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Abstract

This paper explores how EFL teachers at secondary level can supplement their English textbooks
designing meaningful, enjoyable, relevant and effectesrning materials. It is suggested that

teachers can design activities specifically for the learning needs of their students, and that these
build upon the aims and methods of the textbooks, rather than conflicting with them. By creatir
studentcenteed learning materials that promote positive affect (confidence, motivation, reduction o
anxiety) teachers can achieve syllabus goals by helping their students to become more motival
and effective learners. This paper therefore examines briefly sanuéppes of task design, and then

offers practical examples of how textbook supplementation might be carried out.

[. Introduction

In line with other improvements in the education system (e.g. decreasing class
English textbooks are graduallyetbming more pedagogically sound and cultu
appropriate, though they remain largely skillssed and continue to treat languéggning in
a linear, discretedgecontextualizedfashion. Teachers who want to adapt these books 1
needs of their stuahts are faced with the problem of supplementing them in ways th
meaningful, enjoyable, and relevant. This paper explores how tedesigned activities th
address the special learning needs of the students can build on the aims and methc
textbooks, rather than conflicting with them.

The criteria for | earning menti onetlgoo
factor s, chosen to entertain students

high-stakes tests. Regea has shown that meaning and relevance are strong determi
learning, and that a welhformed, extrinsicallymotivated student will actively learn wr
he/she sees as important (meaningful). Stern (1983) has also shown that affective



(confidence, motivation, attitudes to learning, anxiety) are more important to the le
process than cognition. By focusing on these factors in supplementary tasks, th
teachers can help their students to participate actively and more effectivedynimg.

Well-designed supplementary materials can thus greatly enhance learning, since they
for the specific learning needs of specific studehysthe people who have been trainec
identify those needs. But how are teachers to set abousapplementation? Where can tt
find criteria for pedagogically sound tadksign? How can they be sure that they are he
the students? How can they find the time to make materials? This paper focuses on tr
these questia) taking the textbdoHigh School EnglisiiBag 2001) as its source.

ll. Task-based Supplementation

There is little space in this paper to investigate the various task classifications that he
made by various researchetsstead, these are presented below in tabular form (tab
Table 1 distinguishes between statictoveey and dynamic/twavay tasks, and offe
representative activities in terms of discovery tasks, experience tasks, guided tasks
tasks and indepéent tasks. These divisions are flexible and often overlapping; activitie
be described as belonging to various categories, depending on the context and the r
which they are used. When making materials to supplement textbooks, a normal sed
activities might progress from the top left corner of the table to the bottom right, movin
static to dynamic activities, ongay to twoway activities, and from discovery tasks
independent tasks, as the students become more familiar withatiménty content, and mc
competent in using that content in interactive and collaborative work in the classroo
independent work outside the classroom)

For further discussion on task classification, task sequencing, and task content, the
referred to Candlin, 1987; Nation, 1998kehan 1996; Skehan& Foster, 1997; and Willi
1996.

[I.1. Task Types

There is little space in this paper to investigate the various categories of tasks that hi
made by various researchers. Instead, a ligisiécharacteristics is offered (Appendix A), €
the reader is referred to Nation (1990) and Fost&k&han(1996) for further description ar



explanation. In this context, table 1 (below) (Finch, 1999) offers a summary effyjaesk
from static to dyamic, and from experience tasks to independent tasks.

Types of Static (oneway) Dynamic (two-way)
Tasks
Experience f  memory games T brainstorming
tasks 1 review activities (onavay) 1 review activities (tweway)
simple lexis activities 1 basic interviews
(grammar and vocabulary) T questionnaires (twavay)
1 questionnaires (or&ay) 1 storytelling
Guided T using classroom English 1 discovery activities
tasks T structural activities (drills) T group projectwork
1 comprehension activities dramas
T dictation activities
1 role-plays
Shared 1 pairwork (information gap, 1 pairrwork (e.g. interviews)
tasks information transfer) 1 groupwork (problem
T groupwork (information solving, opiniongap)
gap, information transfer) 1 jigsaw activities
tasks about class members 1 surveys
simple dialogs 1 pyramid activities
language games T role-plays & simulations
1 errorcorrection
1 peerassessment
f discussions
Independent 1 homework 1 independent projects
tasks 1 selfstudy (books, internet) T writing to an email pal

self-assessment

Table 1: Checklist of tastypes (Finch, 1999).

[I.2. Sequencing Tasks

A number of writers (e.gSkehan1998; Skehanand Foster 1997); have commented on
need for astructured sequence of tasks in the classroom, rather than the disconne:



directionless mixture of garrlke activities that can result from an uninformed applicatic
taskbased ideas. Task difficulty is important in this structuring, @addlin(1987) offers
checkilist of considerations:

a s wbdPe

Oneway tasks should come before tway tasks;

Static tasks should come before dynamic ones;

"Present time" tasks should come before ones using the past or the future;
Easy tasks should come before diffidaisks;

Simple tasks (only one step) should come before complex tasks (many steps).

[1.3. Task Content

Willis (1996) offers five principles for the implementation of a thslsed approach. These
provide input, use, and reflection on the input and use:

a s wbdPeE

Thee should be exposure to worthwhil
There should be use of language.

Tasks should motivate learners to engage in language use.

There should be a focus on language at some points in a task cycle.

The focus olanguage should be more and less prominent at different times. (A
from Willis 1996)

Skehan(1998 also proposes five principles for tals&sed instruction:

a s PR

Choose a range of target structures.

Choose tasks which create appropriate conditions famitea

Select and sequence tasks to achieve balanced development.

Maximizethe chances of a focus on form in the context of meaningful language
Use cycles of accountability. Get learners to-asBess regularly. (Adapted from
Skehanl998, pp.128B2)

lll. Practical Examples

Taking an example frorhligh School Englistfpage 86)we find a reading passage ab
schoolchildren visiting North Korea. Although the book is organized according 1t
traditional skillsbased approach (separate sectionsRaading, Writing, Listening ar
Speaking), there is a good deal of cultural sensitivity apparent, as students are invite



the target language to describe their own culture. Aspects of meaning and authent
thus in evidence in this text.

Thefirst page of the reading text (Appendix B) shows us, however, that the presenta
changed little from earlier models, and that there is no opportunity for students or tea
interact with the text, to discover meaning, and to make the textdivei. The teacher

presented with a texteavy page of the target language, with suggested vocabula
phrases at the bottom. How is he/she to proceed? The normal expectation is for teac
students to wade through the text, translating wordwiord, in the approved grammi
translation manner. We must ask, however, how such an approach can succeed in n
the students, or in giving them a view of English as a meaningful, living language. A
their task is to translate everything inkmrean, and they might reasonably ask why
passage wasnodot written in Korean in th
trouble. We cannot expect our students to give English much significance outside of t
examination subjecin this situation, since its role is simply that of a poor relation tc
mother tongue. They are not expressing themselves in English, or learning things

only be learned through the use of the target language.

Having voiced this dilemma, AppexdC shows us how the text might be transformed ir
studentcentered discovery activity (cf. table 1, above). Firstly, the instructions are adc
to the student, and need no teaefvgolanation. In this manner, we are involving the stuc
in the kearning process. Secondly, students (in pairs) are given bugkeantences from tl
text, and are asked to reconstruct these sentences. This can occur-asadipgeactivity, o
as a posteading activity, depending on the preferences of the teaghéron the learnin
needs of the students. Once pairs have constructed their sentences (speaking
discussion in English, critical thinking, problesolving), they write them on their workshi
(writing) and talk to other pairs in order to constrthe first two paragraphs. Paragraph
then given to individuals in sentenstip form, for them to dictate to each other, and tc
in sequence (speaking/listening, classroom language; structure). Students have now
first three paragraphd the reading text. By the end of this series of activities, students
constructed the first three paragraphs of the text interactively (asking each ot
information), using problersolving skills, communication skills, pedictation (listen an

write), compr ehensi on g a mberrorgorréctiolVhe studdr
now fiownd the text, having constructe
together.

Appendix D shows anothevay of making the text more meaningful to its readers. In
activity, students are given postcards of places in North Korea, and are invited to fil



postcards, and to mail them to their friends and relatives. This activity promotes inti
the content of the text, and encourages students to find information about the places <
the postcards, so that they can write about them.

As mentioned above, thariginal text (page 86) has suggested vocabulary at the bott
each page. There is muggestion as to how to go about internalizing such vocab
however. Appendix E shows a teacigendly and studenfriendly way of going about thi:
In this appendix, the suggested vocabulary has been made inteveogaicrossword, an
students & invited to explain the terms to each other. This activity is very effecti
helping students to acquire the vocabulary, since the task of explaining the meanin
words to another student requires that they comprehend those meanings thenrskived
they transfer the meanings in successful communication with their peers. The cross
appendix E was made using free shareware, downloadedftpriiwww.crosswordkit.com

Appendix F shows the sanwecabulary, this time incorporated into a word search pu
The activity is less communicative this time, since the task is simply to find the words
in the vocabulary list at the side. However, this can be an affective format for ind
studyirng of required vocabulary (homework). Tiverdsearchn appendix E was made usi
free shareware, downloaded frdmtp://www.wordsearchkit.com

V. Conclusion

This paper has attempted to show that teachers waressfully design and use langu
learning materials for their classrooms, despite the requirements of taleitest classroon
By making materials which supplement the textbooks in use, they can promote
relevance, authenticity, and creativityhrough a studertentered, interactive approach
learning. The benefit of this approach is not just that students will appreciate the |
experience more, but that increased motivation and the reduction of affective filters w
to improvedearning per se.

The examples offered in this paper appear on the internet, along with onlideases
conversation books, which educators are welcome to downkaag:finchpark.com/books



http://www.crosswordkit.com/
http://www.wordsearchkit.com/
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Appendix A: Task types

Category 1: -gfalprof, or martf roa mmsaft @ ro'n agnadp 6f Q pai s
a) Information -gap tasks:(pair-work)
Missing information is asked for asdipplied by different students;
Information flows in one direction ("what time is the next bus"?);
Language is usually simple and can
The task is over when the information has filled in;
There isoften a focus on form.
b) Information -transfer tasks: (text-to-graphs, tableso-graphs)
1 Information is transferred from one place to another, often changing format. E
information in a table is used to make a graph; information in aggxttiinto a table
1  Students have to find key words and ideas;
1  Language is based on the text, but there is room for the students to make thei
guestions and answers.

=A =4 =4 -4 =4



c) Opinion-gap tasks:(discussions, rolglays, interviews)
Authenticproblems promote personal responses;
Language is unpredictable;

The students' language is used;

Students' opinions are important;

There is no focus on form.

There is little focus on errors.

=A =4 =4 =4 4 -4

Category 2: AStatico and ADynamicd tas
a) static tasks:(e.g. questionnaires, surveys, paork)

simpleoneway transfer of information ("Where is the book?" "On the table");
students learn new content in a controlled (and "safe") learning environment;
the language is controlled ¢im the teacher);

the language is predictable;

errors are easy to identify and to repair (consistent structures);

there is often a focus on form;

=A =4 =4 -4 -4 -4 -4

theinteraction finishes after the answer to the question.

b) dynamic tasks:(e.qg. freetalking, roleplays, discussions)

the transfer of information can happen in many directions

the language is made by the students;

the language is not predictable;

errors are only repaired if they interrupt communication;
thetransfer of information can continue for some time;
communication is more important than grammatical accuracvy;
manyforms can be used.

=A =4 =4 -4 A4 -4 -4

Categor y-wa&8y 0 i ®n-wayTtasks.o
Cc) oneway tasks:
usually static;
information flows inone direction;
there is no need to continue the interaction;
the language is predictable;
thelanguage often follows a mode(e.g. "What time is it?", "What time is the
movie?" "How many people in the class like-aeam?");
1 thereis oftena focus on form.
d) two-way tasks:(e.g. brainstorming, rolplays, simulations, discussions)
1 often dynamic;

=A =4 =4 -4 =4



Category 4: "experience task$, shared tasks", "guided tasks", "independent tasks":

=A =4 =4 =4

information flows in more than one direction (questioner and responder);
the language is unpredictable;

many forms can be used;

communications important.

e) experience tasks{(memory games, prask activities, brainstorming)

f)

9)

h)

=A =4 =4 -4 4 -4 -4

these are often static, but dynamic, -oveey or tweway tasks can be used;
the learner's previous languagarning is important (e.g. memory games);
the student becomes aware of the language that he already possesses;
the student uses previolasmguagdearning for new language;

little or no focus on form;

little or no focus on errors;

alearning "schema" is made for the new language.

guided tasks:

=A =4 =4 -4 -4 -4

usually static (sometimes dynamic), enay or tweway
these suppoithe students while they perform the task;
they use predictable language;

exercises are simple and can be based on a mode;
exercises are often focused on form;

exercises are often focused on errors;

shared tasks:(pair-work, groupwork, class surveys, jigsaw activities)

f
f
f
f

=A =4 =4 -4 A4 -4 -4

static or dynamic, onw/ay or tweway;

cooperative learning strategies are encouraged,;
learners help each other (e.g. pair work, group work);
learnerscorrect each other.

independenttasks:

usually dynamic, twewvay;

learners work alone (without the teacher);

the teacher offers help in planning, etc.;

language is unpredictable (e.g. discussions, projects);
the teacher is a language resource;

the student developearning strategies;
self-assessment is important.



Appendix B: A Trip to the North

A Trip to the North

Q When did the class depart?

Monday, May 18, 20--

This was the first day of my class’ three-day train trip to Gaeseong
and Pyeongyang. The whole class was excited to travel on a track which
had been reconnected across the Imjingang in 2001. We departed at 8:00
in the morning and arrived at Gaeseong at 1:30. Our plans were to visit
the old Goryeo’s capital for one day and then spend two days in
Pyeongyang, the ancient heart of Goguryeo. Pyeongyang is important to
me because my grandmother was born and spent her childhood there.
We ate lunch on the train as we were crossing the Imjingang.

depart[dipd:rt] track[treek] reconnect[rizkonékt] capital [k#&pital]

4: three-day train trip 29} 3%2] 7]} «j#  7: Our plans were to visit ~. = We were going to
visit~,  11: as we were crossing ~ = when we were crossing ~






