matter where in the world ELT teachers and 
educators are working together to promote successful 
learning and teaching. 
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Introduction
This article presents major learning points gained in 
the process of materials design training in Tunisia. 
Textbook and curriculum design has traditionally been 
one of the main missions of inspectors within the 
Tunisian education system. The 2002 Education Act 
sets the inspector of education duties as evaluation, 
training and pedagogic innovation. Therefore, textbook 
design comes within the work domain of education 
inspectors under the third heading of innovation. The 
process of the training of inspectors of English as 
textbook designers is discussed starting from the status 
quo of textbooks in Tunisia going through a reflection 
upon the three major learning points: working with 
objectives, intercultural competence, and language 
awareness for language acquisition. The inadequacy of 
current Tunisian ELT textbooks to realise curriculum 
objectives will be discussed in the next section. The 
following questions will be examined (i) What is the 
relation between the current textbooks and the failure 
to realise curriculum objectives? (ii) What are the 
issues most discussed and most likely to bring about a 
change? (iii) How can textbooks cater for the demands 
of the national curriculum and 21st century learning?

The context
Textbooks have always been mentioned, mainly by 
classroom practitioners, as one of the main reasons 
for poor student achievement. Although research is 
scarce in the Tunisian context, case reports, classroom 
observation and interviews with teachers pinpoint 
textbooks as one of the major contributing factors. 
Inadequacies and lack of quality can be pinpointed as 
the following: 

•	 Absence of a clear road map towards achieving 
curriculum goals. Textbooks differ in methodology 
and work strategies. However, according to Daoued 
(1996) ‘the eclecticism exercised by teachers 
is largely uninformed and based on their own 
experience as former learners and apprentice 
teachers’ (p. 600).

•	 Lack of consistency in presenting grammatical 
rules and terminology. Text material is more 
focused on form rather than meaning. There is a 

need for textbooks to provide appropriate strategies 
to foster the learning process. Ounis (2019) starts 
from evaluation of the 7th grade Tunisian ELT 
textbook to conclude that in the Tunisian context, 
‘opportunities for genuine communication and 
language practice are very rare and occasional 
inside the classroom setting, especially with form-
focused teaching methodology’ (p. 27).

•	 Current textbooks do not really inculcate higher-
order cognitive competencies. In their evaluation of 
the 3rd grade secondary education textbook, Abid 
and Moalla (2019) found that it focuses on linguistic 
skills, with little support for critical thinking skills 
and development of intercultural competence. 

The need for publishing a new series of textbooks 
had fallen down the list of priorities during the post-
2011 revolution socio-political changes that Tunisia 
had gone through until a partnership project was 
established between the Ministry of Education and 
the British Council under the slogan Teaching for 
Success Tunisia in October 2018. This is an initiative 
that aims at improving student learning outcomes 
and enhancing the future employability of young 
Tunisians. In this article, we will be mainly focusing 
on one part of the programme which is the materials 
design group facilitated by Rod Bolitho, coursebook 
author, trainer and ELT projects consultant. The main 
objectives of the materials design initiative are (i) To 
train a cohort of inspectors in the generic skills and 
subskills of writing language teaching and learning 
materials (ii) To support the production of a new 
generation of English language textbooks for all three 
levels of schooling in Tunisia: primary (ages 6-12), 
preparatory (ages 12-15) and secondary (ages 15-19).

The training programme went through three main 
phases. The first one was a face-to-face workshop in 
November 2019. The workshop focused on opening 
up issues and exploring ideas. In the second phase, 
two main writing tasks were assigned. (1) A language 
awareness task, to be completed by January 2020. (2) A 
structured unit design, for submission by March 2020.

Both tasks were completed in teams based on the 
principle that the best materials are the result of 
different thinking styles, different opinions and 
different beliefs about teaching and learning. In the 
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third phase, a series of webinars and ongoing dialogue 
took place from March to May 2020. Several topics 
were addressed from ‘Selecting and Grading Content’ 
to ‘The Teacher as Mediator between Textbook and 
Learners’. The work culminated in a full unit design 
task incorporating all the features introduced and 
discussed during the webinars.

Working with objectives
Learning objectives help teachers to keep on track in 
their planning and teaching. They also tell learners 
what they should expect to learn in a lesson or 
series of lessons. Although lesson planning and 
formulating objectives come as one of the essential 
components of pre-service and in-service training, 
classroom observation and post-lesson discussion 
show that working with objectives is still a problem. 
Many teachers, veterans included, confuse classroom 
activities, strategies, and objectives. This is quite 
revealing as it shows that the focus on delivering 
activities and teaching language items can lack clear 
learning objectives. The training stressed the need 
for a clearly-defined framework for structuring the 
learning materials. The idea of the training is not to 
impose conformity but to give direction to learning 
activities by stating the aims of each lesson or unit in 
the course. In fact, absence of a clear vision of the big 
picture may be a contributory factor to the observed 
underachievement problem. 

The training centred around many issues in relation 
to working with objectives in textbook design. 
Generally, learning objectives are ‘competency-based 
as they designate exactly what students need to 
demonstrate mastery of course material’ (Mager, 1984, 
p 43). The learning objectives are synthesised in the 
acronym SMART: Specific, Measurable, Attainable for 
target audience within scheduled time and specified 
conditions, Relevant and results-oriented and Targeted 
to the learner and to the desired level of learning. The 
first issue concerns the ‘M’ of the SMART acronym. 
It has to do with whether objectives should be 
measurable and consequently observable. It has been 
said that this is redolent of behaviourism. Mager lists 
the following words as being ‘loaded’ because they 
do not describe observable behaviour and are open to 
many interpretations like ‘to know’, ‘to understand’, ‘to 
appreciate’, ‘to enjoy’, ‘to believe’, ‘to have faith in’, ‘to 
internalize’ (Mager, 1984, p 11). 

Another issue discussed turned around one teacher’s 
expressed worry that ‘objective-oriented lessons are 
a burden to the teachers and the students alike. 
Students learn differently, learning is incremental and 
students who have actually learnt something may not 
demonstrate it by the end of the session’ (Badis)1. In 
another teacher’s words, ‘I can feel it when students 

acquire a linguistic point’ (Manel). Some teachers see 
that being restricted by objectives makes the lesson 
‘a sprint race’ and cuts down on their responsiveness 
to classroom events and students’ needs. The view 
is, in some way, backed up by literature. Language 
acquisition, as hypothesized and described by Krashen, 
among others, is a slow-building spontaneous process 
catalysed by exposure to meaningful input in the 
target language. Production ability emerges when 
communication is successful and when the input is 
understood and there is enough of it (Krashen, 1982). 

Debate then centres around questions for textbook 
designers: Does one session that lasts around 50 
minutes allow enough time for production ability to 
emerge? The fact is that learners do not always learn 
what teachers teach, nor do they learn when or in the 
way that the teacher wants them to learn. A single 
lesson of less than an hour is a very limited vehicle for 
learning in depth to take place. That is why it may be 
wise to think in terms of 'sub-objectives' or 'enabling 
objectives' at lesson level, and more cumulatively of 
assessable objectives at unit level (assuming that a 
unit consists of four or five lessons). From a textbook 
writer's point of view, this would enable us to see 
lessons as building blocks towards a small building at 
the end of each Unit’ (Bolitho, 2020a). This perspective 
would help to train the teacher to see both the big 
picture and the stepping stones, encourage him/
her to set the direction of travel with the students, 
and also to clarify sub-objectives in learner-friendly 
language for each lesson, building towards a final, 
assessable outcome in the form of some kind of student 
production. These sub-objectives could also be stated 
in a learner-friendly way in the textbook. In this way, 
students will also become more aware of the building 
blocks of communication. And only the final, end-of-
unit objective needs to be expressed in SMART terms, 
as the sub-objectives are simply enabling in nature. 
This is definitely the business of the textbook writer, as 
the end-objectives need to relate to the syllabus.

‘Backwards design’ was discussed as an excellent 
strategy to ensure that the roadmap is clear. McTighe 
and Wiggins define backwards design as a method of 
designing curriculum by setting goals before choosing 
instructional methods and forms of assessment. The 
understanding by design framework offers a planning 
process and structure to guide curriculum, assessment, 
and instruction. Its two key ideas are contained 
in the title: 1) focus on teaching and assessing for 
understanding and learning transfer, and 2) design 
curriculum ‘backward’ from those ends (McTighe & 
Wiggins, 2012).

If, for example, the objective is to get learners to the 
stage of giving a group presentation on an interesting 
topic by the end of a five-lesson unit, then each lesson 
in that unit should contribute to the end-product, 

1. All participants names have been changed.
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which should be assessed, of course. Therefore, there 
might be a lesson which focuses, for example, on 
reporting speech, so that opinions can be accurately 
reported during the presentation. Another lesson in the 
build-up might have topical and lexical focus, and yet 
another might home in on language functions such as 
questioning, asking for information, etc. This relates 
directly to the point above about sub-objectives. 

1. How to build up a sequence of objectives?

At the start of a unit of 4/5 lessons at ‘secondaire, ages 
15-19’ level, for example, a statement of objectives 
like this could be formulated: By the end of this unit, 
learners should be able to write a coherent opinion 
essay on the topic of the unit (e.g. genetic engineering). 
To reach this point, they will need to: (i) build up topic-
related vocabulary and also phrases commonly used in 
expressing a point of view(lesson 1), (ii) listen to and 
evaluate a podcast with different points of view on the 
topic (lesson 2), (iii) hold a class discussion/debate to 
activate their thinking skills and help them formulate 
their opinions, and to make preliminary notes towards 
the essay (lesson 3), (iv) write a first draft of their 
essay, using appropriate linking devices and markers 
to be peer reviewed by a classmate (lesson 4). Write a 
corrected, final version of the essay to be handed in to 
the teacher (Homework).

2. �Should objectives be only observable to 
be measured? 

It is evident that anything that is not observable in 
some way cannot easily be assessed. As noted earlier, 
the ‘M’ in SMART can lead material designers and 
teachers astray. Bolitho explains that ‘measurement 
and assessment are related but not synonymous. 
Measurement is linked to numerical yardsticks, 
whereas assessment may involve the application of 
agreed criteria which are expressed in words rather 
than figures. In language teaching and learning, I 
believe we are more concerned with assessment than 
measurement’ (Bolitho 2020a). 

3. �What is the contribution of the CEFR 
(the Common European Framework  
of Reference) towards working  
with objectives? 

Materials designers may find an answer in the reference 
level descriptors in the CEFR. However, the CEFR 
framework cannot simply be taken as it is for it does 
not claim to offer learning objectives. In the training 
programme, participants selected CEFR descriptors 
relevant to the curriculum. The selection process is 
followed by deconstructing the quality and quantity 
dimensions in each descriptor and formulating a 
working lesson plan outline out of it. Here is an 
example of the ‘spoken interaction’ objective from 
CEFR level A2 from the training course material: 

In this way, CEFR descriptors can be broken down  
and reformulated as learning objectives as shown in 
Table 1 below.

The cultural aspect in  
textbook design
Once objectives are clearly set, materials designers 
have a highly delicate mission to undertake, which is 
enhancing intercultural competence. Lange and Paige 
(2003) described intercultural competence as the process 
of discovering culture as context and its impact on 
human behaviour and communication, learning about 

Bolitho 2020b

SKILL AREA GOAL
CEFR LEVEL  
CEFR COMPANION (2020)

Reading Scan through long and complex texts. B2 (Reading for orientation p. 55)

Speaking - �Communicate detailed information reliably.

- �Interpret and describe overall trends shown 
in simple diagrams (e.g. graphs, bar charts)

B2 (Giving information p. 63)

B1 (Explaining data p. 97)

Writing - �Write personal letters and notes asking 
for or conveying simple information of 
immediate relevance, getting across the 
point he/she feels to be important.

B1 �(Propositional precision  
p. 142)

Communicative Language 
competence

- �Intervene in a discussion on a familiar topic, 
using a suitable phrase to get the floor.

B1 (Turn-taking p. 88)

Table 1
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universal, culture-general phenomena and culture-
specific information about one particular culture. It 
is a dynamic, developmental and on-going process 
which engages the learner cognitively, behaviourally, 
and affectively. In our globalised world, we have 
more chances to interact with people from different 
cultures and backgrounds. In order to communicate 
successfully, we need to see things from various 
cultural perspectives, be aware of one’s own culture 
and simultaneously be open to other culture insights. In 
this perspective, being interculturally competent is seen 
as gaining ‘knowledge of others; knowledge of self; 
skills to interpret and relate; skills to discover and/or to 
interact; valuing others’ values, beliefs, and behaviors; 
and relativizing one’s self’ (Byram, 1997, p. 34).  

Bearing in mind that ‘language expresses cultural 
reality’ (Kramsch, 1998, p. 3) and that ‘the link 
between language and culture is created in every new 
communicative event’ (Risager, 2006, p. 185), culture 
should not be disregarded in designing curricula and 
textbooks. Intercultural competence is not likely to 
develop spontaneously. It is an ongoing process that 
provides learners with essential tools to avoid cultural 
misunderstanding and help communication to be more 
fluent whether in social or professional situations. 
In an EFL context, focusing on mere mastery of the 
language is not the only objective textbook writers 
should aim at. Students cannot master English unless 
they grasp the different social and cultural contexts 
the target language is used in (Krasner, 1999).

In Tunisia, the 2002 Education Act states that one of 
the missions of school is to ‘enrich the national culture 
and to assure its interaction with the universal culture’ 
(2002, p. 1735). The document English Programmes for 
Secondary Education refers to culture in a very limited 
way. It just rephrases the 2002 Education Act. However, 
there is an elaboration that can be found in the ‘Aims 
of Reading/Listening skills’ (English Programmes for 
Secondary Education, 2008, p.11):

- Expand one’s knowledge of the world.

- Develop awareness of aspects of the target culture.

- Compare one’s culture to that conveyed in texts.

- Develop appreciation of self, environment, and culture.

Thus, the provision is there for textbook designers and 
teachers to cover ‘Landeskunde’, factual knowledge 
about the culture. Secondary level covers awareness-
raising of aspects of the target culture, although 
without specifying those aspects. The third point above 
covers the interpretive perspective which involves the 
use of cultural knowledge and awareness to critically 
compare cultures.

Nevertheless, there is a disagreement about the culture 
references in Tunisian curriculum documents. Hermessi 
says, of this context, that ‘curricula treat culture in a 

non-systematic, inconsistent, sometimes frivolous way. 
Reference to culture seems to be more of a hollow 
“slogan" than a principled educational objective’ 
(Hermessi, 2017, p. 212). 

Applied to textbook material, current English textbooks 
present cultural aspects in a limited and superficial way. 
The 7th form teachers’ guide (Ben Ali et al., undated, 
pp.5-6) exemplifies one effort to engage students in a 
‘cultural exchange whereby a British teenager comes to 
stay with a Tunisian family as a token of intercultural 
learning [...] the learner both discovers the main 
characters and learns language pertaining to everyday 
life situations as well as the moral attitudes they 
entail’. The reference is in the same vein as that in the 
2002 Education Act and the 2008 English Programmes 
for Secondary Education. Curriculum designers and 
textbook authors agree on the need for a policy on the 
cultural component. However, this goes a long way 
beyond the position expressed in official documents. 
In fact, the words and phrases used in them sound 
more like catchphrases rather than clear guidelines 
and a set of descriptors that can be used to construct 
principled pedagogic objectives. 

In sum, the way actual textbooks and teaching practice 
treat intercultural competence is believed to fall behind 
curriculum goals in preparing students to communicate 
effectively in anglophone contexts. Classroom 
observation indicates that culture is seen as an 
incidental by-product of communicative competence. 
Current English textbooks in general just familiarize 
learners with some neutral and so-called congratulatory 
aspects of the target culture. An observation pointed 
out in Rodríguez’ analysis of the cultural content 
in English as a foreign language textbooks is that 
‘congratulatory views underline the study of correct 
cultural behaviour [...] tourist sites, the lives of famous 
celebrities, the main human achievements of a country, 
and tips on how to survive as a tourist in a foreign 
country’ (Rodriguez, 2015, p.169).

‘The Cultural Dimension in Language Learning and 
Textbooks’ webinar, by Rod (Bolitho 2020c) stressed the 
need for giving culture its full credit. In the webinar, it 
was emphasised that it is the task of textbook designers 
to select appropriate material, tasks and activities which 
lend themselves to culture awareness and interpretation. 
The team worked, analysed, and discussed practical 
examples. Then, we were invited to design activities 
that allow cross-cultural encounters and comparisons 
between local and target cultures, making it easier for 
students to acquire intercultural competence.

Figure 1 shows an example from the materials designed.

In this example, Activity 2 serves as a basis for 
comparison between local and target cultures. It taps 
into learners’ beliefs and experiences. When piloted, 
learners naturally identified England and France as 
similar to each other and different from the Tunisian 
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local culture. Reading the text to check guesses 
engages learners in contrasting social and behavioural 
norms. They may at first be surprised that the already 
established stereotypes are challenged, but this paves 
the way to critical awareness-raising. 

Activity 3 further enhances the learners’ intercultural 
competence by engaging them in evaluating behaviours, 
traditions and the different cultural aspects discussed 
in the text.

To conclude, this type of task illustrates how textbook 
and curriculum designers can work towards ensuring 
that students take ownership of their learning and thus 
also become culturally responsive.

Language awareness for 
language acquisition
Language instruction, and more precisely, grammar, 
comes as one of the focal points for textbook 
designers. The Tunisian English programme for 
secondary education (2008, p.5) states that ‘language 
is seen both as means of communication and as a 

system’. It is added that ‘knowledge of grammar and 
how it functions contribute to effective language use’. 
The programme sets the rationale of teaching English 
but does not articulate the theoretical framework on 
how to reach the desired objectives. It is up to textbook 
designers to translate the general theoretical aims into 
practice. However, a scrutiny of current textbooks 
reveals some relevant points. The following findings 
emerged during initial discussions with the Teaching 
for Success Tunisia materials team in a seminar in 
Carthage in November 2019 and are based on our own 
record of these discussions:

a.	 There is no homogeneity in the terms used in 
grammar rules. 

b.	 There is no gradation in the presentation of rules 
from one level to the other. For instance, the 1st 
form secondary textbook presents a superficial 
explanation of perfect aspect of the present tense 
in comparison with the previous school year. 

c.	 There is an emphasis on contrastive analysis. For 
instance, the present perfect is usually represented 
in comparison to the simple past, which enables 

Figure 1: An extract from ‘Cultural: shock or love’ 
https://learnenglishteens.britishcouncil.org/magazine/life-around-world/culture-shock-cultural-differences-france
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students to decide when to use each grammatical 
category by analysing their distinctive features. 

d.	 Grammar usage is oversimplified. There is no 
mention of the notion of aspect. The perfect 
aspect of the present tense is simply presented 
as the ‘present perfect tense’. Grammar rules are 
sometimes limited to the connection between words 
or adverbial phrases and tenses. Students might 
be taught, for example, that a present perfect verb 
should always be used with ‘recently’ without any 
further discussion of meaning and other uses.

e.	 There is usually no visual representation of grammar 
rules or in-depth discussion. At best, some grammar 
rules are left with blanks to be filled.

f.	 The Presentation-Practice-Production (PPP) 
instructional cycle predominates. Lessons start 
with presentation of grammar rules followed by 
controlled practice in the form of drills and some 
contextualized grammar exercises. 

It is clear that a different perspective towards designing 
activities to teach grammar is needed. Language 
awareness activities (LA) were suggested as an answer. 
LA comes out of an initial focus on meaning. Unlike 
the PPP cycle, learners are not told the ‘grammar 
rule’, but are given a set of data from which they infer 
the rule or generalization in their own way. Then, 
students are encouraged to test their generalizations 
by searching for other instances in other texts. For 
Tomlinson, the main objective is to help learners to 
notice for themselves how language is typically used 
so that they will note the gaps between their use 
of the target language and that of proficient users 
(Tomlinson, 1994, p.122). In the same vein, Schmidt 
points out that ‘noticing is the necessary and sufficient 
condition for the conversion of input into intake for 
learning’ (Schmidt, 1990, p. 129).

Following a theoretical preamble, the training seminar 
started with a language awareness activity for the 
materials design team. The task output revealed a focus 
on rules and their systematic applications rather than 
a deep understanding on how language functions. 
There was a clear need for a model that caters for 
‘an enhanced consciousness of and sensitivity to 
the forms and functions of language’ (Carter, 2003, 
p. 64). Therefore, a shift of purpose was taken into 
consideration. The seminar objectives were to: (i) 
open up some alternative ways of approaching the 
language systems, especially grammar, in materials 
and (ii) familiarise the participants, as writers, with the 
principles of language awareness work, and some of 
the practical ways in which it can be introduced into 
teaching and learning materials. 

The following example illustrates the product of the 
training seminar:

Target level

Second year secondary education (grade 11, age 17)

Rationale 

•	 Learners generally do not use the passive voice in 
free production.

•	 Learners make mistakes when using the passive 
voice in guided practice.

Main teaching/learning problems are 

•	 Conjugation of the past participle forms of irregular 
verbs. 

•	 Rearrangement of the subject and object constituent 
of the passive sentences.

•	 Uncertainty about when the passive voice or the 
active voice should be used especially if only the 
subject and verb are given, or the subject is to be 
omitted.

•	 Not setting any communicative reason for using the 
passive makes it just another ‘mechanical’ classroom 
exercise. There is no focus on the much more difficult 
decision-making about when to use passive or active.

•	 The transformation approach to teaching the passive 
voice does not highlight the fact that the ‘agentless’ 
use of the passive is by far the commonest use.

•	 Little support from the teacher’s book and limited 
training on awareness-raising techniques result in 
teachers resorting to top-down transmission of the 
rule about transforming an active statement to a 
passive one.

The activities are designed to engage learners in 
a detective style approach beyond the mechanical 
transformation exercises and drilling rules of usage 
(see Figure 2). The questions are adapted from Wright 
and Bolitho (1992, p.294). They involve the following 
tasks and skills: 

- analysing the text and specific phrases within it. 

- �comparing the data in the text with previous 
knowledge of voice. 

- identifying specific features of the language point. 

- sharing perceptions and negotiating joint responses. 

Work modes vary from individual reflection and sharing 
in pairs to class-wide discussions. Most of the high-
achieving students evoke the ‘feel’ for what is right 
and wrong. Thus, as stated in the objectives above, the 
activities are designed to instil that feel of the usage of 
voice in English. To do this, students need to work on 
whole texts like those in Activities A and B in Figure 2 
above, where the writer has made considered choices, 
but they will also benefit from becoming aware of how 
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Figure 2: Activity on the passive

I. The session

a.	 Objective

	 • �To raise learners’ awareness of the ways in which the passive is used and the factors which govern a 
speaker’s or a writer’s choice of the active or passive voice in English.

b.	 The text 

A. Look at the following text and answer the questions after it:

Holidays from hell: Charlie on his worst break

My son Frank was still a kid when we went on holiday in southern France. He and his friend Sophie went 
parasailing. It’s when you are attached to a parachute and tied to a rope, then dragged through the air by a speed 
boat. Up in the air, the pair were waving excitedly, and – pleased to know that they were enjoying themselves – we 
waved back. Little did we know, they were in fact screaming and flailing, desperately trying to seek the driver’s 
attention. What they had first thought to be plastic bags polluting the ocean looked increasingly like a swarm of 
jellyfish as they descended through the air towards the water below.

They were dunked in, unsurprisingly getting very badly stung.

I know I should have been panicking, thinking about air ambulances, insurance and calling poor Sophie’s parents. 
Honestly, though? I found the whole thing absolutely hysterical.

1.	 Who went on a holiday?
2.	 Who went parasailing?
3.	 Why does the writer choose the passive in ‘are attached,’ ‘tied’ and ‘dragged’?
4.	 Who attached and tied the kids? Why doesn’t the journalist name these people? Is it important to know?
5.	 Why the active voice again in ‘descended’?
6.	 Why the shift back again to passive in ‘were dunked’?
7.	 Who dunked the kids? Change the phrase into active voice. How does it feel?
8.	 Why ‘getting very badly stung’ and not simply ‘were very badly stung’?

B.  Which of the nouns and adjectives in the list below have a ’passive flavour’ about them?   
Use a passive construction to define each of them and an active construction to define the others. 
a) Sting	 b) attached 	 c) stung	 d) dunked
e) descended	 f) driver	 g) wave	 h) find

‘activeness’ and ‘passiveness’ underlie aspects of the 
lexical system as in the third activity. All this implies 
thinking and talking about English (Bolitho, 2011, p.12). 
The activity seeks to move from learning to acquisition 
of the target language point. 

Conclusion
In this article, we have highlighted three key learning 
points for our team as we underwent our training 
as textbook writers. When the new textbooks are 
written, we will need to work with in-service teachers 
to explain the rationale underpinning the decisions 
we have taken as writers to better meet the demands 
of 21st century learning. The first key learning point 
is working with objectives in a way that enhances 
learning and learners’ performance skills in harmony 
with the CEFR. The second is incorporating materials 
that foster intercultural competence and thus the ability 
of students to integrate into other cultures. Last but 

not least, textbook designers and teachers need to pay 
careful consideration to formulating the right questions 
that activate the learners’ language awareness. This 
in turn will build up effective learning strategies 
in students to enable them to ‘continue learning 
by themselves, beyond the programme’ (English 
Programmes for Secondary Education, 2008, p.5). The 
new series of textbooks in Tunisia can function as a 
springboard for teachers’ knowledge of the language, 
language teaching practice and students’ learning.
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A Pilot Study of Visual Thinking 
Strategies in EFL Written Production: 

Putting the Learner at the Heart  
of the Pedagogy
Sharon Hartle and Giorgia Andreolli

Language in all its forms is the most pervasive 
and powerful cultural artefact that humans 
possess to mediate their connection to the world, 
to each other, and to themselves

(Lantolf, Thorne & Poehner, 2015, p. 211)

A recent report on the effect of the outbreak of COVID-
19 on assessment in Higher Education (OECD, 2020) 
highlights the impact of the shift to worldwide, online, 
distance delivery, identifying 424 institutions where 
onsite teaching was replaced with Remote Emergency 
Teaching (ERT) (Hodges et al., 2020) in 109 countries. 
Due to this, over the past two academic years, 
teachers’ professional development has been mainly 
concerned with the logistics of using technological 
resources - an inevitable consequence of this shift to 
distance teaching. The focus has frequently been on 
how to manage online teaching or resources, perhaps 
catering for an understandable preoccupation with the 
mechanics of teaching and learning in new, unfamiliar 
spaces. Italy, which is the context for our work at 
the University of Verona, and which was the first 
European country to feel the effects of the pandemic, 
is no exception. ERT has been described as ‘reactive’ 
(Bozkurt & Sharma, 2020), an ad hoc solution to the 
crisis and, therefore, not an approach that involves 
the principled planning and implementation of a 
learning design. Now, however, we feel that the time 
has come for us to focus once more on the learning 
design rather than how to use the tools. Our study was 
held completely online, by means of Zoom, but that is 
actually beside the point because the fact that we were 
working online had become ‘normalised’ to use Bax’s 
(2003) terminology. This means the technology itself 
had become part of everyday life, just as invisible as 
a ballpoint pen might be, with no particular novelty 
factor per se. Our aim, in fact, was to put the learning 
and the learner back at the heart of the pedagogy rather 
than focusing on the affordances of technology. We 
adopted a sociocultural, post-constructive approach 
to teaching (Lantolf et al., 2015), where learners 

mediated and negotiated meanings and discourse 
and then constructed their own personal narratives. 
Our particular design hopes to create a meeting point 
between learners, materials, tasks, and tools, where the 
development of both creativity and critical thinking 
can be fostered. This article, which provides a snapshot 
of our learning design and the exploratory study we 
conducted, aims to report the development of digital 
materials based on a pedagogically-driven approach. 
In line with the objectives mentioned above, the 
following paragraphs describe how we incorporated 
storytelling, Visual Thinking Strategies (VTS) and 
multimodal literacies in our pilot study. 

Visual thinking and storytelling
Putting the learner at the heart of the language 
learning process in our world involves enabling 
them to develop multimodal skills. Multimodality in 
language teaching is not completely new, in fact, as 
the use of spoken and written language together with 
visual aids and sound in language learning classrooms 
has long been the norm for the purposes of introducing 
new language and contexts, or as prompts for skills 
work. Developing visual or digital literacy, however, 
goes beyond this and can lead to empowerment for our 
learners who move from being content consumers to 
content interpreters and creators. For many the word 
literacy conjures images of books, reading and writing, 
but in a digital world, new literacies are emerging. 
Communication is conducted through a range of 
channels and a primary mode is the visual one. Visual 
literacy has proved difficult to define (Avgerinou & 
Pettersson, 2011) but there is a general consensus that 
it refers to the interpretation of the visual, including 
the ability to react to images critically, and refers to 
creating visual objects as well. Interpreting the visual, 
however, in order to anchor specific meanings to 
images, often involves the use of the verbal mode. 
Barthes (1977, p. 39) discussed this ‘anchorage’ of 
meaning in images by means of captions, which use 
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the verbal mode of communication, for instance. 
In the classroom, learners, constructing their own 
interpretations and narratives related to an image, 
may co-construct meaning together with their peers 
and, at the same time, develop their communication 
skills. Storytelling, in fact, is an age-old activity which 
permeates social life in a variety of cultures. Bruner 
(2002) considers it to be a universal form of discourse 
that offers us additional worlds as filters through which 
we can better understand our own, and it is certainly 
true that narrative is key when anecdotes from daily 
life are recounted verbally (Labov, 1972). Using a 
familiar genre, such as the narrative, then, provides 
a recognizable framework for the learners to develop 
both their critical thinking skills and their productive 
language skills. A learner-centred approach, however, 
means also providing learners with a context to create 
their own narratives. We have, therefore, focused on 
combining the language work involved in storytelling 
within a framework of Visual Thinking Strategies 
(VTS) (Housen & DeSantis, 2009). 

VTS in practice: What this approach entails 

The VTS protocol originated in the context of art 
education within informal settings, such as museums. 
The approach rests upon constructivism and involves 
a teacher-mediated, learner-centered discussion of 
given images originally intended to develop aesthetic 
development. A visual input (a picture, or a painting) is 
carefully selected so that participants can engage with 
the picture ‘using their existing knowledge, interests, 
and abilities’ (Hailey et al., 2015, p. 56). The protocol 
is deemed to increase critical thinking by developing 
and communicating new ideas and bringing one’s own 
voice into a group discussion. Furthermore, the image 
should contain enough ambiguity that it challenges 
learners to engage with ‘strong narratives, accessible 
but layered’ (ibid.). The VTS process is then constructed 
upon three main questions, namely: 

1.	 ‘What is going on in this picture?’: this question is 
asked once at the beginning of the discussion;

2.	 ‘What do you see that makes you say that?’: this 
question is asked to help participants delve deeper 
into their ideas;

3.	 ‘What more can we find?’: this question is used to 
further prompt reflection.

The sequence is repeated several times in the discussion 
in order to uncover increasingly complex layers of 
meaning. A crucial aspect of the overall process is the 
wording of the questions: by asking ‘what is going on’, 

in fact, observers are encouraged to find a story that 
describes the picture and build their own narratives. 
Additionally, research in healthcare education has 
found an increase in students’ language skills after 
eight VTS sessions (Naghshineh et al., 2008). An 
extensive implementation of VTS might thus be 
needed in order to detect linguistic differences in 
learners’ productions; the design piloted in our study 
consisted of one session, and due to this we did not 
anticipate substantial change in the data collected. 
However, as will be outlined in the next paragraph, a 
qualitative exploration of participants’ written texts 
produced over a short timespan already suggested 
insights which might inform future practice. 

1. Materials and learning design
Based on the premises outlined above, we carried 
out a small study aimed at piloting a set of materials 
developed within a VTS framework. The trial involved 
11 advanced learners of English who participated 
in a face-to-face activity held online on Zoom and 
inspired by a lesson plan created by Kieran Donaghy1  
around ‘The Present’ – an animated short film directed 
by Jacob Frey (2014) telling the story of a boy and 
a mysterious box he is given by his mother. The 
structure of the activity consisted of two parts: in Part 
1, VTS were explored through written and spoken 
tasks, whereas Part 2 was dedicated to expanding and 
personalizing learner narratives through a focus on 
multimodal competence in the use of presentations. 

Part 1

At the materials development stage, we applied VTS 
by selecting one frame from the short film, which 
was then used as a visual prompt to elicit written 
narratives. The image depicted the hands of a person 
hovering over a slightly open carton box, as well 
as some additional objects in the background.2  The 
choice was motivated by the presence of an element of 
mystery: observers do not know who is the protagonist 
or why there is a box - and yet, they must formulate 
hypotheses, find credible evidence and tell their or 
version of the story being represented. This is why 
we also felt that the presence of additional elements 
(such as a pile of books in the background) scaffolded 
them during the VTS activity. The structure of Part 
1 is summarized in the table below (Table 1). The 
materials employed include an editable worksheet with 
step-by-step instructions (see Appendix), sent to the 
participants at the beginning of the activity, as well as 
the chosen picture. 

1. �Kieran Donaghy (2016). The Present Lesson Plan. Film English. Available at: https://film-english.com/2016/02/01/
the-present/ [Accessed 13 Oct 2021]

2. �The movie frame was obtained by pausing the video at second 00:52. Due to copyright, the image was shown online by 
using the screensharing functionality on Zoom. Students did not receive a copy of the image.
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After observing the picture (Stage 0), participants 
completed the first written task, which reproduced 
the VTS question ‘what is going on in the picture?’. 
Afterwards, they were divided into two separate rooms 
and given time to discuss their ideas in groups; here, 
we acted as moderators asking the remaining VTS 
questions (‘what do you see that makes you say that? 
and ‘what more can we find?’) to stimulate continuous 
reflection. Lastly, the initial written task was repeated 
and the worksheet anonymously submitted via an 
online form. In total, we received eight full submissions 
due to participant drop-out and incomplete responses. 
The data collected, consisting of two written tasks per 
participant, were qualitatively explored through the 
lens of the Critical Thinking (CT) Framework developed 
by Dwyer et al. (2014). This framework, in fact, seemed 
particularly suited to our purposes given the role played 
by CT skills in the cognitive processing of complex 
information, fostering of creative problem solving 
and heuristic discovery. Thus, we connected each 
text with the sub-skills comprised in this framework 
and observed the changes emerging from individual 
written productions after one VTS cycle. The sub-skills 
considered include: 

•	 Analysis: the process of describing the different 
components of the picture shown (e.g. objects, 
colours, setting, etc.); 

•	 Evaluation: assessment of the ‘credibility, relevance, 
logical strength and the potential for omissions, 
bias and imbalance’ (Dwyer et al., 2014, p. 48) 
in the elicited descriptions by reflecting upon the 
meaning of elements involved;

•	 Inference: the capability of synthesizing 
and reaching a conclusion based on previous 
examination and assessment (e.g., formulating 
concluding statements); 

•	 Reflective judgement: the ability to identify personal 
strengths and limitations, defend one's own opinions, 
as well as become aware of potential bias. 

These four sub-skills served as categories for a thematic 
analysis of the texts. By connecting different sections 
with the related category, it was possible to identify a 
set of possible learning trajectories within the Critical 
Thinking Framework, illustrated and exemplified in 
Table 2 overleaf.

The small size of our sample and the limited time 
available for VTS practice, which also impacted on the 
length of participants’ texts, do not allow us to further 
proceed in the analysis. Nonetheless, departing from 
Bruner (2002), we refer to the patterns which emerged 
as narrative movements which provide students with 
the means to deconstruct and construct the story. 
Ultimately, these strategies are used to negotiate and 
create meanings inextricably tied to personal beliefs, 
knowledge and skills. For instance, in order to unpack 
the story behind the picture participants relied upon the 
use of vague identifiers (‘some, something, somebody’) 
especially at the level of analysis. In addition, hedging 
strategies seem to be employed to evaluate and assess 
observations though the use of modality (‘maybe, there 
could be, we may think that’). As learners construct 
their own point of view, engagement with certain 
topics and emotions clearly emerges: for instance, they 
evoked the feelings and attitudes of the protagonist 
both in a disagreeing and empathizing way, and 
focused on age, gender and occupation as main 
themes. A tendency towards repetition of the same 
elements (and hence the same vocabulary) testifies a 
critical engagement in the image – which points at the 
revision of the story rather than at the introduction of 
new features. Lastly, and perhaps more rarely, the use 
of the first person pronoun ‘I’ at the level of reflective 
judgement (‘I’m trying to look for details’) indicates the 

Stage Language and tasks Timing Materials

0 �Participants 
observe the image 
for the first time

Spoken instructions: students receive the 
worksheet and are instructed to observe the 
picture shown via screenshare and afterwards 
answer the first written question

3 min Picture shared 
on the screen by 
the instructor

1 �Initiation of a VTS 
routine

Written prompt: ‘describe what is going on’  
(VTS question 1) 

2 min Worksheet 1 

2 Preparation task Individual writing task 8 min Worksheet 1

3 Group discussions Spoken student-student interaction in breakout 
rooms, moderated by teachers asking VTS 
question 2 (‘what makes you say that?’) and 3 
(‘what more can we find?’)

15 min None 

4  Final task Individual writing task, identical to the 
preparation task

8 min Worksheet 1 

Table 1. Part 1 design: outline of the stages and VTS model
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potential extension of the interpretation which might 
be reinforced by further VTS interventions. In fact, 
despite its limitations, we believe this particular design 
points in the direction of personalized learning and CT 
skills development with a focus on awareness-raising 
strategy work, as exemplified in the following section. 

The image above offers a visual representation of the 
model we implemented: a space where learners could 
produce a variety of narratives rather than pre-defined 

content planned by the teacher. The course participants, 
in fact, mediated the discussion and the language both 
intra- and interpersonally – which further validates 
our decision to adopt a socio-constructivist approach. 
This activity also provided us with a bird’s eye view 
on participants' writing by allowing a comparison 
between pre- and post-tasks; however, an analysis 
of spoken interactions is needed to shed light on the 
negotiation strategies and the themes that sparked 
debate in the break-out rooms and therefore might 
explain certain changes of perspective in the texts. 

Part 2: Personalizing the presentation

The second part of the study focused on furthering 
the discussion and developing learner narratives by 
means of building multimodal competence in the use 
of presentations. At this stage learners personalize the 
narratives from the first part and create new meanings 
related to their own world. This stage involved 
revealing two thirds of the film to the participants 
then encouraging prediction of the ending. The skill 
of predicting content, used in this way, particularly 
when the ‘answer’ is then provided, is considered to 

Analysis to evaluation, with little or no inference: moving from an objective description of the picture to a 
more sophisticated and personal assessment of its parts:

In this image we can see a 3D animation of 2 
hands going to open a package (box) on a table 
probably, the left hand is holding the package 
from the side and the right one is slightly opening 
it from above (…)

a

From the POV of the person that is opening/
closing the package we may think that it’s a boy 
(mostly a kid or a teenager) due to the type of 
books around them and their hands+the colour 
of the jumper. It may be afternoon due to the 
shadows portrayed (…)

Analysis to inference, with little or no evaluation: an impressionistic approach with a more intuitive 
progression, based on feelings or interest for particular details:

The picture is somewhat blurred in the 
background. There are some recorders and a black 
box. Someone is opening a brown box. There are 
books and comics spread out all over the floor and 
on the table as well (…)

a
It is early in the morning, the sun has just come 
out and a little child is sitting in his living room 
on a fluffy carpet opening a box and looking for 
something to read, to listen to or to play with 
today.

Evaluation to inference, with little or no analysis: the progress emerges clearly from the first to the second 
text but analytic evidence is not provided;

The guy is opening a box in what it seems an 
office. In the box, there could be some magazines 
about the business he is running.

a
In the photo, the child is opening the box, where 
there are some comics or childrens’ book to read.

Inference with little evaluation to reflective judgement: conclusions about what is represented in the picture 
are formulated in the first text, and revised reflectively after the VTS routine.

Someone, maybe a man, is closing a carton box 
in the living room of his house. It is early in the 
morning because shadows are long and the light is 
white and pure (…). My idea is that he is cleaning 
his mess, putting inside the box videotape or other 
items (…).

a

I’m trying to look for details that nobody have 
noticed and I find the strange shadow near the left 
hand of the character and I can’t figure out what 
could represent (…).

Table 2. Criticality in written tasks before and after the VTS routine

Image 1. The Visual Thinking Strategies Model in our 
learning design 
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be one of the most effective techniques when teaching 
listening skills (Bruzzano, 2020). Although our primary 
aim was not the focus on listening, but rather on the 
use of the film format as a springboard to discussion, 
development of listening could be seen as a ‘covert’ 
aim, in the positive sense advocated by Hadfield (2018). 
Our main goal, however, was to promote discussion 
and prediction of multiple possible endings to a film 
is also a useful way of increasing learner engagement 
(Field, 2008). This, in turn, may pave the way to 
further critical analysis of differing opinions. Once our 
participants had watched the film they were asked to 
go back into the breakout rooms in new groups and 
were given a series of questions for discussion. Each 
of the two groups was asked to choose one question 
to answer, enabling the learners to choose their own 
learning path. The questions provided were:

What is the untold story? 

What is the new story? 

What surprised you? 

What is the connection with the image you saw?

What are the interesting components of the video?

These questions were adapted from the Unveiling 
Stories routine developed by the Harvard Project Zero 
team (20193). The aim of asking questions such as 
these is to stimulate negotiation and multimodal  skills 
as well as critical thinking, where learners reach a 
consensus on specific meanings and present them by 
means of a range of semiotic channels. The participants 
chose their question, discussed it and created a visual 
representation of the key points on Jamboard.4 The 
results can be seen below:

 

 

Image 2. Group One Jamboard (picture of a dog with 
a ball removed for copyright reasons) 
 

 

Image 3. Group Two Jamboard5 

These visual presentations were produced in 
approximately 15 minutes by learners who had never 
used Jamboard before. After a short introduction to 
the largely intuitive use of the tool, they were able to 
summarize the ideas as they discussed the question 
they had chosen and then presented these ideas in the 
main room of Zoom to the rest of the group. What is 
striking is the different directions their discussions took 
and the different layouts they chose to present their 
ideas. The first group answered the question: ‘What 
are the interesting components of the video?’ although 
this question is not included in their visual display. 
They did not provide a title at all for their board but 
scattered their ideas around the board in sticky notes. 
The discussion focused on a series of themes: emotions, 
the mother’s role, the gift, the boy’s reaction and the 
two turning points in the narrative. This is reflected in 
the use of differing colours for the notes, although the 
choice of colour is not systematic. The notes, however, 
outline key ideas, without extending them in discursive 
text, and these notes were later used as hooks to hang 
their ideas on during their presentations, whereas the 
image is provided mainly as decoration and is in the 
bottom corner, so not in a particularly prominent 
position. The second group, on the other hand, chose 
an image as their entire backdrop, which was closely 
related to their discussion. They answered the question 
‘What is the untold story?’ – and this is specified on 
their Jamboard but not as a main heading. The main 
heading, in fact, is the actual answer to the question: 
‘the power of love (unconditional)’. The two text boxes 
are very carefully placed, one on the left with the 
skeleton of the plot, while the one on the right shows 
the way their thoughts and ideas are being constructed 

3. �Unveiling Stories. (2019): a thinking routine developed as part of the Harvard Project Zero in the interdisciplinary & Global 
Studies section of the project. 

4. �Jamboard is a digital collaborative whiteboard. Available at: https://edu.google.com/intl/ALL_en/products/jamboard/ 
[Accessed 17 Oct 2021].

5. �Picture credits: Nathan Hanna on Unsplash.com. Available at: https://unsplash.com/@nathanhanna and free of copyright 
[Accessed 17 Oct 2021].
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as a result of the discussion: they related the idea of 
unconditional love to the situation during lockdown 
and beyond to our ‘virtual era’ underlining the danger 
of becoming lost in cyberspace, feeling removed from 
‘reality’ and the importance of learning to take care 
of ourselves and our social relationships. The depth of 
these discussions clearly shows that there was a move 
away from simply analyzing the story or describing 
the situation to evaluating the underlying themes, 
inferring intentions and moving towards reflective 
judgement, where the participants, in Bruner’s terms, 
used the narrative as a lens to view their own reality. 

Conclusion
In conclusion, let’s return to the quotation at the 
beginning of this article that highlights the power of 
language in all its forms that humans use to mediate 
their connection to the world, to each other and to 
themselves. This is what we aimed at and what our 
participants were able to do as they used the VTS 
framework to negotiate and build meanings which 
were then personalized and further developed in 
the second part of the study. Working with images, 
language and multimodality in this way enabled 
learners to discover multiple levels of interpretation 
which, in turn, led to levels of developed complexity 
in their final presentations. Giving the choice of which 
question to answer also provided more space for 
learner ingenuity and creativity. A pedagogy, then, 
that put the learner at the heart of the process, rather 
than prescribing the content of the lesson, may perhaps 
have provided the impetus for the development of 
critical thinking as opposed to focusing solely on 
enhanced linguistic performance. The design proposed 
thus highlights how giving space and voice to learners 
might entail the deconstruction of certain practices, 
such as content-driven lesson planning. This same 
pedagogical thinking can be applied to technology and 
its affordances, which can be adjusted to the design, 
rather than the contrary. The next step may well be 
to focus on the emergent language and to extend 
and integrate new items into learner repertoires. This 
approach is not intended to be seen as a recipe but is 
one approach that can be adapted to local contexts and 
needs and can be applied widely to images of all kinds, 
ranging from those found in a coursebook to learner-
generated images such as photos on smartphones. The 
VTS strategy can be combined with various teaching 
aims as well, such as receptive skills work but also as a 
springboard for discussion and critical thinking as was 
the case in our study.
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Appendix 

Image 1. The worksheet devised for Part 1. Note: initially, four written VTS tasks were devised in the attempt to 
offer multiple opportunities for critical discussion and language exposure. However, it was necessary to reduce the 
number of tasks to a preparation and a final task, as shown in the table above. This was done to accommodate our 
time schedule.
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F O L I O  2 1 / 1

MATERIALS SPOT

Teacher Training Materials on 
Academic Writing Skills

Diana Mazgutova, Kamola Muradkasimova, Rano Khodjieva, 
Gulhayo Qobilova and Aziza Yunusova

A set of teacher training materials focused on 
academic writing were developed in 2017-2018 as 
part of a postdoctoral research project. The project was 
conducted at Lancaster University in the UK within 
the Global Challenges Research Fund strand (GCRF) of 
the Economic and Social Research Council (ESRC). A  
team of five English language teaching professionals 
from several universities in Uzbekistan were involved  
in the design process: The Uzbek State World  
Languages University, The University of World 
Economy and Diplomacy in Tashkent and Bukhara 
State University. The overarching aim of the project was 
to help university teachers and learners in Uzbekistan 
improve their academic English writing proficiency. 
This was intended to be achieved through the two 
concrete objectives:

1)	 To design an interactive model essay website that 
would contain a corpus of students’ and teachers’ 
academic writing in the Uzbek context, and

2)	 To design a package of teacher training materials 
for a self-perpetuating workshop on improving 
academic writing skills of university teachers and 
learners. 

The training materials were designed collaboratively 
in response to requests made by English language 
teaching professionals in Uzbek institutions for help 
with the teaching of academic English writing skills 
to their students. A three-day intensive workshop was 
delivered by the team of material writers in Tashkent. 
The event was attended by ten teachers from seven 
different universities in Uzbekistan. Within six months 
upon completion of the workshop, the participants 
disseminated the materials among their university 
colleagues. Ultimately, approximately 200 teachers 
have been trained in Uzbekistan. 

The themes of the teacher training sessions were 
identified via an online needs analysis survey conducted 
with over a 100 teachers of academic English in Uzbek 
institutions. The aim of the survey was to determine 
academic writing needs of Uzbek teachers and learners. 
Besides a few demographics questions, the survey was 
focused on identifying teachers’ perceptions of their 

own as well as of their students’ academic writing 
difficulties. The data were analysed using SPSS 
software and descriptive statistics were produced. 

The resulting Academic English Teacher Training 
Manual (https://aeim.co.uk/information-for-teachers/) 
consisted of eight self-contained sets of materials 
(see below for the list of sessions), each focusing on a 
particular aspect of academic reading and writing, and 
each corresponding with an individual session. The 
themes of the sessions were identified with the aid of 
the needs analysis survey. For example, a large number 
of survey respondents pointed out that they were 
struggling with identifying and evaluating academic 
sources; therefore, this topic was chosen as one of 
the session themes. All eight sessions included in the 
manual are listed below. 

Session 1. �Introduction to the Academic English 
Teacher Training Workshop

Session 2. �Giving Feedback and Evaluating  
Academic Writing

Session 3. Finding and Evaluating Sources

Session 4. Thinking, Reading and Writing Critically

Session 5. �Building Argument and  
Integrating Evidence

Session 6. �Summarising and Evaluating  
Academic Sources

Session 7. �Coherence and Cohesion in  
Academic Writing

Session 8. �Introducing the Academic English 
Interactive Mentor (AEIM) Website

We have chosen to present the material from two 
sessions, Session 2 and Session 5 from the manual. Both 
sessions are focused on important aspects of academic 
writing - giving feedback (Session 2) and argumentation 
(Session 5). The sessions were conducted in English 
and were attended by ten participants in the initial 
workshop. However, later, the teachers who attended 
the workshop conducted similar two-day events in their 
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home institutions and each of the sessions was attended 
by over 20 people in every institution. 

Session 2: Giving feedback and 
evaluating academic writing
SESSION 2 of the Manual addresses the theme of 
Giving feedback and evaluating academic writing. 
The aims of the session are as follows: 1) to raise 
participants’ awareness of giving proper feedback, 
2) to enable participants to practise giving feedback 
on learners’ writing, and 3) to raise participants’ 
awareness of the core criteria of giving feedback. 

In the plenary session, different techniques were used 
such as ‘Think, Pair, Share’, to make participants think 
individually, pair and then share with the whole group.

TIME: 90 minutes

PROCEDURE: 

Lead-in (10 minutes). Teacher (T) asks Participants 
(Ps) the following questions and discusses them in 
plenary: (1) How do you usually give oral and written 
feedback? (2) How, do you think, is the feedback you 
give generally received by your students? (3) What do 
you think your students usually do with the feedback 
they get from you? (4) Have you ever been given 
feedback on your writing? How did you find it? Was 
it helpful? 

ACTIVITY 1. Effective versus ineffective feedback  
(30 minutes) 

1. 	T shows Ps an episode from the TV show ‘America’s 
Got Talent 2017’, where both positive and negative 
feedback is given by the judges. While watching, Ps 
take notes and make a list of the feedback features. 

2.	 T explains that in this activity they will be 
discussing the characteristic features of effective 
and ineffective feedback on academic writing. T 
divides Ps into two groups and distributes poster 
paper, markers and pins to each group. Group 1 
prepares a poster presentation about the features of 
effective feedback, and Group 2 about the features 
of ineffective feedback. Ps work on their posters for 
approximately 10 minutes. 

3.	 Once the posters are ready, the representatives of 
each group put their posters up on the wall and 
present them to the whole group. T encourages 
Ps to be as specific as possible and support 
the points they make with relevant examples. T 
might anticipate the following features of effective 
and ineffective feedback to be mentioned in the 
presentations:

Effective feedback 
features

Ineffective feedback 
features

Impersonal Subjective

Adequate Too general

Constructive Negative

Reasonable Non-specific

Unbiased Biased
 

ACTIVITY 2. Giving feedback on a student essay  
(35 minutes) 

1. T explains that the purpose of this activity is to 
discuss how the Ps themselves give feedback on 
their students’ writing. 

2. 	T asks Ps to complete the following task individually: 

Imagine that your student has written a problem-
solution essay and you need to give them feedback. 
Read the essay and decide what mark you would 
give to this student and why (justify by providing 
at least 2 or 3 reasons). What criteria would you use 
to evaluate this essay? 

Smoking is on the increase among young people. 
What solutions to this problem can you suggest? 

In this developed 21st century smoking has already 
been one of the most global and noticeable issue in the 
world, actually among young people. I am concerned 
to believe that some necessary and essential solutions 
should be done in order to decrease it such as to make 
parents not to be indulgent to their children, to restrict 
sophisticating advertisements of smoking and to make 
strict laws against for it. 

To my way of thinking the best way to solve the problem 
is associated with parents. This is because unfortunately 
some parents are so indulgent that many convenient 
conditions are created for their children by them at 
present. As a result, they are doing what they want. If 
parents can bring up children strictly, they cannot manage 
to do such kind of things. This will lead to the effect to 
the problem. 

I am convinced that another practical suggestion to 
this is to ban the presentations of the smoking. Due 
to the fact that such nice advertisement make young 
people interest to use alcohol such as smoking. By the 
restricting the advertisements of alcohols, there could 
be decrease of using them among people. In addition to 
this not only young people, but also other people should 
be warned medically that smoking is being attributed to 
the rise in death rates. 

It is conviction that one possibility of the issue is that 
strict disciplines should be implemented such as expensive 
fine for smokers by the government. Consequently, the 
number of the smokers will highly go down. 
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As a conclusion, I would like to say that the exclusive 
and effective ways to prevent humanity from smoking 
are related to parents, mass media and eventually 
government.

Source: Academic English Interactive Mentor (AEIM) website: 
https://aeim.co.uk/                                     

(AEIM is open access, the writers gave their consent to include 
the essays on the website) 

3. T invites Ps to share their ideas in small groups by 
discussing the following questions: 

	 (1) What are the strengths of this essay? 

	 (2) What are the weaknesses of this essay? 

	 (3) �What mark would you give for this piece of 
writing?

4. T concludes this activity by asking Ps to respond to 
four Multiple-Choice Questions:

	 (1) �According to the thesis statement, i.e., the 
sentence that states the main idea of the essay, 
how many main points will the essay consist of?   
a. One      b. Two      c. Three 

	 (2) �Which of the essay paragraphs has a more 
effective topic sentence, i.e., a sentence that 
expresses the main idea of the paragraph?  
a. P.2      b. P.3      c. P.4 

	 (3) �Which of the essay paragraphs requires some use 
of research-based evidence?  
a. P.1      b. P.2      c. P.3  

	 (4) �What is the main problem with this essay?  
a. The topic sentence  
b. The thesis statement  
c. Supporting sentences

ACTIVITY 3. Round up (15 minutes) 

The aim of the following activity is to enable Ps to 
reflect on their practice and self-assess their skill of 
giving feedback.

1. T explains that the aim of this part of the session 
is to ensure that Ps are aware of the importance of 
giving feedback on students’ writing, in particular 
oral feedback during one-to-one tutorials.

2. T invites Ps to complete the Giving Feedback Quiz 
first individually and then compare their ideas with 
their partner:

	 For each statement, choose ‘Rarely’, ‘Sometimes’, 
or ‘Often’ to indicate how consistently you use the 
described behaviour in the workplace. 

1.	 I pick an appropriate time 
and place to give feedback.                                                            

RARELY o    SOMETIMES o    OFTEN o
2. 	I keep my emotions in check remaining calm and 

keeping my voice even.  

RARELY o    SOMETIMES o    OFTEN o
3. 	I provide specific, detailed information about a 

person’s behaviour or performance. 

RARELY o    SOMETIMES o    OFTEN o 

4. 	I explain the impact the actions are having on the 
team or organisation. 

RARELY o    SOMETIMES o    OFTEN o
5. 	I really listen to the response of those receiving 

my feedback. 

RARELY o    SOMETIMES o    OFTEN o
6. 	I clarify my expectations if there is any confusion 

about the behaviour in question. 

RARELY o    SOMETIMES o    OFTEN o
7. 	I remember to thank and encourage the receivers 

of my feedback. 

RARELY o    SOMETIMES o    OFTEN o
8. I provide feedback that is fact-based. 

RARELY o    SOMETIMES o    OFTEN o
 9. I focus on the steps of the feedback process to 

keep the dialogue on track. 

RARELY o    SOMETIMES o    OFTEN o
10. �I end a feedback session with an action plan to 

move forward. 

RARELY o    SOMETIMES o    OFTEN o

RARELY	� There is room for improvement. Gaining 
insight into your skills is the first step in 
improving.    

SOMETIMES �You are on your way to demonstrating 
good feedback behaviours – keep 

practising!    

OFTEN 	� Excellent work – but there is always room 
for improvement!

Source: Health Education and Training Institute (2012). The 
Learning Guide: A handbook for allied health professionals 
facilitating learning in the workplace. HETI, Sydney.

3. 	T distributes the handout which contains the 
section from the article The Seven Principles of 
good feedback (see Appendix A) and asks Ps to 
read the text individually and take notes. 
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4. 	T might want to elaborate on the first five 
principles and invite Ps to elaborate on the last 
two reflecting on their own teaching and feedback-
giving practice.

Session 5: Building Argument 
and Integrating Evidence 
In Session 5, we focus on Building Argument and 
Integrating Evidence. The aims of this session are 
as follows: 1) to raise participants’ awareness of 
argument-building in academic writing, 2) to help 
participants identify the difference between persuasive 
and argumentative writing, and 3) to focus on 
developing effective arguments with evidence and 
introduce the ways of presenting evidence, e.g., 
quoting, paraphrasing, and summarising.

TIME: 90 minutes

PROCEDURE: 

Lead-in (10 minutes). T introduces the topic of the 
session and shows Ps a PowerPoint slide with several 
questions they are asked to discuss as a whole group: 
1) What is an argument? 2) Why is argumentation 
important in academic writing? 3) What is the evidence 
and how is it presented in academic texts? 4) How do 
you usually integrate evidence in your writing?

ACTIVITY 1. Identifying the argument (20 minutes)

1. 	T establishes that identifying the argument can be 
challenging. T asks Ps to think of the definitions 
of several concepts, i.e., ‘premise’, ‘conclusion’, 
and ‘argument’. On the PowerPoint slide, T first 
shows these three words, and after having some 
discussion, T shows the definitions of each of the 
three concepts. 

2. 	T then gives an ancient example of logic, the one 
that Aristotle used in teaching at his Academy: 
(1) All men are mortal. (2) Socrates was a man. 
(3) Therefore, Socrates is mortal. T explains that 
the three lines above taken together constitute an 
argument. Line 3 is the conclusion. Lines 1 and 2 
are premises. T points out that before analysing 
arguments, they need to be identified (in terms of 
premises and conclusions). The easiest way to do 
that is to examine the text for clues.

3. 	T distributes the handout below and asks Ps to 
sort out the indicators into one of two columns, 
premise indicators or conclusion indicators:

- Since	 - Which shows that            
- Hence	 - Because 
- For	 - Accordingly 

- I conclude that	 - It follows that 
- As	 - Consequently 

- Follows from	 - As shown by                   
- So	 - May be derived from  
- Which implies that	 - Thus                               
- May be deduced from	 - In as much as 
- For this reason	 - May be inferred from     
- Proves that	 - Therefore  
- As indicated by	 - The reason is that          
- Given that|	 - As a result              
- Which entails (noun)

4.	 T shows the answers on a PowerPoint slide:

Premise indicators:

Since    	 As indicated by 
Because	 The reason is that 
For	 May be inferred from 
As follows from	 May be derived from 
As shown by	 May be deduced 
In as much as	 Given that

Conclusion indicators:

Therefore/Thus	 As a result 
Hence/So	 Which implies that 
Which entails (noun)	 For this reason 
Accordingly	 It follows that 
Consequently	 I conclude that 
Proves that	 Which shows that

ACTIVITY 2. Building an argument (10 minutes) 

1.	 T distributes the handout below with examples 
of argument and asks Ps to identify the premise, 
conclusion and their indicators:

1. �‘Since pain is a state of consciousness, a 
‘mental event,’ it can never be directly observed’ 
(Singer, 1973). 

2. �‘All segregation statutes are unjust because 
segregation distorts the soul and damages the 
personality’ (Luther King, 1963). 

3. �‘Genes and proteins are discovered, not 
invented. Inventions are patentable, discoveries 
are not. Thus, protein patents are intrinsically 
flawed’ (Alroy, 2000). 

4. �‘A meter is longer than a yard. Therefore, since 
this ship is 100 meters long, it is longer than a 
football field’ (Scholars’ Lab). 

5. �‘I hate books. They only teach us to talk about 
what we do not know’ (Rousseau, 1762). 

6. �‘Twenty-eight children in the United States 
were killed by falling television sets between 
1990 and 1997. That is four times as many 
people as were killed by great white shark 
attacks in the twentieth century. Loosely 
speaking, this means that watching ‘Jaws’ on 
TV is more dangerous than swimming in the 
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Pacific’ (‘The Statistical Shark’, 2001). 

7. �‘It is a capital mistake to theorize before one has 
data. Insensibly one begins to twist facts to suit 
theories, instead of theories to suit facts’ (Conan 
Doyle, 1891). 

8. �‘Since 1976, states [in the United States] have 
executed 612 people and released 81 from death 
row who were found to be innocent. Is there any 
reason to believe that the criminal justice system 
is more accurate in non-capital cases? If the 
criminal justice system makes half the mistakes 
in non-capital cases that it makes in capital 
cases, thousands of innocent people live in our 
prisons’ (Moustakis, 2000).

9. �‘Has it ever occurred to you how lucky you are 
to be alive? More than 99% of all creatures that 
have ever lived have died without progeny, but 
not a single one of your ancestors falls into this 
group’ (Dennett, 1995). 

10.�‘Get a job that lets you ‘analyze’ or ‘evaluate’ 
something as opposed to actually ‘doing’ 
something. When you evaluate something you 
get to criticize the work of others. If you do 
something, other people get to criticize you’ 
(Adams, 1996).

(Source: Build a better argument, 2014. Available at:  
https://akoniarriaga.wordpress.com/2014/11/24/build-a-better-

argument-2/) 

2. 	T reminds Ps that premises can come before or after 
conclusions, or they can occur in partial sentences. 

3. 	T asks Ps to work in pairs and compare/discuss 
their answers.

ACTIVITY 3. Identifying characteristics of persuasive 
and argumentative writing (15 minutes) 

1. 	T divides Ps into two groups and gives both groups 
posters and markers. 

2.	 T gives Ps instructions for the activity: the two 
groups are responsible for different types of 
writing: Group 1 for persuasive writing, and Group 
2 for argumentative writing. Their task is to decide 
on the key characteristics specific to that type 
of writing, i.e., argumentative or persuasive and 
reflect it on their posters. 

3. 	When the groups finish both posters, they put them 
up on the wall, and a representative from each 
group presents their poster to the whole group 
followed by a plenary discussion. 

4. 	T distributes the handout which summarises 
the main differences between persuasive and 
argumentative writing:

Subtle but significant differences between 
persuasive writing and argumentative writing

Goal of persuasive writing: to get reader to agree 
with you/your point of view on a particular topic.

Goal of argumentative writing: to get reader to 
acknowledge that your side is valid and deserves 
consideration as another point of view.

General technique of persuasive writing: blends 
facts and emotion in attempt to convince the 
reader that the writer is ‘right’ (Often relies 
heavily on opinion.)

General technique of argumentative writing: 
offers the reader relevant reasons, credible facts, 
and sufficient evidence to show that the writer has 
a valid and worthy perspective.

Starting point of persuasive writing: identify a 
topic and your side.

Starting point of argumentative writing: 
research a topic and then align with one side.

Viewpoint presented in persuasive writing: 
persuasion has a single-minded goal. It is based 
on a personal conviction that a particular way of 
thinking is the only sensible way to think. Writer 
presents one side - his side. (Persuasive writing 
may include ONE opposing point, it is then 
quickly dismissed/refuted.)

Viewpoint presented in argumentative writing: 
acknowledge that opposing views exist, not only 
to hint at what a fair-minded person you are, but 
to give you the opportunity to counter these views 
tactfully in order to show why you feel that your 
own view is the more worthy one to hold. Writer 
presents multiple perspectives, although is clearly 
for one side.

Audience of persuasive writing: needs intended 
audience. Knowing what they think and currently 
believe, the writer ‘attacks’ attempting to persuade 
them to his side.

Audience of argumentative writing: doesn’t need 
an audience to convince. The writer is content 
with simply putting it out there.

Attitude of persuasive writing: persuasive writers 
want to gain another ‘vote’ so they ‘go after’ 
readers more aggressively. Persuasive writing is 
more personal, more passionate, more emotional.

Attitude of argumentative writing: simply to get 
the reader to consider you have an idea worthy 
of listening to. The writer is sharing a conviction, 
whether the audience ends up agreeing or not.
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ACTIVITY 4. Differentiating between persuasive and 
argumentative writing (15 minutes) 

1.	 T distributes the handout and asks Ps to read the 
two essays and identify whether each of them 
represents persuasive or argumentative writing by 
colour-coding the distinctive features of each type 
of writing:

Essay 1.

Animal Testing

Animal testing has benefited human health. People do 
not contract polio anymore because of a vaccine tested 
on animals. Advances in antibiotics, insulin, and other 
drugs have been made possible through research done 
on animals. Animal testing should continue to benefit 
medical research. 

In order for scientists to create new drugs, they have to 
be able to test them. Scientists have found that many 
animals have similar physical processes to humans. 
Watching how a new drug affects an animal makes it 
possible to find out how new drugs might affect the 
human body. 

The cost of animal testing makes it an affordable option. 
Laboratory animals are in abundance. It is easy to breed 
rats and other animals and to keep them in labs. 

Animal testing saves human lives. It would be wrong to 
test new drugs on humans. How many people would 
die because doctors could not administer medication 
before compiling all the information about a new drug? 
When surveyed, 99% of all active doctors in the United 
States stated that animal research has paved the way 
to many medical advancements. An impressive 97% 
of doctors support the continuous use of animals for 
research. Animal testing should be continued for medical 
research. It provides a safe method for drug testing that 
is inexpensive and easy to maintain. Doctors endorse the 
usage of animals for testing. It is possible that the cure 
for AIDS could come about through animal testing. 

	 Type of writing:

Essay 2.

Animal Testing

Medical research involving animals has dramatically 
improved the health of the human race. Without animal 
testing, the cure for polio would not exist and diabetics 
would suffer or die from their disease. Despite these 
benefits, some people believe that animals should be not 
be used for testing medical techniques and drugs. 

This essay will outline the advantages of animal testing. 
Animal testing allows scientists to test and create new 
drugs. Animals such as monkeys or rabbits have similar 

physical processes to humans. This allows scientists to test 
the effects of certain drugs. If a drug produces adverse 
effects in animals, it is probably unfit for human use. 

Animal testing is cheap. There is a large supply of 
animals for medical research. Animals are easily bred and 
maintained safely in controlled labs. The costs of testing 
on humans would be extremely high. 

Many people argue that animal testing is cruel. In some 
cases, this is true. However, it would be much more cruel 
to test new drugs on people or children, or to let people 
die because there was not enough information about 
a drug. Furthermore, legislation in most countries sets 
standards for animal treatment, and laboratories have 
guidelines to prevent cruelty. 

Opponents of animal research also say that information 
from animals does not apply to humans. They point to 
certain commercial drugs, which have been withdrawn 
because of side effects in humans. While it is true that 
animal systems differ from human systems, there are 
enough similarities to apply information from animals 
to humans. 

Animal rights campaigners claim that we don’t need 
new tests because we already have vast amounts of 
information. However, many new deadly infections 
appear every year and new treatments and drugs are 
needed to combat these deadly plagues. 

Animal testing is needed in the world we live in. Our 
responsibility is to manage the animals in our care and 
balance their suffering against the good that comes 
from them.

 	 Type of writing:

Source: Smekens Education Solutions, Inc. (2011). Available at: 
www.SmekensEducation.com 

2.	 T elicits Ps responses, gives feedback and discusses 
the activity in the plenary.

ACTIVITY 5. Developing effective argument: 
Integrating and presenting evidence (20 minutes) 

1. 	T explains that every argument should be supported 
with the evidence and asks Ps to give their 
definitions of evidence and/or some examples.

2. 	Then, on the PowerPoint slide ‘What is evidence?’, T 
shows the definition of ‘evidence’, i.e., facts, reasons, 
personal experience, expert research, statistics. 

3.	 T divides Ps into two small groups distributes the 
handout (see below) and asks the Ps to name the 
type of evidence and integrate them. T asks Ps 
to write down a claim and a counterclaim while 
listening to each other. 

	 T divides Ps into two small groups. Each group 
gets a card with debatable claim. Group 1 gets 
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the card ‘DEBATABLE CLAIM: Year-round school 
IMPROVES students’ academic achievement’ 
and Group 2 gets the card ‘DEBATABLE CLAIM: 
Year-round school DOES NOT improve students’ 
academic achievement’ (see both cards below).

	 First, Ps are asked to read the evidence and fill in 
the box with the evidence type. Then one member 
from each group reads the evidence and the 
member of the opposing group writes a claim or a 
counterclaim to the proposed evidence. 

4. T explains that there are three ways to present 
evidence and shows them on a PowerPoint slide: 
quoting (taking a direct quote and integrating it 
into the essay using quotation marks), paraphrasing 
(expressing a short passage in your own words; 

completely rewriting the passage while retaining 
meaning), and summarising (expressing longer 
excerpts in your own words; conveying the main 
ideas and main points of source material). 

5. T divides the whole group into three groups and 
distributes posters and markers to each group. T 
then asks Ps to make a list of DO’S and DON’T’S 
of each way of presenting evidence on their poster. 

6. When Ps finish the task, T invites each group to 
present their posters to the whole group.

T summarises the whole session by emphasizing 
that presenting precise evidence and integrating it 
is essential in building an argument which makes 
academic writing effective.

Group 1:

DEBATABLE CLAIM: Year-round school IMPROVES students’ academic achievement.

Evidence type?  Evidence
Because students have multiple breaks throughout the year, they experience less 
academic burnout. They have frequent opportunities to refresh and restart their 
learning experience.    

A review of 39 studies confirmed summertime learning loss: test scores drop over 
summer vacation (Cooper, et al., 1996)

Year-round schools have lower drop-out rates (2%) than traditional schools (5%) 
(StatisticBrain.com).

One study of six elementary schools, three on traditional calendars and three on 
year-round schedules, found positive effects of year-round education. The sample 
of students in the year-round schools posted overall test-scores that were higher 
than students at the schools with traditional calendars (Education Week).

I forgot fewer of my math skills over the summer because my summer break was 
so short thanks to year-round school.

 
Group 2:

DEBATABLE CLAIM Year-round school DOES NOT improve students’ academic achievement.

Evidence type?  Evidence
Year-round school and traditional schools are the same academically because they 
both require students to go to school for 180 days per year.     

Bradley McMillan, from the North Carolina Department of Public Instruction, 
examined achievement differences between year-round and traditional calendar 
students using data for more than 345,000 North Carolina public school students. 
He found that achievement in year-round schools was no higher than in traditional 
schools (Education Week).

I get really tired attending year-round school. Because we don’t have an extended 
summer break when I can go to camp or play sports or relax with my friends, it 
just seems like I’m in school endlessly.

In Salt Lake City, Utah, of the district's elementary year-round schools, only 50% 
made Adequate Yearly Progress on standardized tests last year. Eighty percent 
of the traditional calendar elementary schools made Adequate Yearly Progress 
(Deseret News).

The year-round calendar, with its multiple 3-week breaks, offers more chances for 
students to forget concepts and skills than a traditional school calendar with one 
long summer break.
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As noted at the start, these materials were designed in 
response to requests made by English language teaching 
professionals in Higher Educational Institutions in 
Uzbekistan. The conducted needs analysis showed 
that there is a gap in the teaching of academic writing 
in English classes. Thus, the reforms established in 
developing the educational system aim at learning from 
the international experience and implementing the 
findings in the current system. The teaching materials 
included in the article are intended to build the 
evidence and conceptual frameworks for EAP (English 
for Academic Purposes) teachers in preparing, teaching 
and assessing academic writing skills of L2 learners. 
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Appendix A

Seven principles of good feedback practice: 
Facilitating self-regulation 

From the self-regulation model and the research literature on 
formative assessment it is possible to identify some principles 
of good feedback practice. Good feedback practice is broadly 
defined here as anything that might strengthen the students’ 
capacity to self-regulate their own performance. A synthesis 
of the research literature led to the following seven principles. 

Good feedback practice: 

1.	 helps clarify what good performance is (goals, criteria, 
expected standards); 

2.	 facilitates the development of self-assessment (reflection) 
in learning; 

3.	 delivers high quality information to students about their 
learning;

4.	 encourages teacher and peer dialogue around learning;

 5.	 encourages positive motivational beliefs and  
self-esteem; 

6.	 provides opportunities to close the gap between current 
and desired performance; 

7.	 provides information to teachers that can be used to help 
shape the teaching. 

The following sections provide the rationale for each 
principle in terms of the self-regulation and the associated 
research literature. Specific strategies that teachers can use to 
facilitate self-regulation are proposed after the presentation 
of each principle. 

1. Helps clarify what good performance is. 

Students can only achieve learning goals if they understand 
those goals, assume some ownership of them, and can assess 
progress (Sadler, 1989; Black & Wiliam, 1998). In academic 
settings, understanding goals means that there must be a 
reasonable degree of overlap between the task goals set by 
students and the goals originally set by the teacher. This 
is logically essential given that it is the students’ goals 
that serve as the criteria for self-regulation. However, 
there is considerable research evidence showing significant 
mismatches between tutors’ and students’ conceptions of 
goals and of assessment criteria and standards. 

Hounsell (1997) has shown that tutors and students often have 
quite different conceptions about the goals and criteria for 
essays in undergraduate courses in history and psychology 
and that poor essay performance is correlated with the degree 
of mismatch. In a similar vein, Norton (1990) has shown that 
when students were asked to rank specific assessment criteria 
for an essay task they produced quite different rankings from 
those of their teachers, emphasising content above critical 
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thinking and argument. Weak and incorrect conceptions of 
goals not only influence what students do but also the value 
of external feedback information. If students do not share (at 
least in part) their teacher’s conceptions of assessment goals 
(and criteria and standards) then the feedback information 
they receive is unlikely to ‘connect’ (Hounsell, 1997). In this 
case, it will be difficult for students to evaluate discrepancies 
between required and actual performance. It is also important 
to note here that feedback not has not only has a role in 
helping guide students towards academic goals but, over 
time, it also has a role in helping clarify what these goals are 
(Sadler, 1989). 

One way of clarifying task requirements (goals/criteria/
standards) is to provide students with written documents 
containing statements that describe assessment criteria and/
or the standards that define different levels of achievement. 
However, many studies have shown that it is difficult to make 
assessment criteria and standards explicit through written 
documentation or through verbal descriptions in class (Rust, 
Price & O’Donovan, 2003). Most criteria for academic tasks 
are complex, multidimensional (Sadler, 1989) and difficult to 
articulate; they are often ‘tacit’ and unarticulated in the mind 
of the teacher. As Yorke (2003) notes: 

Statements of expected standards, curriculum 
objectives or learning outcomes are generally 
insufficient to onvey the richness of meaning that is 
wrapped up in them (p.480).

Hence there is a need for strategies that complement written 
materials and simple verbal explanations. An approach that 
has proved particularly powerful in clarifying goals and 
standards has been to provide students with ‘exemplars’ of 
performance (Orsmond, Merry and Reiling, 2002). Exemplars 
are effective because they make explicit what is required 
and they define a valid standard against which students can 
compare their work. 

Other strategies that have proved effective in clarifying 
criteria, standards and goals include: (i) providing better 
definitions of requirements using carefully constructed criteria 
sheets and performance level definitions; (ii) increasing 
discussion and reflection about criteria and standards in 
class (e.g. before an assignment); (iii) involving students in 
assessment exercises where they mark or comment on other 
students’ work in relation to defined criteria and standards; 
(iv) workshops where students in collaboration with the 
teacher devise or negotiate their own assessment criteria for 
a piece of work. These strategies exemplify increasing levels 
of self-regulation. 

2. �Facilitates the development of self-assessment (reflection) 
in learning

As suggested earlier, one effective way to develop self-
regulation in students is to provide them with opportunities 
to practise regulating aspects of their own learning and 
to reflect on that practice. Students are (to some extent) 
already engaged in monitoring gaps between internally set 
task goals and the outcomes that they are generating (both 
internal and external). This monitoring is a by-product of 
such purposeful engagement in a task (Figure 1). However, 
in order to build on this, and to develop systematically the 
learner’s capacity for self-regulation, teachers need to create 
more structured opportunities for self-monitoring and the 
judging of progression to goals. Self-assessment tasks are 
an effective way of achieving this, as are activities that 
encourage reflection on learning progress. 

Over the last decade there has been an increasing interest in 
self-assessment in higher education (Boud, 1995). Research 
shows that, when suitably organised, self-assessment 
can lead to significant enhancements in learning and 
achievement. For example, McDonald and Boud (2003) have 
shown that training in self-assessment can improve students’ 
performance in final examinations. Also, Taras (2001; 
2002; 2003) has carried out a number of studies on student 
self-assessment in higher education which have shown 
positive benefits. In one study, students were trained in self-
assessment under two conditions: self-assessment prior to 
peer and tutor feedback and self-assessment with integrated 
tutor feedback. The latter condition involved students self-
assessing after they had received tutor feedback. The results 
showed that while both conditions benefited learning, self-
assessment with integrated tutor feedback helped students 
identify and correct more errors (those that they or peers 
had not been aware of) than self-assessment prior to peer or 
tutor feedback. Interestingly, this study not only shows the 
benefits of integrating external and internal feedback, but 
it also shows ways of helping students internalise and use 
tutor feedback. 

In developing self-assessment skills, it is important to engage 
students in both identifying standards/criteria that will apply 
to their work (discussed in principle 1 above) and in making 
judgements about how their work relates to these standards 
(Boud, 1986). While structured opportunities for training 
in self-assessment are important there are other ways of 
supporting the development of these skills. One approach 
is to provide students with opportunities to evaluate and 
provide feedback on each other’s work. Such peer processes 
help develop the skills needed to make objective judgements 
against standards, skills which are transferred when students 
turn to producing and regulating their own work (Boud, 
Cohen and Sampson, 1999; Gibbs, 1999). Another approach 
is to create frequent opportunities for reflection by students 
during their study. Cowan (1999) identifies ways that 
this can be done both in the context of simple classroom 
activities and during longer-term projects. 

Other examples of structured reflection and self-assessment 
are varied and might include students: (i) requesting the 
kinds of feedback they would like when they hand in work; 
(ii) identifying the strengths and weaknesses in their own 
work in relation to criteria or standards before handing it in 
for teacher feedback; (iii) reflecting on their achievements 
and selecting work in order to compile a portfolio; (iv) 
reflecting before a task on achievement milestones and 
reflecting back on progress and forward to the next stage of 
action (Cowan, 1999).

3. �Delivers high quality information to students about their 
learning. 

While research shows that teachers have a central role in 
developing their students’ own capacity for self-regulation, 
they are also a crucial source of external feedback. Feedback 
from teachers is a source against which students can evaluate 
progress and check out their own internal constructions of 
goals, criteria and standards. Moreover, teachers are much 
more effective in identifying errors or misconceptions in 
students’ work than peers or the students themselves. In 
effect, feedback from teachers can help substantiate student 
self-regulation. 

In the research literature, there is little consensus about 
what constitutes good quality external feedback. Quality is 
defined quite broadly and tends to be discussed in relation 
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to student needs and teacher-defined goals. For example, 
most researchers and textbook writers (e.g. Freeman and 
Lewis, 1998) are concerned that feedback to students might 
be delayed, not relevant or informative, that it might focus 
on low level learning goals or might be overwhelming in 
quantity or deficient in tone (i.e. too critical). For these 
researchers, the way forward is to ensure that feedback is 
provided in a timely manner (close to the act of learning 
production), that it focuses not just on strengths and 
weaknesses but also on offering corrective advice, that it 
directs students to higher order learning goals and that 
it involves some praise alongside constructive criticism. 
While each of these issues is important, there is a need for 
a more focused definition of quality in relation to external 
feedback, a definition that links more closely to the idea of 
self-regulation. Hence it is proposed here that:

Good quality external feedback is information that 
helps students trouble-shoot their own performance 
and self-correct: that is, it helps students take action 
to reduce the discrepancy between their intentions and 
the resulting effects.

In this context, it is argued that where feedback is given it is 
important that it is related to (and that students understand 
its relation to) goals, standards or criteria. Moreover, from 
this definition it is clear that external feedback should 
also help convey to students an appropriate conception of 
the goal. This is not always the case. For example, it has 
become common practice in recent years to devise feedback 
sheets with assessment criteria as a way of informing 
students about task requirements and of providing consistent 
feedback in relation to goals (where there are a number of 
assessors). However, Sadler (1983) has argued that the use of 
criteria sheets often has unwanted effects in relation to essay 
assessments: for example, if there are a large number of 
criteria (12-20) this may convey to the student a conception 
of an the essay as a list of things to be done (ticked off) rather 
than as a holistic process (e.g. involving the production of 
a coherent argument supported by evidence). So as well 
as relating feedback to criteria and goals, teachers should 
also be alert to the fact that instruments they use to deliver 
feedback might adversely influence students’ conceptions of 
the expected goals.

In the literature on essay assessment, some researchers have 
tried to formulate guidelines regarding the quantity and tone 
of feedback comments that, when analysed, show a close 
correspondence with the principle underlying the above 
definition of feedback quality. For example, Lunsford (1997) 
examined the written feedback comments given by writing 
experts on students’ essays. From his analysis he made 
two proposals. Firstly, that three well thought out feedback 
comments per essay was the optimum if the expectation 
was that students would act on these comments. Secondly, 
and more importantly, these comments should indicate to 
the student how the reader (the teacher) experienced the 
essay as it was read (i.e. playing back to the students how 
the essay worked) rather than offer judgemental comments. 
Such comments would help the student grasp the difference 
between his or her intentions (goals) and the effects of the 
writing. Lunsford also advises that the comments should 
always be written in a non-authoritative tone and where 
possible they should offer corrective advice (both about the 
writing process as well as about content) instead of just 
information about strengths and weaknesses. In relation to 
self-regulation, Lunsford’s reader response strategy supports 
the shift from feedback provided by the teacher to students’ 

evaluating their own writing.

The literature on external feedback is undeveloped in terms 
of how teachers should frame feedback comments, what 
kind of discourse should be used, how many comments are 
appropriate and in what context they should be made. Much 
more research is required in this area. One fruitful area of 
investigation is that, currently being conducted by Gibbs and 
Simpson (in press), on the relationship between feedback and 
the time students spend on task. They have shown that if 
students receive feedback often and regularly it enables better 
monitoring and self-regulation of progress by students. Other 
research is investigating the strengths of alternative modes 
of feedback communication (e.g. audio feedback, computer 
feedback) and of alternative ways of producing feedback 
information (e.g. poster productions where students get 
feedback by comparing their work with that of other students) 
(Hounsell, 2004; Hounsel & McCune, 2003).

Further strategies that increase the quality of teacher 
feedback based on the definition given above and on 
traditional research include: (i) making sure that feedback 
is provided in relation to pre-defined criteria but paying 
particular attention to the number of criteria; (ii) providing 
timely feedback – this means before it is too late for 
students to change their work (i.e. before submission) 
rather than just, as the research literature often suggests, 
soon after submission; (iii) providing corrective advice, not 
just information on strengths/weaknesses; (iv) limiting the 
amount of feedback so that it is actually used; (v) prioritising 
areas for improvement; (vi) providing online tests so that 
feedback can be accessed anytime, any place and as many 
times as students wish.

4. �Encourages teacher and peer dialogue  
around learning. 

In the self-regulation model, for external feedback to 
be effective it must be understood and internalised by 
the student before it can be used to make productive 
improvements. Yet in the research literature (Chanock, 2000; 
Hyland, 2000) there is a great deal of evidence that students 
do not understand the feedback given by tutors (e.g. ‘this 
essay is not sufficiently analytical’) and are therefore not be 
able to take action to reduce the discrepancy between their 
intentions (goals) and the effects they would like to produce 
(i.e. the student may not know what to do to make the 
essay ‘more analytical’). External feedback as a transmission 
process involving ‘telling’ ignores the active role the student 
must play in constructing meaning from feedback messages 
and of using this to regulate performance. 

One way of increasing the effectiveness of external 
feedback and the likelihood that the information provided is 
understood by students is to conceptualise feedback more as 
dialogue rather than as information transmission. Feedback 
as dialogue means that the student not only receives 
initial feedback information but also has the opportunity 
to engage the teacher in discussion about that feedback. 
Some researchers maintain that teacher-student dialogue is 
essential if feedback is to be effective in higher education 
(Laurillard, 2002). Freeman and Lewis (1998) argue that the 
teacher ‘should try to stimulate a response and a continuing 
dialogue – whether this be on the topics that formed the 
basis of the assignment or aspects of students’ performance 
or the feedback itself’ (p51). Discussions with the teacher help 
students to develop their understanding of expectations and 
standards, to check out and correct misunderstandings and 
to get an immediate response to difficulties.
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Unfortunately, with large class sizes it can be difficult 
for the teacher to engage in dialogue with students. 
Nonetheless, there are ways that teachers might increase 
feedback dialogue even in these situations. One approach is 
to structure small group break-out discussions of feedback 
in class after students have received written comments on 
their individual assignments. Another approach is to use 
classroom technologies. These technologies help collate 
student responses to in-class questions (often multiple-
choice questions) using handset devices. The results are 
feed back to the class visually as a histogram. This collated 
feedback has been used as a trigger for peer discussion (e.g. 
‘convince your neighbour that you have the right answer’) 
and teacher-managed discussion in large classes (e.g. Nicol 
and Boyle, 2003; Boyle and Nicol, 2003). 

These studies identify another source of external feedback 
to students – their peers. Peer dialogue enhances in students 
a sense of self-control over learning in a variety of ways. 
Firstly, students who have just learned something are often 
better able than teachers to explain it to their classmates in 
a language and in a way that is accessible. Secondly, peer 
discussion exposes students to alternative perspectives on 
problems and to alternative tactics and strategies. Alternative 
perspectives enable students to revise or reject their initial 
hypothesis and construct new knowledge and meaning 
through negotiation. Thirdly, by commenting on the work 
of peers, students develop detachment of judgement (about 
work in relation to standards) which is transferred to the 
assessment of their own work (e.g. ‘I didn’t do that either’). 
Fourthly, peer discussion can be motivational in that it 
encourages students to persist (see, Boyle and Nicol, 2003). 
Finally, it is sometimes easier for students to accept critiques 
of their work from peers rather than tutors. 

Dialogical feedback strategies that support self-regulation 
include: (i) providing feedback using one-minute papers in 
class (see, Angelo and Cross, 1993); (ii) reviewing feedback 
in tutorials where students are asked to read the feedback 
comments they have been given earlier on an assignment and 
discuss these with peers (they might also be asked to suggest 
strategies to improve performance next time); (iii) asking 
students to find one or two examples of feedback comments 
that they found useful and to explain how they helped (iv) 
having students give each other descriptive feedback on their 
work in relation to published criteria before submission; (iv) 
group projects especially where students discuss criteria and 
standards before the project begins.

5. �Encourages positive motivational beliefs  
and self-esteem.

Motivation and self-esteem play a very important role in 
learning and assessment. Studies by Dweck (1999) show 
that depending on their beliefs about learning students 
possess qualitatively different motivational frameworks. These 
frameworks affect both students’ responses to external feedback 
and their commitment to the self-regulation of learning. 

Research in school settings has shown that frequent high 
stakes assessment (where marks or grades are given) has a 
‘negative impact on motivation for learning that militates 
against preparation for lifelong learning’ (Harlen & Crick, 
2003). Dweck (1999) argues that such assessments encourage 
students to focus on performance goals (passing the test, 
looking good) rather than learning goals (mastering the 
subject). In one study, Butler (1988) demonstrated that 
feedback comments alone increased students’ subsequent 
interest in learning when compared with two other controlled 

situations, one where only marks were given and the other 
where students were given feedback and marks. Butler 
argued that students paid less attention to the comments 
when given marks and consequently did not try to use the 
comments to make improvements. This phenomenon is also 
commonly reported by academics in higher education. 

Butler (1987) has also argued that grading student 
performance has less effect than feedback comments because 
it leads students to compare themselves against others 
(ego-involvement) rather than to focus on the difficulties 
in the task and on making efforts to improve (task 
involvement). Feedback given as grades has also been shown 
to have especially negative effects on the self-esteem of low 
ability students (Craven, Marsh & Debus, 1991). 

Dweck (1999) has interpreted these findings in terms of a 
developmental model that differentiates students into those 
who believe that ability is fixed and that there is a limit to 
what they can achieve (the ‘entity view’) and those that believe 
that their ability is malleable and depends on the effort that is 
input into a task (the ‘incremental view’). These views affect 
how students respond to learning difficulties. Those with an 
entity view (fixed) interpret failure as a reflection of their 
low ability and are likely to give up whereas those with an 
incremental view (malleable) interpret this as a challenge or an 
obstacle to be overcome and increase their effort. Grant and 
Dweck (2003) have confirmed the validity of this model within 
higher education as have Yorke and Knight (2003) who found 
that about one-third of a sample of 2269 undergraduates 
students in first and final years, and across a range of 
disciplines, held beliefs in fixed intelligence. 

Although this is an under-explored area of research in 
HE, there is evidence that teachers can have a positive or 
negative effect on motivation and self-esteem. They can 
influence both the goals that students set (learning or 
performance goals) as well as their commitment to those 
goals. Praising effort and strategic behaviours, and focusing 
students through feedback on learning goals, leads to higher 
achievement than praising ability or intelligence. The latter 
can result in a learned-helplessness orientation (Dweck, 
1999). As Black and Wiliam (1998) note, feedback that draws 
attention away from the task and towards self-esteem can 
have a negative effect on attitudes and performance. In other 
words, it is important that students understand that feedback 
is an evaluation, not of the person but of the performance in 
context. This holds true whether the feedback derives from 
an external source or is generated through self-assessment. 

These studies on motivation and self-esteem are important - 
they help explain why students often fail to self-regulate. In 
terms of teaching practice they suggest that motivation and 
self-esteem are more likely to be enhanced when a course 
has many low-stakes assessment tasks, with feedback geared 
to providing information about progress and achievement, 
rather than high stakes summative assessment tasks where 
information is only about success or failure or about 
how students compare with their peers (e.g. grades). Other 
strategies that help encourage high levels of motivation and 
self-esteem include: (i) providing marks on written work only 
after students have responded to feedback comments (Gibbs, 
1999); (ii) allocating time for students to re-write selected 
pieces of work – this would help change students’ expectations 
about purpose and learning goals; (iii) automated testing with 
feedback; (iv) drafts and resubmissions.

6. �Provides opportunities to close the gap between current 
and desired performance. 
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So far, feedback has been discussed from a cognitive 
or informational perspective and from a motivational 
perspective. However, in terms of self-regulation we must 
also consider how feedback influences behaviour and 
the academic work that is produced. According to Yorke 
(2003), two questions might be asked regarding external 
feedback. First, is the feedback of the best quality and 
second, does it lead to changes in student behaviour? 
Many writers have focused on the first question but the 
second is equally important. External feedback provides an 
opportunity to close a gap between current performance and 
the performance expected by the teacher. 

As Boud notes: 

The only way to tell if learning results from feedback 
is for students to make some kind of response to 
complete the feedback loop (Sadler, 1989). This is 
one of the most often forgotten aspects of formative 
assessment. Unless students are able to use the 
feedback to produce improved work, through for 
example, re-doing the same assignment, neither they 
nor those giving the feedback will know that it has 
been effective (2000, p158).

In the self-regulation model (Figure 1), Boud’s arguments 
about closing the performance gap might be viewed in two 
ways. First, closing the gap is about supporting students 
while engaged in the act of production of a piece of work 
(e.g. essays, presentations). Second, it is about providing 
opportunities to repeat the same ‘task-performance-external 
feedback cycle’ by, for example, allowing resubmission. 
External feedback should support both processes: it should 
help students to recognise the next steps in learning and how 
to take them, both during production and in relation to the 
next assignment. 

Supporting the act of production requires the generation of 
concurrent or intrinsic feedback that students can interact 
with while engaged in an assessment task. This feedback 
would normally be built into the task (e.g. a group task with 
peer interaction, or a computer simulation) or the task might 
be broken down into components each associated with its 
own feedback. Many forms of electronic feedback (e.g. online 
simulations) can be automatically generated to support task 
engagement (Bull & McKenna, 2004). Providing feedback at 
subtask level is not significantly different from other forms 
of feedback described in this paper. 

In higher education, most students have little opportunity to 
use directly the feedback they receive to close the performance 
gap especially in the case of planned assignments. Invariably 
they move on to the next assessment task soon after 
feedback is received. While not all work can be re-submitted, 
many writers argue that re-submissions should play a more 
prominent role in learning (Boud, 2000). Also, greater 
emphasis might need to be given to providing feedback 
on work-in-progress (e.g. on structures for essays, plans 
for reports, sketches) and to encouraging students to plan 
the strategies they might use to improve subsequent work 
(Hounsell, 2004). 

The following are some specific strategies to help students use 
external feedback to regulate and close the performance gap: (i) 
provide feedback on work in progress and increase opportunities 
for resubmission; (ii) introduce two stage assignments where 
feedback on stage one helps improve stage two (Gibbs, 2004); 
(iii) teachers might model the strategies they would use to 
close a performance gap in class (e.g. model how to structure 

an essay when given a new question); (iv) specifically provide 
some ‘action points’ alongside the normal feedback provision; 
(v) involve students in groups in identifying their own action 
points in class after they have read the feedback on their 
assignments. The latter strategy would integrate feedback into 
the teaching and learning process and involve the students 
more actively in the generation and planned use of feedback.

7. Provides information to teachers that can be used to help 
shape the teaching. 

Good feedback practice is not only about providing accessible 
and usable information that helps students improve their 
learning, but it is also about providing good information to 
teachers. As Yorke (2003) notes:

The act of assessing has an effect on the assessor as 
well as the student. Assessors learn about the extent 
to which they [students] have developed expertise and 
can tailor their teaching accordingly (p.482).

In order to produce feedback that is relevant and 
informative and meets students’ needs, teachers 
themselves need good data about how students 
are progressing. They also need to be involved in  
reviewing and reflecting on this data and in taking action 
to help support the development of self-regulation in  
their students. 

In the self-regulation model information about students 
only becomes available when the learning outcomes are 
translated into public performances and products. Teachers 
help generate this public information about students through 
a variety of methods – by setting assessment tasks, by 
questioning of students in class and by observing behaviour 
(e.g. presentations). Such information helps teachers uncover 
student difficulties with subject matter (e.g. conceptual 
misunderstandings) and with study methods.

Frequent assessment tasks, especially diagnostic tests, can 
help teachers generate cumulative information about students’ 
levels of understanding and skill so that they can adapt their 
teaching accordingly. This is one of the key ideas behind the 
work in the US of Angelo and Cross (1993). They have shown 
how teachers can gain regular feedback information about 
student learning within large classes by using variants of 
the one-minute paper – questions that are posed to students 
before a teaching session begins and responded to at the end 
of the session (e.g. What was the most important argument in 
this lecture? What question remains uppermost in your mind 
now at the end of this teaching session?). These strategies 
can be adapted to any classroom situation or discipline. 
Moreover, they help develop in students important meta-
cognitive skills such as the ability to think holistically and to 
identify gaps in understanding (Steadman, 1998). 

As well as giving feedback to the teacher, one-minute papers 
can also be used to provide feedback to the student (e.g. 
when teachers replay some of the student responses to the 
one-minute paper in class at the next teaching session). 
Indeed, this approach allows teachers and students to share, 
on a regular basis, their conceptions about both the goals 
and processes of learning (Stefani & Nicol, 1997) thus 
supporting academic self-regulation. 

Other strategies available to teachers to help generate and 
collate quality information about student learning include (i) 
having students request the feedback they would like when 
they make an assignment submission (e.g. on a proforma 
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with published criteria); (ii) having students identify where 
they are having difficulties when they hand in assessed 
work; (iii) asking students in groups to identify ‘a question 
worth asking’, based on prior study, that they would like to 
explore for a short time at the beginning of the next tutorial.

Source: Nicol, D. J., & Macfarlane-Dick, D. (2006). Formative assessment 
and self-regulated learning: A model and seven principles of good feedback 
practice. Studies in Higher Education, 31(2), 199-218.
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Thank you for agreeing to this interview, Heather.

1. �What got you interested in writing an  
ELT coursebook?

As with so many TEFLers, I just fell into the job – right 
time, right place. I was working at Leeds Metropolitan 
University, mainly as a CELTA trainer, when a new 
reader, Brian Tomlinson, joined our team, and the rest 
is history! I was invited to do a two-week materials 
development training course (in 2001, I think) led 
by Brian Tomlinson and Hitomi Masuhara, which 
opened my eyes to the world of materials. What 
really interested me was the interface between theory 
and practice in materials and the reflective nature of 
the training course. After that, I was included in the 
materials development team led by Brian. Our projects 
included a primary series and a junior high coursebook 
series for China, and other projects for Ethiopian 
teachers. I was involved as co-author for all these 
projects and learned so much in the process.

2. �How did you get the contract to write  
this coursebook?

Again, right time, right place, in a way. I was at an ELT 
Journal drinks reception at IATEFL and heard about a 
coursebook writing opportunity that was coming up 
with Oxford University Press. It was actually advertised 
quite widely on social media etc., and anyone could 
apply by sending in a short materials sample and (if I 
remember rightly) sending in a CV and answering a few 
questions. I decided I had nothing to lose, so sent in my 
sample. A selection process with three different stages 
followed, whereby shortlisted applicants attended 
workshops in Oxford, then submitted further samples, 
etc. Each time, the group got smaller, and the process 
became more nerve-wracking, until the coursebook 
author team was finalised. 

3. �[if you are willing to specify] What is the name of 
the coursebook and the publisher?

Navigate B1+, published by Oxford University Press.

4. �What were the parameters you were given by the 
publisher, with regard to structure, number of 
units, topics, activity types, CEFR etc.?

Interestingly, many of these were discussed at length 
in the workshops we attended in Oxford during the 

selection process. I remember us considering a number 
of options with regard to unit structure in particular: 
what would the unique features of the book be, and how 
would they be incorporated into the materials? However, 
some decisions had already been made by the publisher, 
such as what levels would be offered, and what the 
target market would be. Extensive market research had 
also been done before the authors were recruited, which 
shaped parameters related to the style of the book.

Before we started writing, we had a unit structure to 
work with, and we knew the number of units. The first 
task for authors, once contracts started, was to design 
the ‘Scope and Sequence’ of the book. This is where 
topics, grammar and skills syllabuses etc. were worked 
out, with reference to the CEFR.

5. �What was the procedure with respect to the 
publisher – did you submit the outline, unit by 
unit, the whole book or what?

After the Scope and Sequence was submitted, then 
the deadlines came thick and fast. Co-author teams 
would submit three or four draft units at a time, and 
deadlines for second and third drafts were also built 
into the schedule once a complete draft had been 
written. Feedback came from the editors a few weeks 
after we sent in our draft chapters.

6. �What was the methodology/approach you took, or 
were asked to take, in the materials?

The coursebook has a multi-syllabus, with grammar, 
vocabulary, functions and skills syllabuses woven 
through. The methodology was broadly a ‘weak’ 
communicative approach, but with tasks with clear 
outcomes at the end of lessons. Grammar was generally 
presented in semi-authentic texts and there was a 
certain amount of self-discovery. Productive skills 
work was organised according to genres or functions, 
and receptive skills work included a clear focus 
on bottom-up subskills, with micro-skill practice 
incorporated into lessons as well as more traditional 
top-down tasks.

7. �Your coursebook was co-written. What was the 
process/procedure that yourself and your co-writer 
adopted when writing the material? 

My co-author and I lived on different continents and 
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in different time zones, so we always met virtually. 
We would take a unit each and exchange our draft 
units by email before meeting up on Skype to discuss 
them. We would also talk about problems we were 
having/dilemmas we were facing in between meetings, 
by email. Once we got to the second draft stage, we 
sometimes worked on each other’s first drafts, which 
was an interesting way to work.

8. �What were the positives of working within the 
parameters set by the publisher?

It was good to have clear guidance about the style 
and ‘flavour’ of the book, for example, the majority 
of texts had to be information-rich and aimed at 
adults. The unit structure was clear, and we also had 
clear guidance about how many activities should be 
included in a spread, how long texts should be, and so 
on. We had a clear idea who our coursebook was aimed 
at, which really helped us to visualise the materials 
being used in the classroom.

9. �What were the constraints of working within the 
parameters set by the publisher?

Honestly, the constraints were the most difficult part of 
writing for publication, for me. Constraints are positive 
and workable to a point, but when we had so many 
operating at the same time, for example vocabulary 
syllabus, PARSNIP1 and other cultural constraints, 
writing interesting, clear texts of the right length, at 
the right level and without copyright issues, and with 
enough examples of the target grammar and recycling 
previous items, the task of writing a lesson became 
much, much more difficult.

10. �Was there anything that you would have liked to 
have done, done differently or included, that the 
publishers rejected or didn’t allow?

In retrospect, some of my ideas for topics were terrible 
and I don’t blame the publishers for rejecting them at 
all! There were other topics and texts that I disagreed 
about – but I think that is the case on every project. 

I think through personal choice I would have included 
more authentic texts and more materials of the type I 
would use myself, with more freedom for the teacher, 
for example. One of the things I learnt by writing for 
publication, however, is that you have to write for 
teachers who are quite different for yourself: teachers 
who are trained in a different way, who are L2 English 
speakers, or who are teaching in a different part of the 
world. You have to accept that not everyone teaches in 
the same way as you.

11. �Do you have any other coursebooks in the 
pipeline?

Not at the moment – it wouldn’t be possible to fit that 
in my schedule now. I went part-time at work to work 
on the Navigate project but that was really a one-off.

12. �Any other comments you would like to add?

Never underestimate how much work is involved in 
writing a coursebook! Having said that, any budding 
materials writers out there, get out there and network 
with others in our profession. Get to know people, go to 
conferences, etc. You never know where it might lead! 

Thank you very much for sharing your experiences with 
Folio readers.

1. �The acronym PARSNIP stands for the topics that tend to be avoided in coursebooks for reasons of cultural sensitivity: 
politics, alcohol, religion, sex, narcotics, ideologies, pork.
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The interview with Professor Brian Tomlinson 
was part of the culmination for the course 
Language Learning Materials Development, 

which is a requirement for the Bachelor in Secondary 
Education major in English program at Leyte Normal 
University, Tacloban City, Philippines. The event was 
held on April 28th, 2021, at 6:00 pm (Philippine time) 
via Google Meet, attended by more than a hundred 
third year university students, with Professor Brian 
Tomlinson, leading expert on materials development 
for language learning, as guest speaker. The session 
was in a question and answer format, where selected 
students had the chance to ask questions which were 
comprehensively answered by Professor Tomlinson.  

How important is material development towards 
facilitating student learning?

Professor Tomlinson: Actually, very, very important. 
It is actually a tool to acquire a language without 
using materials at all from natural exposure because  
massive exposure is one of the key principles of 
language acquisition. 

I have worked in Africa, most people speak three, 
four, five languages without any instruction but 
those conditions which are massive exposure to the 
language in use is a real motivation. There is a real 
need of one to learn the language/s and opportunities 
to use it. Here we are talking about students in an 
institution. Now, what I would say is that materials 
help to create those conditions, they don’t really need 
materials to teach them about a language. They don’t 
really need materials to give them practice. In my view, 
they need materials to provide this basic pre-requisite 
of exposure. Therefore, materials must include this 
exposure to the language in use and they cannot 
assume that the student is motivated. They cannot 
assume that the student really needs the language. 

Now, I ask you how many students actually really need, 
and how many really want English? Now, those are 
necessary conditions but it is possible to create them 
through materials. It is possible by setting tasks for 
example, and providing texts which are engaging, which 
engage the feelings, the emotions, the experiences of the 
learner. Affective engagement, cognitive engagement. 
Okay? Now, if we can do that through materials, 

provide this massive exposure to the language in use 
which is comprehensible, which is recycled and which 
is meaningful to the learner and that connects to their 
experience, and we can engage the learner in reading, 
listening, in doing, then the materials are doing the job 
which we really want them to do. 

Alright, now having said that I’m quite notorious 
for sometimes saying that materials can prevent 
language acquisition. And I have witnessed this. 
I have worked in nine different countries all over 
the world and I have seen materials which are so 
impoverished, so boring, so unengaging, that they are 
actually preventing language acquisition. So, what I’m 
saying is materials development is potentially vital to 
students’ learning. But it’s got to be the right sort of 
materials development - materials development which 
is informed by principles of language acquisition, by 
what we know about language learning.  

Aside from books, what are the other language learning 
materials which can be applied consistently regardless 
of the modifications of the curriculum?

Professor Tomlinson: I better start with my definition of 
language learning materials because we tend to think 
of language learning materials as textbooks and not 
as our experience as teachers and as learners. I argue 
that language learning materials can be anything 
which can be facilitative to language acquisition, so, 
obviously, other types of materials would be digital 
materials, would be video, would be film, would be 
newspapers, would be magazines, would be comics 
and so on. And there are also, less obvious things. 
I’m a great believer in encouraging learners to look 
for English outside the classroom, and in many places 
where I go people say to me, “Oh! There is no English 
outside the classroom”. Then, I challenge the learners 
for homework to find as much English as possible. 

Now, I’ve been to the Philippines once, but I’m pretty 
sure there’s a lot of English on shops, on adverts, on 
posters, on notices, in newspapers, and all around in 
the environment. And these are vital facilitators of 
learning. And I get learners to actually take photos of 
notices and advertisements and to bring them to class. 
And I get people to work out of what they mean. 
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And I give you an example. Has anyone been to 
Indonesia? I used to live in Indonesia and I couldn’t 
speak the national language (Bahasa Indonesia). But 
when I was driving home, from work, which could take 
sometimes two hours because of the traffic, I used to 
look at notices in Indonesian. And I remember getting 
stuck for maybe 30 minutes in the traffic and there was 
a big notice by the side of the road. And four words on 
the notice: mobil, tuci, aiaa,panas. Mobil, M-O-B-I-L; 
tuci, T-U-C-I; aiaa is A-I-A- A; panas, P-A-N-A-S. I 
have no idea what it means but in that environment 
I could see quite a few cars. So, I thought mobil uh, 
maybe it’s a petrol station - and I looked but I couldn’t 
see any petrol pumps. And then, that night I went to 
a restaurant. In Indonesia, in most restaurants, you 
eat with your hands so you wash your hands before 
eating. I noticed by the wash basin, it said, tuci - so 
something to do with ‘wash’. And then the next day, 
I went to buy some drinking water from a shop and 
I asked for water and the lady said, “Uh, you mean, 
aiaa?” and on the bottle was the word aiaa. So wait 
a minute. So, mobil, tuci, has something to do with 
washing and cars and water. 

And then I went to another restaurant and I like my 
food very spicy, very hot. So, I asked the waitress, 
“Please make it hot”. And she said, “You mean, panas 
or pedas?” and I asked her to explain the difference, 
“Panas is hot. Yeah, panas means hot in temperature; 
pedas means spice and chilli”. The next day, I drove 
past, the same notice, and noticed people were 
washing their cars. So, mobil, tuci, aiaa, panas —car 
wash with hot water. 

So remember that learners find out things for 
themselves and make the effort to understand. So, this 
learner involvement I think, is crucial. 

I am a great believer in extensive reading. Extensive 
reading has been demonstrated to be the most valuable 
way of helping learners acquire communicative 
competence. And again, in Indonesia, I was encouraging 
teachers on my course to use extensive reading. But 
teachers said, “We have no books, we have no money”. 
So, one teacher came up with a wonderful idea, she 
presented the class with a box and she said to the class, 
“We’ve got a library. We’ve got a class library. Come 
and see”. And all the kids ran to look in the box and 
it was empty and the kids were very angry, “It’s only 
a box! It is not a library!” And she said, “Oh it is! This 
is your library. You’re going to fill it with interesting 
things to read. Your homework tonight, everybody, 
is to try to find something interesting in English, 
and bring it to class on Friday”. So, 40 kids in the 
class, each one manages to bring something. Some of 
them were books, some newspapers, some magazines, 
some were just packets - like a corn flake packet, and 
some of the kids actually looked up in the telephone 
directory and found some names and they went to 
people’s houses, “Excuse me, do you have anything 

interesting to read in English?” 

So, on the Friday, they had 40 things in the box to 
read. Some of them were books but most of them 
weren’t. And every week for ten weeks, they did this. 
So, in ten weeks’ time, they had 400. And the teacher 
had to do nothing when she came up with the idea. 
And the students came up the materials. 

So, I’m really saying that this is an important addition 
to books. Books can give this sense of security and 
they are complete and they are professional. But, in 
addition, the learners can find many, many things for 
themselves giving vital language exposure and ideally, 
in a motivated way. 

Does the reliance on new technologies and electronic 
materials in language learning material development 
pose any risk or some kind of danger to both the 
content creators and learners? And if there are, what 
are they?

Professor Tomlinson: The new technology gives us 
wonderful new opportunities to access the language in 
use and the ability to use it. 

I've worked on digital materials in various courses. I've 
been disturbed by the creators, because they're more 
concerned with the technology than they are with the 
learning opportunities provided by the materials. But 
digital materials - you can use whenever you want to 
use them. They offer things which folks don't, and they 
offer possibilities of interaction where technology gives 
feedback on what you've done. So these affordances 
are real. And we should take advantage of them and 
welcome them. 

But what I found out was that for many content 
creators, instead of the content, they're more interested 
in the technology. And many of the materials are 
very disappointing because they're simply doing what 
could be done in a book, but they're doing it at greater 
expense. So it is costing more for these materials 
which are not doing anything the book couldn't do. 
We are talking about filling in the blanks, matching 
activities, sentence completion activities. Now digital 
materials create colours, sound and give answers. It's 
not really using the affordances of technology. And 
there's also a danger there that the learners are feeling 
that this is really wonderful, but are not actually 
gaining much from it. 

For example, I did a study on creativity in primary 
school, the question was, “do electronic materials 
facilitate creativity?” And I can't remember how many 
schools, maybe four or five schools were involved. 
And what I found was, in the school which was well-
resourced, it didn't really make any difference to the 
students. In the schools which are not well-resourced 
where students had to share a computer, there wasn't 
much increase in creativity and the simple reason was, 
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in those schools, it wasn't the materials themselves 
which increased the creativity, it was the learners' 
interaction when using them. And when they were 
doing so, they had to interact, they had to talk with 
each other. It was the learners' interaction which was 
facilitating language acquisition and creativity.

Over 30 years ago, there was a lot of research 
which said the most valuable resource of learners 
and the most valuable source of communication is  
interaction between learners, especially if it is 
cooperative, so a group of learners working on a task gains  
social coherence. 

Now, going back to the question, the biggest danger 
with electronic materials is if they are actually 
preventing learner - learner interaction. So the ideal 
electronic material is a material that increases the 
possibility for learner - learner interaction. Now, of 
course electronic materials can do this because they 
can connect learners from other rooms, other schools, 
other places, other countries even. 

I edited a book about blended learning and one of the 
interesting chapters was about driving in Turkey. So 
there are a lot of English passengers in taxis, and so 
they were doing a course with taxi drivers because they 
rarely are able to meet in the classroom. So they meet 
once a week and then they use their mobiles to access 
the tutor and discuss with them. And when they had 
a passenger, they actually recorded their interaction 
with the permission of the passenger, and the tutor 
gave feedback on that interaction. That's something 
you couldn't do with the book, and they were using 
the affordance of the mobile in a very creative way. 

So what I'm saying is, beware of the danger of 
technology restricting interaction and restricting 
exposure to language in use. Make use of it to increase 
exposure to language in use. And increase opportunity 
for interaction. Of course, interaction isn't just oral, it 
can be written in or via blogs, etc. There's a variety in 
English which is some sort of mixture of spoken and 
written English. So yeah, technology can be extremely 
useful, and it can be extremely dangerous. 

In the negative trends of materials development, one 
particular trend is the absence of controversial issues to 
stimulate thoughts. In the Philippine context, censorship 
is highly present especially if it has vulgar and 
provocative concepts. As English teachers, how can we 
address this in order to deliver salient points to be taken 
from these controversial issues without compromising 
the cultural and social beliefs of the students?

Professor Tomlinson: That’s a really good question. It 
really interests me, what I know about it is controversial 
issues are vital. Part of the sort of interaction I’ve been 
talking about. If in a group there is no conversation, 
no communication, there’s no need to try and achieve 
anything. So, you have a photograph of a beautiful 

mountain, a beautiful forest and the question is, “do 
you find this beautiful?” and the answer is “yes”. No 
language, no communication. Observing a controversial 
photograph might provoke different views than this and 
is extremely valuable for not only exposure to language 
in use but for the opportunity to communicate. 

So how do we do this? I’ve been to many countries 
all around the world and I tend to use a lot of very 
controversial materials; I’ll give you a couple of 
examples. I work with materials developers in Iran. 
Now, Iran is like what you have described, there’s a lot 
of censorship of materials. They’re very very sensitive 
to various issues. What we did was brainstorm issues 
in Iranian community which were permissible to 
discuss and in which there are differing views and then 
the students developed materials from these issues. 
They developed dialogues, they developed stories, and 
some very creative ones. I’ll give you an example. The 
issue of the mother in Iran and the relationship with a 
son who was growing up; the issue was of the mother 
in Iranian society and in particular her relationship 
with her teenage son and the tendency of the mother 
to speak, to cling to the son and to be motherly and 
the son being very embarrassed - and they developed 
the story. The son was going to the UK to study and 
the mother was very upset. She didn’t want her son to 
go and, in the end, she accepted it and when he left 
home to go to the airport, she kept giving him huge 
bags full of food and sweets and also presents. The 
problem was he had his suitcase; he couldn’t carry all 
this on the plane. How does he manage to get on the 
plane without upsetting his mother? So, this becomes 
an issue and there’s a lot of different suggestions as to 
what he should do, what he shouldn’t do. 

So, in other words, the answer really is you’ve got to 
look at the society you’re writing for and ask what can 
we discuss to become controversial. I’ll give an example 
in Oman where I also worked. In Oman, in their classes, 
the males are on the side, they separate it, the males are 
on the left side, and the females are on the other. This 
was a university in Oman. The males come through one 
door; the females come through another door. There’s a 
lot of separation and very very rarely they are seen to 
actively communicate with one other. There is this very 
very strict separation and it was disturbing because we 
couldn’t really get conversations going. We couldn’t 
get communication going. I used a poem with the class, 
which in itself is not controversial. There’s no problem 
but I made it controversial. It’s a poem called “Not now, 
Bernard”. It’s about a young boy who comes home from 
school and says, “hello, Dad” and the father says, “Not 
now, Bernard”. “Hello, Mom”, “Not now, Bernard” and 
the parents are busy and they don’t pay any attention 
to the young boy and he says to the mother, “there’s 
a monster in the garden he’s going to eat me” and the 
mother says “not now, Bernard, not now, Bernard”. 
Bernard goes into the garden and there is the monster 
and the monster ate Bernard. The monster goes into 
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the house and the mother and father don’t notice that 
it’s a monster so they give dinner to the monster, then 
they give comics to the monster, they just don’t notice. 
At one point, at the end of the poem, the monster says 
“I’m a monster”, and gets very angry at them for not 
noticing. It’s a children’s poem, a very silly, funny 
children’s poem. 

But the question is, who is responsible for Bernard’s 
death? A very serious question and immediately one 
of them answered “the mother, obviously”. Why? “it’s a 
mother’s job to look after the child”. She neglected the 
child and suddenly one of the young female students 
said, “No, it’s the father”. What? The father? Why 
the father? Because she was cooking the dinner, the 
mother was busy and the father was reading the paper. 
The father could have looked after him and suddenly 
there was this wonderful argument and that’s the great 
thing about controversy. 

Controversy sparks argument and is actively engaging. 
People express their ideas and it’s making people 
express themselves and even get into a very heated 
argument; it went on for about 20 minutes with 
everybody joining in using English which was the first 
time ever in the whole year that they had that sort of 
communication. 

And then somebody said, “It’s the teacher’s fault”. 
What? Why the teacher? “Well, the teacher should 
teach the child to be patient and not bother the 
parents”. What? And so, they started talking, and now 
there is the female with different views and somebody 
said; “It’s the society’s fault”. What? Why society? 
“Well, society spoils children, we are too indulgent”. 
And I didn’t ask any more questions within any of the 
exercises and we just spent forty minutes using English 
which came from a controversial issue which wasn’t a 
controversial text but it was turned into one. 

In some countries, I have taken a risk. I was adviser 
for a coursebook in Bolivia, South America, and they 
had an English textbook from an English publisher 
and it was very boring because British publishers 
erase taboo topics, so if you’re a materials writer, you 
cannot use these topics. These topics include history, 
politics, religion, alcohol, drugs, sex and there are 
about ten topics you can’t use. Death is another one, 
and as a result the textbooks are so boring, that’s why 
textbooks are so boring because the authors can’t 
use these topics. It was a huge risk with the textbook 
and we actually had an official from the Ministry of 
Education and what we did was to ask students to 
all do a massive questionnaire as to what it is they 
wanted in their new coursebook. Most of the topics 
they suggested were taboo topics. They wanted to 
discuss corruption, collusion, marital violence, sexual 
abuse, alcohol abuse, all these taboo topics, and I said 
to them, to the Ministry of Education, this is what 
the students want to read about and discuss. They 
have written it in their questionnaire. This is what 

we talk about in the playground, why can’t we talk 
about it in the classroom? And the Ministry gave me 
permission so, in that coursebook, it’s a coursebook 
called Untarget, of ten units, at least eight of them are 
on controversial issues. There’s a whole unit on drug 
abuse and no preaching. It starts with a song, and a 
poem, and an interview, and a story and then there’s a 
debate, and there is a cartoon. There is a cartoon that 
goes through the book and in the cartoon, a girl says 
to her friend, “Are you done with your homework?” 
and her friend says “I’ll tell my mother I’m going to 
yours to do the homework and we’ll go to the club” 
and these two girls go to the club and in the club, they 
take marijuana, they take drugs. 

Wow, I’ve never seen this in a coursebook anywhere 
and what an impact that had on the students. The girls, 
they were bold and the little girls they are really like, 
they are naughty but nice. Suddenly there was this 
huge issue. This controversial issue that brought out 
this discussion about the dangers of drug abuse and its 
very powerful effect. So, it was educationally valuable 
and also incredibly valuable for language acquisition. 
Highly motivated, highly engaged, being pushed to use 
a lot of language. It is crucial to get permission from 
the Ministry, to get permission from principals. I got 
no problem from the students; the danger of course 
is parents who might complain. There was actually 
a complaint, but not with me, but with somebody 
else. You have to be very careful but it is the main 
reason why coursebooks ae so boring: they don’t have 
controversial issues.  Another thing we did in Japan 
where I worked was we subverted the textbook. This 
was Headway, very famous, I should be careful about 
saying this, not a very interesting coursebook which 
we subverted where there was a unit about the happiest 
family in England and it was a stereotypical family. 
Husband, wife, the son, the daughter, boring jobs, 
boring texts. I got them to rewrite it as the happiest 
person/family in Japan, but to change it completely, 
so it wasn’t normal, it was an abnormal family. There 
were some great stories and one them was the mother 
was a sumo wrestler, only men are sumo wrestlers and 
only men are allowed in what they call the basho, the 
ring where they fight, so, it was very controversial, 
but the text wasn’t, the coursebook wasn’t. What we 
did in the class was, it wasn’t me doing it but it was 
the students doing it. I think that is the way around 
it, or else you are denying learners vital opportunities 
to dig into it. 

Now that we are in a pandemic and education has 
shifted to a different way of learning, how can 
principles of language acquisition still be helpful and 
effective when teachers have only limited actions and 
resources than face-to-face classes?

Professor Tomlinson: It’s really a question of asking, 
“What can the teacher do to let learners help each 
other?”, “How can the learners use the electronic 
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devices they have in their exposure and the interaction 
they need?”. So, it’s really a question of stimulating 
the learners. 

As I said, find English for themselves to use English 
for themselves. For example, setting up a project which 
students do in groups of four which will require them 
to frequently meet online to discuss the progress of the 
project, and they have different roles in the project. So, 
that’s something that is fairly easy but very useful to 
do and that would be leading eventually to a group 
presentation on their project. Another obvious one is 
the teacher can introduce them to various web sources 
where they can find materials.

In the book - at the beginning I mentioned the recent 
book, A Complete Guide to Theory and Practice of 
Materials Development - at the end of that book it 
actually included resources where you can get free 
access to stories, to poems, to songs, to adverts, to all 
sorts of resources. There’s a shortened version of web 
resources and each learner goes to the resource, finds 
a text which they really enjoy. And then, in another 
lesson, that’s discussed with another student. So, it’s 
been available to other students and they will talk 
about why they like it, why it’s so interesting. So, there 
are all sorts of little ideas like that which can, in a way, 
enrich the students’ experience. 

So it might actually be more profitable than in a 
face-to-face class, in a face-to-face class, the teacher 
feels an obligation to teach and the learners feel an 
obligation to learn. Often teaching gets in the way of 
acquisition and an obligation to learn explicitly can 
get in the way of acquisition. 

I’m not saying that all teaching is of no value, I’m not 
saying that all explicit learning is of no value, but the 
danger of the classroom is that it in a way enforces 
obligations. I’ve done research on this, and I find it 
myself, oh I’m in a classroom and I’m not teaching, I 
should be teaching. As I said earlier, a valuable thing 
you could do with the class is to get them to read. So, in 
an extensive reading lesson, the teacher himself ‘fails’ 
to teach. The students are gaining more from learning 
than they would from teaching. So, it’s a real problem, 
it’s a real dilemma. But now, the teacher is released 
from that, when he is no longer in the classroom. 

So, forget about the classroom, this is opening up 
the world to the students to go out to the streets, go 
on to the web, go out to the world, find English, use 
English, do it for something you’re interested in, do it 
for something you enjoy. For example, I’m a football 
fanatic. I’m a supporter of the Liverpool football 
team. I find anywhere in the world, I can pick up a 
newspaper talking about football and understand it. Not 
completely, but enough, because of my interest, what 
they call topic familiarity. If you’re really familiar with 
the topic you can understand text which seems to be 
beyond your level. So, what I do is encourage learners 

to find what they are most interested in. Go to the web, 
find something on that topic in English, see when you 
can read about it, see what you can come up with. 
So, football for example, the web is full of websites 
in English about football and there’s a website on the 
English Premier League. So, yeah, you could say that it’s 
too difficult; it’s not if you have that topic familiarity 
and the motivation. So, yeah, lots of ways in which the 
teachers can turn a disadvantage into an advantage.

One of the substantial debates in language learning 
materials development is authenticity. In a face-to-face 
setting, teachers can easily bring to class authentic 
materials such as realia; however, with the current 
health situation of the world, delivery of classes has 
shifted to online and modular learning. How would a 
language teacher be able to integrate or bring authentic 
materials in an online or modular distance learning?

Professor Tomlinson: There are two things: there’s the 
teacher bringing materials themselves and displaying 
it on the screen and there's the teacher stimulating, 
encouraging learners to find materials, which is what 
I will talk about. 

My answer to the question would have been that 
the teacher could bring authentic materials and the 
teachers notice as I've mentioned whether it is a 
freely available material and really needs to ask two 
questions. First question is, "Does this engage me?" 
Alright, forget the learners; ask yourself “Does this 
material engage me?” “Does it make me think?” “Does 
it make me feel?” “Am I involved in it?” and select a 
few materials.

Then, ask the question: “Would this engage my 
learners?” Will they be able to understand and gain 
something?” And this question of comprehensibility 
is very important. Why? They need to understand the 
word ‘comprehensible’. They think it means that they 
should be able to understand everything - not so. 
You can actually appreciate and enjoy gaining from a 
written or spoken text in which you do not understand 
everything, but you understand enough.

Let me give you an example. There's a British novel 
called Vanity Fair written in Victorian times, a very 
long time ago and very difficult to read. Obviously, 
it's authentic. And there is a graded reader version, 
a simplified version. And for an experiment, we took 
a page from the original novel and we took a page 
from the graded reader. Then, we swapped around. 
Afterwards, the students were asked, "Which text do 
you find more interesting, A or B?" 

Interestingly, every single student showed the original 
authentic material as being much more interesting 
than the graded reader. Everyone said that they 
didn't understand everything, but it was exciting. The 
students said, "I felt nervous. I felt excited. I really 
wanted to read on". Whereas for the other text, "This 
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was very easy. I understood everything but it wasn’t 
very interesting". And I have found that many, many 
times. It's the content; if it's intrinsically interesting, 
learners will push themselves, they will persevere. They 
will tolerate ambiguity. 

One problem with most learners is they are intolerant 
of ambiguity. If they're reading a text and they come 
across a word or an expression they don't know, they 
stop. They worry about it. They blame themselves, "Oh, 
I don't understand it. I don't really like the content". 
When in fact, very often  if you read on, what 
you didn't understand becomes clearer, the context 
disambiguates before you, or it’s repeated, and this 
time, you understand it well, right? 

So, if it's authentic texts which is really engaging, 
learners can push themselves to understand a much 
higher level. So, I encourage teachers to take a risk. I 
take a risk, sometimes it doesn't work, sometimes you 
overestimate the learners and they can't understand. 
You can just dump it and move on to a new one. That's 
what I do. 

So, I'm suggesting something I have been doing for 
years which is what I call task-free activities - task-
free - there's no task. Every lesson starts with the 
teacher performing a text. It could be a joke, it could 
be a short story, it could be an anecdote, it could be an 
extract from a newspaper, it could be an extract from 
a drama, it could be an extract from a film, but it's me 
doing the performance - two to three minutes. But I do 
observe and provoke and the learners simply listen and 
watch the performance. And then, there is no task, no 
questions, no comprehension questions, no intrusion 
of the students, no checking of comprehension; just a 
minute silence to let them absorb it and then the lesson 
starts. At the end of the lesson, the learners can take a 
written version of that text from the teacher and put it 
in a loose-leaf file, and they build up that file, over the 
semester, of texts which have moved them and then 
return to them and reread them and sometimes they can 
ask the teacher. The teacher doesn't ask them, they ask 
the teacher, so it is stimulating interaction from learners 
to teacher - not interrogation from teacher to learner.

You can also do this on the web, you can do this 
online, by the teacher selecting a fairly short text at 
the beginning of the lesson. At the end of the lesson, 
the teacher gives a link to where they can find the 
text. If they want to, they add it to their library of 
texts. So the teacher finds ways which will engage the 
learners and ways of stimulating the learners to do it 
by themselves. 

As future educators, how can we develop learning 
material that does not linguistically, intellectually, and 
emotionally underestimate our students?

Professor Tomlinson: That is really a good question 
because behind this question is the assumption that 

many materials do underestimate our students and I 
think that is true - I think many materials underestimate 
their students but particularly low level students, so 
lower intermediate and intermediate - we tend to 
think because they are labelled as lower intermediate 
that they are lower intermediate in intelligence, lower 
intermediate in experience - that is very very insulting. 

I’ve been really insulted by the level - the intellectual 
level of the materials and it reduces you - particularly 
for adults - it reduces you to a child, so this is 
very bold question. Number one is choice. Ideally, 
learners need to be given a choice - choice of texts 
and choice of tasks, so that they will choose the text 
that is linguistically, intellectually and emotionally 
appropriate for their level of experience and interest.

So, one way of doing this is providing options of 
choice of texts and of tasks and I was gonna give an 
example from Senegal where we were working on a 
materials development project and what we did was 
to have each text at three different levels: there was 
the original, there was a slightly reduced and slightly 
simplified one, and then there was a much easier 
version of the text. So three different versions and 
the students in the class, we give them a few minutes 
to glance at the different versions and then to decide 
which one to use and then they chose which text. 
So we have three different texts with the same topic, 
same content, being used at the same time. Then, the 
students got together in groups and did the tasks. So 
in a group, you have students who had read text one, 
some have read text two and some have read text three, 
but then they all read the text at different levels and 
they were all able to do the task together as a group 
- as a cohesive group. Now what I said earlier about 
the value of interaction in a cooperative, cohesive 
group. You’d expect them to choose the easy one (the 
one that made the authentic text more accessible) but 
then they chose the one which was appropriate, and 
some of the students who had chosen the easier one 
afterwards then read the more difficult one - so that’s 
one example of offering choice. 

Another is, I start with the same text but then I put 
maybe different tasks on the wall around the classroom 
and I grade them, without telling the students, from 
linguistically simple to linguistically demanding and 
the students work on their own and then they decide 
which one to do and they can do this individually, in 
pairs or in a group. I give you a quick example, a poem 
about an old lady, it starts, “I’m an old old lady and I 
don’t have long to live”, and who is very selfish and 
demanding. She says for example, she wants to be who 
she wants but she doesn’t want to be left alone. And I 
found that it’s very controversial in some societies as 
to whether they like the old lady or not and whether 
they respect her, but basically first I perform the poem. 

Then the first task is to learn to recite the poem in 
the voice of the old lady, so linguistically very simple, 
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but they have to understand the poem in order to 
understand what sort of voice to read it in. The second 
one was to paint a picture of the old lady to understand, 
to paint the picture. The third one was, if you were the 
old lady, write a letter to your son in Australia and 
again, this needs an understanding of the poem, and 
the fourth was, if there was a man sitting on the bench, 
write a conversation between the old man and the old 
lady. The fifth one was, you’re the family of the old 
lady, you’re worried that she’s getting very depressed, 
you’re in a meeting to decide what to do. And the 
sixth one was ten comprehension questions on the 
poem. Nobody ever did the comprehension questions, 
never. They just chose which one they wanted to do 
and when they finished it, they could move on to 
another one. 

If they found the task too easy or too boring or 
they found it too difficult they do another one, 
so it’s giving the learners choice to decide what is 
linguistically, intellectually and emotionally suitable. 
Another example, one of the best ways of doing this, 
is to get students to choose. An example in Indonesia 
again; the teacher says to the students at the beginning 
of term; “We’re going to use the same book. Do you 
like your course book?” “Oh yes, Ma’am we like the 
course book”. And then she said, “Are you sure?” “Yes, 
yes we like it”. “Now, come on tell me the truth, you 
can tell me the truth, do you like it?” “No”. “Why no?” 
“It’s boring, in fact the reading passages are boring”. 
“Okay, what we’ll do is this”, she said. 

So there are thirty students, divide them into ten 
groups. Week one, she said to group one, “Okay, this 
week you must find an interesting text which would 
really interest your students or friends in the class”. 
Alright. “Bring it to me on Friday and I will use it on 

Monday for the reading lesson instead of the course 
book”. Students then bring a text which is linguistically, 
intellectually and emotionally interesting, and the 
students did it and on Monday, and they did that every 
week for the semester, so everyone was involved in 
finding a text for the students and the texts were really 
interesting and engaging. 

And the next term she said, “Okay, shall we go back to 
the course book?” “No, no, no, no, carry on”. And they 
carried on, and this time, not only did she get them to 
bring the text, she got the group to do the lesson plan, 
to bring it to her on Friday for Monday. 

So, this is the answer I think - letting the students 
decide on the selection, finding the texts, developing 
the tasks, choosing from the tasks. The students have 
to go to the web, to various newspaper sources on the 
web and find a text which they found interesting and 
understandable and engaging and use that text to do 
those tasks. 

So I think that’s the answer, that if we rely on ourselves 
all the time, we are gonna get it wrong. The publishers, 
they’re terrified that the activities will be too difficult, 
therefore the course book will be unpopular and it 
won’t sell. The teacher is pleased because the students 
get good marks and it is the teacher who decides on 
the course book, not the students. Students never 
usually decide what course book to use, although I 
involve my students in the selection of texts and tasks. 

[End of interview transcript]

Students who attended the interview were appreciative 
of the time and useful insights so generously shared by 
Professor Tomlinson.

www.matsda.org/folio.html

FOR MATSDA MEMBERSHIP PLEASE CONTACT

Siv Sears, MATSDA Membership Secretary, e-mail: matsdamembershipsec@nile-elt.com
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Freelance Register
Inclusion in the Freelance Register does not constitute a recommendation by MATSDA of the individuals  

concerned or there services, nor a guarantee of the quality of any services that might be offered. 

This list is also available on the freelance register page of the MATSDA 
website. If you would like your name to be added to the list, please refer 
to the guidelines at www.matsda.org.uk/register.html where you can 
find the registration form which can be e-mailed to the MATSDA web 
coordinator. Registration is free.
MATSDA Freelance Register

:: Aftab, Asma
Qualifications	� Ph.D in Applied English Linguistics (University of 

Birmingham); MA in English Literature and ELT.
Services 	� ESL materials evaluation and development; Ph.D. 

research on English language materials and curriculum 
development in Pakistan; currently teaching MA and 
MPhil ELT classes in a University in Lahore, Pakistan; 
planning and working towards English language materials 
for Grades 1 – 8 of Pakistani Schools; Training pre-service 
and in-service Pakistani teachers to evaluate and prepare 
materials and conduct research on different areas of ELT. 

Address 	 20 Gulberg 5, Lahore 54660, Pakistan
Tel 	 92-42-35710010
Email 	 drasmaaft23@gmail.com

:: Ahasan, Naheeda
Qualifications 	� MA ELT & English Literature (University of Dhaka, 

Bangladesh)
Services 	� ELT material development, giving feedback on materials, 

syllabus and course designing for ESP learners and 
teachers training.

Address 	� Universiti Malaysia Sabah, Level 6, Labuan International 
Campus, Jalan Sungai Pagar, 87000, W. B. F. T. Labuan, 
Malaysia

Tel 	 +60-128499545
Email 	 saatsagorerpare@yahoo.com

:: Ahmad, Shabbir
Qualifications 	� MA ELT & English Literature (University of Dhaka, 

Bangladesh)
Services 	� ELT material development-course book writer (EAP); 

developing innovative materials for creative writing, 
materials for ESP short courses

Address 	� Universiti Malaysia Sabah, Level 6, Labuan International 
Campus, Jalan Sungai Pagar, 87000, W. B. F. T. Labuan, 
Malaysia

Tel 	 +60-165823086
Email 	 Shabbir142005@gmail.com

:: Ahmad, Shameem
Qualifications 	MA ELT (Bangladesh)
Services 	� Research and update on materials development; develop 

materials on Business English, Spoken & Written 
English, ESL Reading

Address 	� UMS-KAL, Jalan Sungai Pagar, 87000 F.T. Labuan, Malaysia
Tel 	 +60 012 8496905
Email 	 shameem_1970@yahoo.com

:: Alam, Sarwar
Qualifications 	MA English (RU, BD)
Services 	� Syllabus Designing in Public University and writing 

practice on English Grammar and American Literature. 
Editing and translating services. (Books published 
for tertiary students of English language. Teaching 
Language and Research in Malaysian Public University. 
Currently working as Expert in English Teachers Intake 
in Colleges of Bangladesh.) 

Address 	� Centre for the Promotion of Knowledge and Language 
Learning, University Malaysia Sabah, Labuan 
International campus, Labuan, Malaysia-87000

Tel 	� +6-0146433004 (Cell), +6-087-466832 (Desk),  
+6-087-466704(Home)

Fax 	 +34 923 12 24 00
Email 	 sarwar@ums.edu.my & sea3596@gmail.com

:: Al Amrani, Moundir 
Qualifications 	� PhD Cultural Studies; MA Area and Humanities; BA Lit
Services 	� ELT materials writing - coursebook writer; Teacher 

training; English Language Teaching.
Website 	 http://about.me/alamrani.m
Email 	 almoundir@gmail.com

:: Amrani, Frances
Qualifications 	� MEd TESOL and Educational Technology( University 

Manchester UK), PGCE TESOL (IOE University London, 
UK), BA (Hons) Middle Eastern Studies-Arabic/
Turkish (University Manchester, UK) Cert. Professional 
Management (OU, UK)

Services 	� Writer/ Editor of ELT materials development for print 
and on-line digital. Syllabus Design, Teacher Training 
materials, Primary and Secondary courses, EAP, 
Pronunciation, Skills and CLIL materials. Specialist 
in developing materials for Middle Eastern and North 
African markets. Teacher Trainer for on-line materials 
and classroom management. Experience of publishing 
commercial materials and market research.

Address 	 71a High Street, Teversham, Cambridge, CB1 9BJ
Tel. 	 44 ( 0) 7764608375
Website 	 http://www.amranieducation.com
Email 	 amranieducation@gmail.com

:: Arnold, Wendy
Qualifications 	� TEFLA, CELTYL, PCEd, MA Young Learners (York)
Services 	� Freelance ELT Consultant; materials development, 

materials development training, teacher development. 
Recent clients: The British Council, Macmillan Education 
and Pilgrims Teacher Training.

Address 	 4 Lyttel Hall, Coopers Hill Road, S. Nutfield. RH1 4HZ
Tel. 	 +44 (0)75999197597
Website 	 http://www.elt-consultants.com
Email 	� wendy@elt-consultants.com 

arnoldworld@gmail.com

:: Asif, Muhammad
Qualifications 	� PhD Research Scholar (Applied Linguistics) Shanghai 

University.
Services 	� ELT material development, Rhetoric Analysis, ESP, SLA, 

Teacher training; English Language Teaching.
Email 	 asif.vu12@gmail.com

:: Ates, Mehmet
Qualifications 	� BA in ELT, Coursebook writer of Education Ministry, 

English teacher, trainer.
Services 	� Curriculum development, materials development, 

training trainers, on-line training, teaching.
Address 	 Atatürk Lisesi Alsancak, Izmir-Turkey
Tel. 	 + 90232 464 8061
Fax 	 + 90 232 464 9935 
Email 	 mehmettates@yahoo.com

:: Ball, Rhiannon Sarah
Qualifications 	� BA (Joint Hons) Spanish & Portuguese (University of 

Manchester) MBA Social Responsibility & the Third 
Sector (Federal University of Rio de Janeiro), IDELT, 
Delta, Delta Module 3 (in progress).

Services 	� Writing EFL materials (digital and print), proofreading 
(digital and print mark up), editing (art briefs, check 
levels, etc.) writing creative and interesting original 
texts for textbooks and readers, test development, 
teacher training for Latin American market, Primary, 
Secondary, adult and Business English. Recent clients: 
Pearson ELT, Richmond, British Council..

Tel. 	 + 55 21 9.7942-2512
Website 	 www.rhiannonsarah.com 
Email 	 rhiannonsball@gmail.com
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:: Baehaqi, Luqman
Qualifications	� SS., M.Pd
Services 	� Currently teaching Grammar, Second Language 

Acquisition and researching on English Teaching 
materials development for Islamic missionary students 
of Indonesia 

Address 	� IAIN Palangka Raya, Jl. G.Obos Kompleks Islamic 
Center, Palangka Raya 73112

Tel. 	 +8134-90844-38
Email 	 luqmanbae@gmail.com

:: Berman, Michael
Qualifications	� BA, MPhil (Religious Studies), PhD (Alternative 

Medicines) RSA Delta, LTCL Dip TESOL
Services 	� For full details of the workshops offered and sample 

materials, please visit my website: www.thestoryteller.
org.uk 

Address 	 60 Loveridge Road, London NW6 2DT
Tel. 	 (+44) 0207 328 7827
Website 	 www.Thestoryteller.org.uk
Email 	 Michaelberman@blueyonder.co.uk

:: Bojnordi, Shaghayegh
Qualifications	� B.A. in Teaching English as a Foreign Language, 

University of Bojnord, Iran.
Services 	� ESL material development, young learners' materials 

development, developing materials for the improvement 
of learners' emotional bi-literacy, research in emotional 
bi-literacy skills.

Address 	 University of Bojnord, Iran
Email 	 shbojnurdi@gmail.com

:: Booth, Lorraine
Qualifications	 MA Applied Linguistics (TEFL); CELTA
Services 	 EAP Materials development
Address 	 18, Westbourne Road, Hartlepool
Tel. 	 +44 (0)7973529804
Email 	 L.Booth@tees.ac.uk

:: Bradshaw, Coralyn
Qualifications	� PGCE TEFL ( Bangor North Wales) ; MA Young Learners 

( York)
Services 	� Ability to mentor and direct MoE material writers in 

curriculum design and course book development
Website 	 www.elt-consultants.com
Address 	 Almeria, Spainl
Tel. 	 00 34 950 290260
Email 	 coralyn@elt-consultants.com

:: Bress, Paul
Qualifications 	� BA, MA TEFL, RSA DELTA, Dip TESP, PGCE
Services 	� Freelance ELT consultant. Examiner for Education 

Development International, EAP teacher at the 
University of Kent at Canterbury, resources writer for 
Teachitworld, consultant for Oxford University Press.I’m 
involved in writing teacher training syllabuses (e.g. 
EDI Cert TEFL), online teaching resources (e.g. for 
Teachitworld), coursebook contributions. 

Website 	 http://paulbress.blogspot.com/
Tel. 	 01227 277434
Email 	 paulbress@talktalk.net

:: Brining, David
Qualifications 	� BA (English), MA (Teaching English to Young Learners)

CELTA, CELTYL, DELTA
Services 	� Currently engaged in PhD research at York University. 

Topic is YL teacher development. Consultancy available 
in YL programme development and management, teacher 
training anddevelopment, materials writing and course 
planning. Project planning and management, impact 
statement and pathway planning, stakeholder analysis. 

Address 	� Department of Education, University of York, York YO30 
2BL

Tel. 	 01347 844027
Email 	 djb511@york.ac.uk

:: Bunea, Daniela
Qualifications 	� BA; Teacher of English as a Foreign Language and of 

Romanian (native speaker) eTwinning ambassador; 
Certified live online trainer (LANCELOT School GmbH)

Services 	� Developing materials for live online teaching of 
languages; training in developing online materials to be 
delivered live 

Address 	 Sibiu, Romania
Tel 	 +40744761282 
Skype 	 ID daniela.arghir
Email 	� daniela.arghir@hotmail.com 

arghir.daniela@gmail.com 
Twitter 	 @DanielaArghir

:: Burns, Walter
Qualifications 	TESOL.org Core Certificate
Services 	� EAP materials—course book development, Test 

Preparation Materials—IELTS, TOEFL, SAT, Test-item 
writing—listening and reading passages, multiple choice 
questions, grammar and vocabulary questions, IELTS, 
TOEFL, SAT sample tests. 

Website 	 www.englishadvantage.info
Email 	 wlburns@gmail.com

:: Cives-Enriquez, Rosa-Maria
Qualifications 	� BA (Hons) Spanish & French with International Studies 

(South Bank University); MA Applied Language Studies 
(Salford University-Manchester); Member of Chartered 
Institute of Linguists (MCIL); Member of Chartered 
Management Institute (MCMI)

Services 	� Bespoke Training Programmes (design, delivery & 
evaluation). Provide 'Early Beginnings' Spanish 
programme to independent nurseries in Berkshire. 
Training & Development for adults.

Website 	 www.prowdltd.co.uk
Address 	 Hampshire, UK.
Tel/fax 	 (44) (0)7813 282373
email 	 rosa@gmail.com

:: Clarke, Sarah
Qualifications 	� MA English Language Teaching, BA French and 

German, DELTA and CELTA
Services 	� Materials for General English teaching – grammar and 

lexis based; syllabi for summer courses (for learners 
aged 8-16); material for learners aged 3-18; material 
for specialized areas (i.e. food management, health 
and safety, business); material for EAP and material 
for low-level adult learners. Materials and wrokshops 
for teacher training and material reviewing and 
proofreading Materials for MFL (French and German).

Address 	 Nottingham. UK
Tel/fax 	 +44 (0)7780663912 
Email 	 saclark04@yahoo.com

:: Dar, Anjum Wasim
Qualifications 	� MA English ; MA History; CPE Cambridge UK; RSA 

level 2- PG Dip.TEFL
Services 	� ELT material writer; Poet Author; Creative Writing 

Workshops Language learning materials preparation 
and sale shop' Research in ELT; Short Courses Teacher 
Training 

Website 	� https://sites.google.com/site/cerprofessionaldevelopment/
Address 	� 73 A/1 -lane no 4- Tulsa Road Sherzaman Colony 

Lalazar Rawalpindi Pakistan
Tel/fax 	 +92 3335 612217 
Email 	 anjumwasimdar@yahoo.com

:: Eayrs, Martin
Qualifications 	� TEFLQ, QTS, MA Linguistics and ELT; PG Dip TEO; 

PGCE; BA (Hons) English & Spaish. Lit..
Services 	� Examiner; test and exam item writer; Materials 

writer; Schools Inspector; Consultant on Accreditation 
Inspections; Freelance instructor – talks and workshops.

Website 	 www.eayrs.com
Address 	� 35 Tagore Close, Victoria Park, Manchester M13 0YS. 

England.
Tel 	 07968-700239
Email 	 martin@eayrs.com
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:: Elahi Shirvan, Majid
Qualifications 	�� Ph.D. in Applied Linguistics (Ferdowsi University 

of Mashhad, Iran). Assistant Professor of Applied 
Linguistics, University of Bojnord, Iran.

Services 	�� ESL material evaluation and development, organizing 
regional and national conferences on materials 
development and evaluation, training Iranian English 
language teachers to evaluate and develop materials 
based on the well-established criteria rooted in the 
major findings in the field of applied linguistics, 
bridging the gap between applied linguistics and 
materials development by organizing weekly and 
monthly forums on issues in materials development  
and evaluation.

Website 	� https://www.researchgate.net/profile/Majid_Elahi_
Shirvan3

Address 	 University of Bojnord, North Khorasan, Iran
Email 	 Elahimajid64@gmail.com

:: ESLai.com
Qualifications 	 Interactive Content Development Specialists 
Services 	� ESLai.com is a division of contentAI.com, which 

provides the interactive narrative engine andservices for 
eLearning and mLearning 

Website 	 http://eslai.com 
Address 	 Portland, Oregon, USA 

:: Ezzati, Sahar
Qualifications 	MA ELT (Ahar,Iran), Azad University
Services 	� Research in applied linguistics,TBLT, course book 

designer
Address 	 280, Siyami St, Kaleybar, Iran
Tel. 	 0989144267297
email 	 S-ezzati@iau-ahar.ac.ir

:: Furniss, Edie
Qualifications 	� Ph.D. (ABD) Applied Linguistics; M.A. Teaching a 

Foreign Language - Russian with a certificate in 
Computer-Assisted Language Learning

Services 	� Corpus-based materials development; online materials 
development; Russian as a foreign language materials 
author. Co-author of "Russian Full Circle: A First-Year 
Russian Textbook."Address www.linkedin.com/pub/edie-
furniss/3a/6ba/97b/

email 	 furnisse@gmail.com

:: Garcia, Jenny Patricia
Qualifications 	Currently full-time TEFL Student
Services 	 Communicative materials development for rural schools
Address 	� Carrera 26Nº 2B-33 sur. Soacha Cundinamarca. 

Colombia
Tel. 	 57 1 5789183- 57 1 8401217
email 	 Garpajen@gmail.com

:: Gok, Seyit Omer
Qualifications 	� MA Applied Linguistics and TESOL / University of 

Leicester)
Services 	� Course and Syllabus Design, Materials development, 

In-class Use of Materials, Research on Second Language 
Teaching and Learning, Teacher Training

Address 	 5 West Avenue, Clarendon Court, LE2 1TW, Leicester-UK
Tel 	 07438562994
Email 	� gokseyitomer@yahoo.com 

sog2@le.ac.uk 

:: Gorodetska, Olena
Qualifications 	� MA in TESOL (University of Leeds); CELTA; DELTA; IH 

Certificate in Teaching English 
Services 	� Online materials design and development; Self-study 

online/digital learning material development. In-service 
Teacher training. Cambridge ESOL FCE and CAE 
Speaking examiner

Website 	 www.esl-success.com
Tel 	 +07901190746

:: Gregson, Kate
Qualifications 	� MA in TEYL, DELTA, CTEFLA, BSc (hons) Modern 

languages.
Services 	� Over 20 years’ ELT experience, including: Coursebook 

and supplementary teaching materials design for young 
learners, CLIL, adult general English, academic English. 
Course and materials design for teacher training (pre- 
and inset, e.g. CELT-P/YL, tertiary level, certificate level, 
in-house). Articles, chapters and reviews on various 
aspects of TEYL and Teacher Education.

Address 	 15, chemin de la Montagne, 09000, Foix. France
Email 	 gregsonkate@yahoo.co.uk

:: Guerra, Mary Jane
Qualifications 	� Bachelor’s in Education, major in International 

Education, TEFL and TESOL certifications.
Services 	� English for Specific Purposes content and materials 

developer, EFL teacher trainer and consultant, 
International Baccalaureate History teacher and teacher 
trainer, SPEAK test evaluator.

Address 	 Boston, USA
Tel 	 (857) 254-8420
Email 	 visionaireconsultants@gmail.com

:: Hughes, Jon
Qualifications 	MA BA(Hons) DELTA
Services 	�� Materials writer and coursebook author. Titles include 

the course series Life (National Geographic Learning) 
and Business Result (Oxford University Press). Teacher 
trainer with specialism in materials design and writing. 
Co-author of ETpedia Materials Writing (Pavilion 
Publishing).

Tel 	 +44 (0)7992506443
Website 	 www.elteachertrainer.com
Email 	 john@hugheselt.com

:: Hunt, Liz
Qualifications 	� MA Applied Lingusitics (Liverpool); Cert. Ed. 

(Wetminster College); CELTA
Services 	� On-line communication and intensive face-to-face 

workshops; follow-up services; evaluation and testing 
services.

Address 	� 80/910 Moo5, Tippawan 1, Theparak Road, Samut 
Prakarn, Thailand.

Tel 	 +66 844489134
Email 	 lizhunt2003@yahoo.co.uk

:: V K Karthika
Qualifications 	� Ph.D. in English Language Education, M.A. TESOL 

Studies
Services 	� Developing materials for ESL learners, delivering 

online and face-to-face ESL lessons and professional 
development sessions, researching, testing and 
evaluating.

Address 	� Department of Humanities and Social Sciences, National 
Institute of Technology-Tiruchirappalli, Tanjaore Road, 
Trichy, Tamil Nadu

Tel 	 +91 8078238829
Email 	 karthikaleedsuniversity@gmail.com

:: Kindred, Maggie (and Michael)
Qualifications 	� Cert Ed; BA Social Work Practice 1st class; Diploma in 

Management of Psychological Trauma Practice Teachers` 
Award; NVQ Assessors` Awards D32/33/36; Online 
teaching qualification: Learn Direct 2006

Services 	� Work with people materials development - course 
book writer; interactive learning objects design and 
development; training in online materials development 
– short courses 

Website 	 http://www. kindredgamesandbooks.co.uk
Address 	 3 chemin de la Sole, 24500 Eymet. France
Tel/Fax	 +33 553570407
Email 	 four.m.publications@btinternet.com
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:: Koohgard, Ali
Qualifications 	� B.A. in Computer Software engineering; M.A. in 

Teaching Persian to Non-Persian Speakers (AZFA), 
Allameh Tabataba’I university; PhD Student in Teaching 
Persian to Non-Persian Speakers (AZFA), Allameh 
Tabataba’I university 

Services 	� TPSOL (Teaching Persian to Speakers of Other 
Languages) or AZFA material development, research 
in CALL, LSP (Language For Specific Purposes), TTC 
(Teacher Training Course for Persian Teachers), AMFA 
(Persian Proficiency Test). Specialization Developing 
reading skills in ESL

Address 	 114, Alborz , Adabju,St,Arak, Iran.
Tel 	 +989109280854
Website 	 https://www.researchgate.net/profile/Ali_Koohgard
	 https://allameh.academia.edu/AliKoohgard
Email 	 a.koohgard@gmail.com

:: Kshema, Jose
Qualifications 	PhD (EFL-U, India) 
Services 	� Designing materials for language learning for ESL adult 

groups - course books and online learning activities. 
Delivering online and face-to-face teacher development 
courses 

Specialization	 Developing reading skills in ESL
Address 	� 401, Sai Saraswati Residency, 12-12-164 & 169, 

Ravindra Nagar, Sitafalmandi, Hyderabad, India 500 061
Email 	 kshemajose@yahoo.com

:: Kumar, Anil
Qualifications 	� MA English (Panjab, India); Post Graduate Diploma in 

the Teaching of English (CIEFL, Hyderabad, India) and 
CELTA (Cambridge, UK) 

Services 	� ESP and EAP materials development - course book 
writer; interactive learning objects design and 
development; training in online materials development 
– short courses 

Address 	� HJ-91, Punjab Housing Board Colony, Ferozepur Road, 
Ludhiana: 141012, Punjab (India)

Tel 	 +91-99152-94694
Email 	 kumaranil63@hotmail.com

:: Lange, Rachel Magdalen
Qualifications 	� MA (Applied Linguistics), BFA (Art and Design)
Services 	� Instructional design and materials development for 

English language teaching and learning, course book 
planning and writing, assessment consulting, CALL, 
content development, consultant on cultural issues 
for educational materials in the Middle East, editing/ 
proofreading materials

Website 	 www.rachellange.com
Tel/Fax 	 00 971 50 621 7981
Email 	 materials@rachellange.com 
	 rachellange@gmail.com

:: Long, Catherine
Qualifications 	� BA (Hons) Sociology with Psychology, Trinity cert. 

TESOL, Cambridge DELTA
Services 	� ELT and EAP materials development, including study 

skills materials for HE students and IWB materials. 
Online materials development with a special interest 
in using wikis. Course and syllabus design including 
summer courses and short immersion courses. Teacher 
trainer– experienced in providing training workshops 
to native and bilingual school teachers.Address Madrid, 
Spain

Email 	 catherinealong@gmail.com

:: Majidi, shiva
Qualifications 	� PhD student in Applied Linguistics - Allameh Tabatabai 

University in Iran Master of Applied Linguistics, 
Bachelor of Computer Engineering. I am a student of Dr. 
Rezamorad Sahraei, Associate Professor of Linguistics 
and Persian to Non-Persian Language Teaching at 
Allameh Tabatabai University. 

Services 	� Evaluation of educational materials, development of 
educational materials in Persian language, evaluation of 
language tests, testing in Persian language

Email 	 sh.majidi.65@gmail.com

:: Maniruzzaman, Dr. M.
Qualifications 	� MA in English Language, PhD in Applied Linguistics & 

ELT
Services 	� Teaching English language and ELT at the 

undergraduate and postgraduate level, supervising 
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

:: 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

:: Maxwell, Kerry
Qualifications 	� (University of Manchester) MA Linguistics, BSc 

Computational Linguistics & Modern Languages 
(German/Spanish), City and Guild’s First Certificate in 
ESOL.

Services 	� Development and copy-editing, proofreading – both 
print and digital (experience at all levels – adult, 
secondary and YLs; fully conversant with digital 
authoring/editing systems). Lexicography and glossary 
writing (fully conversant with IPA). Materials writing – 
reference and practice. Over 20 years’ experience.

Email 	 kezzermaxwell@gmail.com

:: McMahon, Patrick
Qualifications 	� PhD in International Education, MA TESOL, MSc 

Educational Management, CELTA
Services 	� Freelance ELT consultant, writing a wide range of EFL 

and educational material, especially material for English 
for Academic Purposes. Recent clients include Harper 
Collins.

Address 	 Devon, UK
Website 	 englishforuniversity.com
Email 	 patmcmahon100@gmail.com
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:: 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) 

Services 	� 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 

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

Tel 	 9968651815
Email 	 rama_meganathan@yahoo.com 
	 kankoduthavanithan@gmail.com 

:: 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 

:: 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.

Services 	� 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.

Website 	 www.barbaramuszynska.blogspot.com
Email 	 basia.muszynska@gmail.com

::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.

Services 	� 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.

Address	 P.O. Box 15825, Dubai, UAETel +971 56 784 5243
Email 	 emmapathare@gmail.com

:: Pattison, Tania
Qualifications 	� MEd, MA, BA, TESL Cert, various copy-editing and 

proofreading courses.
Services 	� EAP coursebook writing (author of texts for Pearson 

and National Geographic Learning); EAP curriculum 
design for universities and colleges; editing of teacher 
development/methodology materials (current editor 
of IATEFL Voices, past editor of IATEFL Conference 
Selections);

Address 	 Peterborough, ON, Canada
Tel 	 +1 705 559 7884
Website 	 www.taniapattisonediting.com;  
	 www.taniapattisonelt.com
Email 	 tania@taniapattison.com

:: 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
Services 	� 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.

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

:: 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 	 mallikasiddiqi@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
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:: 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. Gościradowiec 24, 43-450 Ustroń, 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.

Address 	 103 Westbury Leigh, Westbury, Wiltshire, BA13 3SU
Tel 	 (00) (44) (0)1373 301391
Email 	 naomistyles@yahoo.com

:: Sumarsono, Puji
Qualifications 	� Currently enrolled PhD in TESOL, Sultan Idris Education 

University, Malaysia
Services 	� ELT materials evaluation and development, designing 

ESP syllabus, teacher training, Designing certified 
English test.

Address 	 Jl. Raya Tlogomas No 246 Malang, East Java, Indonesia
Tel 	 +6282231412785
Email 	 pujisumarsono@umm.ac.id

:: Taylor, Jeremy
Qualifications 	� Bsc (Hons) Lond. PGCE (Southampton) RSA CELTA. 2 

years VSO in Egypt
Services 	� 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.

Address 	 Lomnice, Czech Republic
Tel 	 00420 549 450 007 
Websites	 www.jeremytaylor.eu 
	 languagelearningjokebooks.com
Email 	 jeremytaylorwriter@gmail.com

:: 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

:: Waterman, Tony
Qualifications 	� EdD in TESOL (University of Exeter, UK); MA in TESOL 

(University of Reading, UK); RSA Diploma in TEFL.
Services 	� Freelance ELT specialist in military, EAP and ESP 

materials development. Publishers include Royal Air 
Force of Oman, Pearson ELT and Garnet Education.

	� Teacher trainer covering areas of materials development 
face-to-face and online delivered using academic / 
pedagogic presentations and practical workshops.

	� Proofreading and copy editing of academic papers / 
theses.

Tel	 00968-99616458
Email 	 tonyinoman@gmail.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
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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.

www.nile-elt.com



Are you interested in...

...joining MATSDA?
 

MATSDA membership runs from January to December or July to the  
following June. Membership includes:
      •	 FOLIO
      •	 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
We can accept the following methods of payment:
- PayPal - see www.matsda.org/join.html
- Cheques in sterling 
- International Money Orders 
- �Cheques or money orders to be made payable to MATSDA and sent 

to: Andy Dyble, MATSDA treasurer, 29 Gordon Godfrey Way, Horsford, 
Norwich, Norfolk, NR10 3SG

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.

For any enquiries, please contact Siv Sears,  
MATSDA Membership Secretary 
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
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