SZKT %Lﬁﬁﬁm

CECL

COMMUNICATIVE ENGLISH

FOR CHINESE LEARNERS
CORE COURSE

EimohiEFCTE th et



WY EREH
CECL

Communicative English for Chinese Learners
CORE COURSE ITI

Teacher’s }Handbook

REIEHE

(3 3% % & JD

wt

Bl igie (=)

#H W F M

VURSMEGE RS MR A

o3443



GPFBF 2035

#
1
(=
W F
RHRH IH

R K T
S B
Sl 5 Bk
R
— R X

4

RSN R i IR A
(EMARBLEN)

L SME SR R ALEK PR ERL T ED
BEB)E LRI T

FFAT87x 1092 1/16 14.625 Q13K 365 T
1988 4F 6 A5 L AR 1994 4F 6 F1 35 3 (KERRY
H¥:  4,001—5,000 fi}

ISBN 7-81009—096—8 / H + 062
EMf: 6.30 ¢

(NERFT)



i 'i

CECL {475 IRH U T 1979 4. 1980 4F 5 NBUTT IR AG P BEAMTE G B i & 00 2
T ] e 1982 45 &N MAME I EBE S SR R b 2 (The British COUHU‘)
() B FLIF A0 o 1986 4148 [ K Y R D22 9 S A REAMTT Lo Ml 80bE ol 8 03 2007 i, i
Jo HERE B I8, I P9 A T4

CECL JE 4 NI K LBEB Sili el —y ARG L b T e A0 2845 T4 R T,
WEWIER VO T8y K% AR E B B R il 4 b2k Ak, G Y5 KL Bk I il -
Al (LS, BRD R, .\ll'.fh)\‘:"ﬁ)”u P32 S CNIRTIR 3/ STHUE . ¢ I 5 DA ST ¢ P (d]
RTRUEAE N 0% LB Al A AE AR 1 VA 1 038 R A A B

CECL (g %5 LL3 I/ 5 1407 mi i #J)tﬂ:)‘éifiﬂfﬁjjﬁu'ik, LEIBORE LE X7 304k
F A 20 R B VY SCA RS bE o 1% 200 Y, Y4k 75 T 0 6T A A DL XA H bl 9 1Y, CECL 4%

A IRIN SR, MRCIR S0 018 2030 =, S R TE ST DA B SR B ﬁ AW
ﬁh Bes T3y PRINBCENR S BORTRS, Ak Wil BTN BRI . R B AR,
2:5e

CECL L8 LI D URFR Iy A2y MBS VAT TS ik B0, Wiy . i WHRH
A0 I R R CECL ’F&"l}iﬁl?u SRt BARERIAASENGF, AT JH—2% 0], pu gt a] gk
DyREH A2 4 e RS Ll E B LI B N YE RN e o CECL %0 RR 1 — 4
WHLFG I LRI KT liﬁ'\ REAE AL SCHATY - BT IV KR SRS
Uit Py DBUCH LB . A ECAT SO TR BORT REY o

CECL M%75. AR 3, BX 7 ) M AM G 2B CECL #bh, #R 41 11 Ys )
Hby BRI RNANAR A A SR 08 A LA 6T (RN T 28 05 1) ‘

IE A 2 ISk 45 (R Be P A B . Wendy Allen, Nina - Spada, #k[nj4f¢, Tim
Lockwood, Carol P'omcroy, Caroline Philcox, FL48I1, 19101, R M, Biph A, DE/NRE, 20 -
Susan Maingay, Gail Langley, < mx, {l Sce, AN, Christopher Joslin, Richard Farmer,
bR, Martin Wedell, 370%4:47;

IS YT U IR BEAMES B . Glen Allen, Fiona Weston, Moya Brennan, Chris-
topher Tribble; '

W R SEOERER. B2 UMYk 19 A 1h:  Mary-Ellen Belfiore, Richard
Young, Shaun MacNally, Daniclle MacNally, Bl ¥, $hELE, {51 ., Alan Maley, Bob Fox,
Robert Neilson, Theodore S. Rodgers, L. G. Alexander, Bob Hodge, Brian Abbs, Christopher
N. Candlin, W. Keith Mitchell, Michael Short, Tim Boswood, Mary Stansfield, Christopher
J. Brumfit, John Simpson, Debbie Simpson, Roger Berry, Janet Beddison;

TR 1150y Sk Pl A AR A A N D TR, WP, XS KB

QbSO BE VT BB A T IR, DR T T A SR



B EBEBER A ABEEETABREY, BR YRR, TTREKME
CHRBEEMT AR ‘

b A BORY B BRI M A E R BORE AR T A 45 B % A R B R
BAEIT L.

% F UL B ICA A AE S RE, RAT—TEMRR IO R

CECL i 5 aff iy ©40 2 iR H 45050, (M IEA U 2 R 2 Abe FRAT) R DDA 28 6 A
BHERANLELRERE, UMSFEIT,

LA E 198645 H 1T |



GENERAL INTRODUCTION TO CECL (for the teacher)

CECL is an attempt to apply the communicative approach in EFL in the Chinese context.
Teachers of CECL need to have an understanding of the theory and application of the approach.
This can best be gained by reading the literature on the subjectt and actually teaching a communi-
cative course. What we can say here serves only to give a basic idea of what CECL is in the hope
that this will help teachers prepare themselves to teach it.

1 UNDERLYING ASSUMPTION
1.1 Language and language learning

Underlying every language course there is a basic theoretical assumption as to what language
and language learning are. Language courses that teach just phonology, grammar and vocabulary
are in fact doing that on the assumption that language is no more than phonology, grammar and vo-
cabulary, and that learning the phonology, grammar and vocabulary is equivalent to learning the
language. That has been proven an inadequate view. CECL takes as its basis the view that lan-
guage is communication, and learning a language is learning to communicate. '

Phonology, grammar and vocabulary constitute the form of a language, which a person com-
" municating in that language no doubt needs to know about. But a knowledge of the form (even
when that knowledge is perfect) does not enable a person to communicate. Suppose we entered
into a computer the complete English phonological, grammatical and lexical system. Would that
enable the computer to communicate in English ? Most probably not. The computer would not
know what is the right thing to say to whom, how, when and why, nor would it be able to interpret
the mcaniné, intention, attitude and mood of any sentence put to it, since the same sentence is very
often capable of many different interpretations.  Of course, a more basic problem with the com-
puter is that although it can reproduce information and .ideas that have been fed into it, it has
no thoughts and feelings and, therefore, does not really have anything to communicate.

1.2 Aim of the course

Thus, we see that competence for communication comprises a great deal more than a knowledge
of the form of the language. Any language course, CECL being no exception, that aims to help
the students acquire not just a knowledge of the form but communicative competence, does so with
a full awareness of the complexity of such an objective. The following analysis of communicative
competence makes no pretence to being comprehensive; it proposes only to identify those compo-

t See rccommended reading list at the end of this introduction.
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nent parts which we can set down as visible goals and actually work towards in CECL..
Communicative competence in English, as we envisage it, is made up of threc component parts:

linguistic competence, pragmatic competence, and cognitive and affective capacity.

Linguistic competence consists of the knowledge of the formal system of Fnglish. This formal
system is a syrthesis of three subsystems: the phonological, the structural and the lexical. Linguistic
competence is a common pedagogical goal we share with the traditional and structuralist English
coursc. However, while the traditionalist and structuralist focus on the sentence as a self-contained
unit of language. we focus on the discourse.  In the structural subsystem of Fnglish we includenot
only the structure of the word and the sentence, but also the structure of discourse.  In fact, when
one gets to a level lower than discourse, it becomes impbssiblc to deal with language form in unity

with language usc.

The second compenent of communicstive competence, which accounts for the use of the lan-
guage, may be called pragmatic competence. This is what enables one to know how diflerent com-
municative functions are realized in English, and who can say what to whem, how, when, why, under
what circumstances and in what context.  Under this heading we subsume the different communi-
cative abilitics employed for interpreting, expressing and negotiating meaning, and the communi-
cative strategies used for leading on or following a picce of discourse. Pragmatic competence, which
has been deplorably neglected in traditional and structuralist language courses. may be said to
occupy a primary position among the objectives of CECL.  That, Lowever, does not mcan we at-
tach little importance to linguistic competence.  Linguistic competence is of necessity entailed

wherever pragmatic competence is involved.

The third component - cognitive and affective capacity,isagain scmething that most language
courses would be wary of including in their list of objectives.  This is said to be beyond the re-
sponsibility of a language course. Yet language is not just words and grammar. There is always
content when p2ople communicate, whether this is cognitive or aflective content.  In fact, language
is best learnt when it is a medium for learning some other subject or an exchange for affective or
humanistic purposes. The two processes - that of acquiring a language and that of increasing and
refining one’s cognitive and affective capacity, are intrinsically concurrent and contribute to each
other’s development. Since CECL is a course for Chinese students whose future job is to bring to-
gether the English-speaking and the Chinese cultures, we believe it is part of the specific responsibi-
lity of CECL to hiclp to extend the learner’s know ledge of and develop his interest in the English-

speaking culture, particularly in relation to the Chinese culture.

To conclude, the three component parts of communicative competence, which hayve to do re-
spectively with the form, the use and the content of language, are not three separate entitics but three
dimensions of one entity.  Thus communicative competence, as delineated as the aim of CECL.,

can be represented graphically in the shape of a cube like the following:
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1.3 Means for attaining the aim

Let us recall the primary assumption stated at the beginning: language is commupication, and
learning a language is learning to communicate. To this we must now add: it is through communi-
cating that onc lecarns to communicate.

If all you want is a knowledge of the form of a language, you may learn it by reading about
it, hearing about it, imitating, memorizing and drilling it. But if what you want is communicative
competence in that language, which is dynamic, multidimensional and integrative, you can no longer
~rely on means that are static, monodimensional and atomistic. It is only through communicating
in the target language that you can obtain the conditions and satisfy the requirements for the acqui-
sition of this highly complex competence — communicative competence.  That is, therefore, the
major means adopted in CECL for attaining this aim. '

However, the EFL classroom is not a place that naturally affords much chance for genuine com-
munication, at least not the kind that the learner is learning the language for. Activitics have to
be designed to simulate communication.  Communicative activities in CECL are designed on the
basis of the following understanding of the conditions of communication in the EFL classroom.

1) Communrication is carried out by means of language for the purpose of giving or receiving
a message. Listening and reading for the language not for the message, and speaking and writing
to practise the language not to give a message, are strictly not communication.

2) Communication cannot be without context — context in its various senscs; textual, topical,
spatial, temporal, psychological, interpersonal, social, and particularly for our learncrs, intercultural.
Taking the language out of context is tantamount to depriving the language of its value; keeping the
language learner out of  context can be compared to  keeping a learner-swimmer out of water.

3) Communication entails freedom and unpredictability, that is, within the given context.
So far as is allowed by the given context, the communicator has a choice of what to express and
how to do his expressing, interpreting and negotiating, as does his co-communicator.  Therctore
he must also be ready to cope with unpredictability of his co-communicator’s choice. Any con-
straint other than what the context naturally involves is artificial.  The more artificial constraints

you imposc on an activity the less you can call it communication.



4) Communication presupposes authenticity of the context and of the language. TIn the EFL
classroom the authenticity of the context is obtained in relation to the learner and the authenticity
of the language is obtained in relation to the context.  Situations, roles and tasks not relevant to
the learner’s communicative needs are not authentic for him. Language not appropriate in the par-
ticular setting for the particular medium, topic and purpose is contextually inauthentic. Specifically,
for the CECL learner an authentic context is one where a Chinese foreign language student in one
of his predictable future roles (e. g. an official, a translator, a teacher or an academic) would have
to use and process English in communication with English-spcaking foreigners; and authentic lan-
guage for him is the English he would have to use or process in such a context.  For him, communi-
cation means communication in such a context using such language.

Naturally, the above four conditions cannot be fully satisfied at all times. In fact, activitics
in the classroom range along a continuum from pure communicative activities to pure linguistic
activities, w.ith all degrees of semi- or quasi-communicative activities in between,  Some activitics
focus more on the use and the content; others more on the form. However, for the CECL course
as a whole the focus is uncquivocally on the use and the content. The linguistic,;;ctivitics are there
only to serve the communicative ones. This subordination of the linguistic to the communicative
~we hope the teacher will always bear in mind, and always help the learner to appreciate and bear

in mind.

2 METHODOLOGY
2.1 Process and result

Starting from the premise that language is communication, and that communication is a process
rather than a result—a flexible, dynamic, ongoing process, it follows naturally that the emphasis of
the communicative language lesson as well as the whole course is on the process rather than on the
result.

We have known many an EFL teacher whose only concern in class is to get his students to pro-
duce the ‘correct’ result of each activity — to give the correct answer to cvery question, to come up
with the correct solution to every problem, and to get out the correct response to every prompt.
However, what he should be more concerned with is the process his students go through toarriveat
giving their answer, solution, or response — be it correct or incorrect.  When having a listening
or reading session with the students, the teacher should ask questions on the students’ comprehend-
ing rather than just on their comprehension.  When setting the studc\nts, a problem-solving task,
he should show more interest in their solving rather than in their solution. When demanding some
written or oral product from the students, he should make sure that they learn through working
on it —-reading up and researching, consulting and discussing, thinking and deciding, formulating,
checking from feedback, and reformulating.

The whole learning process, too, should be allowed to develop at an appropriate pace. The
course, naturally, has certain performance objectives, but these can only be reached efficiently if

students go through the requisite stages of the lcarning process. The teacher should aimat guiding
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his students through thesc stages rather than merely getting them to give good results in exams,

especially when exams are predominantly non-communicative.

2.2 Individuality and commonality

CECL is definitely not an ESP course, yet the Iearners we have can be considered as forming a
fairly homogeneous group. They share nearly the same background, are being prepared for cer-
tain common types of jobs, and will need English in a number of situations which are morc or less
predictable. On the basis of this common ground we are able to design and produce a course
which is an “English for General Purposes™ course, and yet specific enough to serve the purposcs
of our particular learners.

However, cven a teacher facing a completely homogenéous class has to take account of the in-
dividuality of cach learner. Once we accept that language is a dynamic process rather than a static
phenomenon, we have to allow for flexibility and differences in the lcarning of it,  Strictly speak-
ing, no two pcople given the same language task go about it in the same way, whether it is a minor
thing like interpreting a sentence or a major thing like learning a whole language. Thus, it is only
natural that in an EFL class we will sometimes get diverse answers, solutions and responses to the
sanie question, problem and prompt. Even when the answers, solutions and responses are uniform,
the ways of rcaching them will very often be varied. Instead of demanding conformity from all
stulents to one mode of learning the language and doing a language lesson, the CECL teacher
should encourage individuality and allow for differences in choice, pace and method in carryingout
the CECL activities — that is, as much as is technically feasible. Forced conformity to a single pat-
tern would only curb the initiative and creativity which is essential in the learning as well as the use
of a language.

2.3 Learner and tcacher ,

A course which sets up as its objective the competence in an ongoing process rather than a
closed system of knowledge must of necessity be learner-oriented, since. competence is by defini-
tion somcething one can acquire or learn for oneself but not something that can be given or taught
by a teacher. The CECL course claims to be learner-oriented in that the whole course is built on the
communicative needs of the learners, and also in that the units are specifically designed to require
the active performance of the students. However, when the courscbook goes into the teacher’s
hands, whether the course can in fact be called a learner-centred one depends almost entirely on what
the teacher actually does in the classroom. Hence arises the question: What is the teacher’s part in
a lcarncr-oriented class 7 What must he do or not do to ensure that the students do take the
central role ?

That is onc problem teachers piloting CECL have been trying to solve. We have found that a
teacher’s success in letting his students take the central role is ¢oincidental with his overall success in
teaching CECL. Below is some advice drawn from these CECL teachers’ experience which we find

most pertinent to the issue.

First, the CECL teacher must try not to be merely a teacher, but a human being as well, and sce
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his students not merely as students, but as human beings as well. The teacher should step down from
his teacher’s pedestal (both literally and figuratively), as well as take off his teacher’s spectacles
(figuratively only). Teachers tend to think of their students as mere students who have come to learn
Inglish, so when a student speaks or writes the teacher hears or reads only the English and not
what the student is saying as a human being. That is unfortunate, because language cannot very
- well be learned but through com-munication, and genuine communication cannot occur except be-
tween human beings.

Secondly, the CECL tcacher must try to refrain from taking over from the learners what they
should do themsclves. The lcarners should rcad, write, listen and spezk for themselves. That
means they should be allowed to try to get for themselves the meaning in reading and listening, in-
stead of receiving it from the teacher. And they should be allowed to try to express what they want
to express in writing and speaking, instead of being readily provided by the teacher at every turn the
“required” word or pattern for expression. In other words, the tcacher should curb his teacher's
instinct of explaining too much, prompting too much and correcting too much. He should concede
to the learners the right to learn by actually doing the learning themselves.

Thirdly, the CECL teacher must try to give up the notion that the teacher is the providcr of cor-
rect answers.  The idea that to be a good teacher one must be ever ready with an answer to cvery
question the student might ask is not only vain but also false. In traditional tcaching, what the tea-
cher teaches is always supposed to be the one correct interpretation of a text and the one correct
form of expressing a particular meaning. The fact is, no text ever has only onc correct interpreta-
tion and no meaning ever has only one correct form of expression.  What a communicative teacher
ought to teach his students is the different §vnys of interpreting, negotiating and expressing different
meanings — not the single correct way nor the single correct meaning.

There is an argument that for a teacher to teach more than one interpretation for one text or
more than one form for one meaning would only cause confusion in the learners’ heads. However, -
there is another kind of confusion, or rather, delusion, namely the delusion that form and mcaning
(or, in particular with Chinese learners, English form and Chinese form) can be equated on a one-
to-one basis, and inferrably lcarning a foreign language consists simply in finding out and memo-
rizing all these equations. Such a delusion has been found to be so widely sprcad and so deeply im-
bedded in the learners’ heads that many labour under its harmful effect throughout their lives. Grant-
ed that a teacher should take care to avoid causing confusions. Should he not take even greater
care not to implant delusions ? ,

To make the point clearer, what the tecacher ought to give up is in fact not just the notion of
himsclfas the provider of correct answers, but, more basically, the notion that questions atout lan-

guage have simple “correct™ answers at all.
' FFrom the above I hope the teacher has not got the impression that teaching a learner-centred
course means just letting the s(fxdcnts do everything and watching with folded arms.  Therc arc
two extreme styles in language teaching - putting the students under total control or giving them

complete freedom.  Adopting either is easy.  What is so diflicult about a communicative teacher’s

AREY



job is that he has to relinquish control and yet maintain responsibility, that he has to refrain from
explaining to make his students understand, that he has to let his students err to achieve accuracy,
that he has to set his students frec to help them realize constraints, -— in a word, that he has to ap-
pear not to teach and yet see to it that his students learn.  This is where the truc art of communica-
tive teaching lics, and this is where there is still much, much to be explored and created by the

teacher — together with the lcarners.

2.4 Fluency and accuracy

Fluency and accuracy have always been looked upon as opposites. Although most language
courses claim that they aim at both eventually, it is a fact that you cannot have both until almost
the last stage. Thedraditional and structuralist course trics to cling to accuracy from the very be-
ginning to the exclusion of fluency, while the functional / noticnal or communicative course, on the
other hand, 1s accused of going after fluency at the expense of accuracy. Ever since pecople began
to tecach and learn foreign languages, there have been innumerable cases where people going through
an accuracy-baced course never attain fluency, that is, never attain the ability to communicate.
On the other hand, more recently therc have been cases where people going through a fluency-based
course become quite capable of communicating effectively (c.g. see Allwright 1977), although by
traditional standards their communication may not be ““accurate™ enough, and itistrue that in some
cases the learners’ language might even be labelled as pidgin. So, the conclusion scems to be that
fluency does not come naturally after accuracy, nor does accuracy naturally follow fluency. Yet,one
point stands out quite clearly: fluency activities make for communicative competence, while accu-
racy activitics only account for linguistic competence.

Since communicative competence, not just linguistic competence, is what CECL aims at, we
would describe it as a fluency-based course, in which fluency is encouraged from the very beginning
and will often take precedence over a concern for accuracy. We do not forego accuracy. That is
not because our students have to take national accuracy tests (which our teachers understandably
worry a lot about), but because we see accuracy as an essential attribute of effective communication:
Accuracy is after all a relative concept. It is a known fact that accuracy-based courses which aim
at total accuracy never produce candidates with total accuracy.  On the contrary, they turn out
no small number of very inaccurate candidates. “Total accuracy” is, of course, not a realistic
concept. Rather, in different sociolinguistic contexts there are different standards of accuracy.
The CECL standards for accuracy are set in the light of the requirements of the learners’ eventual
roles and jobs. These standards are brought to the Icarners’ consciousness not all at once, but stage
by stage. In somc activitics a specific degree of accuracy on specific linguistic point(s) is intention-
ally required, and in many others the purpose is to develop fluency. On the one hand, fluency is
kept up all the time; on the other hand, requirements of accuracy are introduced naturally and grad-
vally at what we feel to be the appropriate place and time for the learners.  Thus, it is belicved we
will be able to avoid the usual tragedy of letting the accuracy requirement strangle fluency and com-

munication, and thus also the learner’s chance to learn to communicate.  Dealt with properly, the
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development of accuracy will follow and help to push ahead that of fluency, and eventually the learn-
er will develop both.  Neither is an end in itself, however. Together they make up effective com-
munication, in which communicative competence is realized and by which it is judged and evaluated,
and by which CECL will likewise be judged and evaluated.

Recommended preliminary rcadings for teachers of CECL

~* From JOHNSON, KEITH & MORROW, KEITH (eds) 1981

Communication in the classroom Longman
-— JOHNSON, K. 1981 “Some background, some key terms and some definitions™
— MORROVW, KEITH 1981 “Principles of communicative methodology”

* From LITTLEWOOD, WILLIAM 1981

Communicative language teaching; an introduction CUP
—-1 What is communicative - ability ?
--2 Relating forms to meanings
—3 Communicative activitics: some general considerations
—38 A communicative approach

* From ALATIS, J. E,, ALTMAN, H. B. & ALATIS, P. M. (eds) 1981
The second lunguage classroom CUP

— KRASHEN, STEPHEN D. 1981 “Effective second language acquisition: insights from rescarch”

. STERN, H. H. 1981 “Communicative language teaching and learning: toward a synthesis”

* From BRUMFIT, C. J. & JOHNSON, K. (eds) 1979

The communicative approach to language teaching CUP
— WIDDOWSON, H. G. 1972 “The teaching of English as communication”
— ALLRIGHT, RICHARD 1977 “Language learning through communication practics™
— BRUMEFIT, C. J. 1979 ““Communicative’ language teaching: an educational perspective”
¥ From BRUMFIT, C. J. 1980

Problems and principles in English teaching Pergamon
— BRUMPFIT, C. J. 1977 “Teaching pupils how to acquirc language™
— BRUMFIT, C. J. 1977 “Correcting written work”
— BRUMFIT, C. J. 1980 “A problem-solving approach to the development of intensive reading”
* From GRELLET, FRANCOISE 1982

Developing  Reading  Skills CUP

— Introduction: *“Reading and reading comprehension™
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*LI, XIAOJU 1984,

“In defence of the communicative approach”. ELT Journal 38/1:1—13 OUP

* LI, XIAOJU 1985

“‘CECL: towards a more holistic view of language, language learning, and the language learner™.
Paper presented at the International Symposium on the Teaching of English in the Chinese
Context, Guangzhou 1985

NOTES ON THE USE OF CECL

1.

The CECL core course is designed for use in the first two years of the 4-yecar English méjor pro-
gramme at tertiary-level pducational institutions in China. However, as its contents cover a great
variety of practical subjects, it has also been found suitable for use in a variety of other ter-
tiary-level English programmes such as those for science or economics students, for “*spare-time”
universities, for teacher training, for short-term professional training, or for preparation for '
further study abroad. In fact, the units each cover distinct subject areas and are more or less
independent from one another, so that they can be used selectively according to the leveland the

needs of different programmes.

. In addition to the CECL core course, there are supplementary CECL sub-course such as PHO-

NETICS, GRAMMAR, YOCABULARY, SUPPLEMENTARY LISTENING, READING,
WRITING, SPEAKING and VIEWING, which together take up 8 class hours per week
throughout the two years of the course. In connection with these subcourses, a series of CECL
supplementary coursebooks are being planned following the CECL core coursebooks.

It is suggested that, pending the publication of the CECL supplementary courscbooks,

course coordinators using the CECL corc course should try to make use of whatever suitable
supplementary materials may be found to answer the necds of their own programmes.
The CECL core coursc consists of four coursebooks — CECL 1, CECL 2, CECL 3 and CECL4,
each covering one term of a two-year course. [Fach coursebook is composed of 10 units, in-
cluding one midterm review unit and one end of term review unit.  Each thematic unit provides
activit'es for 2 weeks (8 class hours per week, plus the same number of outside-class activity hours).
The reviews each cover approximately only one week’s work. A midterm test paper and an
end of term test paper are also supplied with each core coursebook.

Each CECL core courscbook comprises 2 component books: a Student’'s Book and a
Teacher’s Handbook, and tapes to go with them. The teacher works with both the Teacher's
Handbook and the Student’s Book, while the students work only with the Student’s Book.
Each student will need a copy of the Student’s Book. However, he ought not to be given the

whole book at onc time. The teacher should keep all the Student’s Books and give them out

xi



to the students on a loose-leaf system — shcet by sheet as required by the different activities.
It is gencrally inadvisable to give the sheets out beforehand for the students to ‘prepare’ the les-
son, except where it is specified that preparation is required. In some cases, letting the students
look at the sheets beforechand will simply frustrate the purpose of the activity.

In the casc of listening activities, the tapescripis should be given to the students only after
they have done the listening task. Tapescripts of all the listening texts are printed at the end of
each unit in the Student’s Book for the purpose of providing the students with a record of what
they have heard. However, even with the scripts given only afterwards, care should be taken
that students do not develop, even subconsciously, a dependence on sceing the words in print.
Make it a point that when they listen, they always listen as in an-authentic listening situation,
where one never expects to be given the ‘script’ afterwards, and where one has only one's
own ears to rely on.

Thus, the sheets of the Student’s Books will generally be given to the students only when
they come to do each activity or after they have done the activity. Thcse sheets will then te
left in their hands for review. At the end of each unit or each term the students can bind up
their sheets and make a small book of a unit or a whole book of CECL1, CECL2, ctc.

. In each unit, the activities are arranged and numbered with Arabic numerals in the recommend-
ed order for doing them, although the teacher may change the order as be sces fit.

Two symbols that go with the numbering are:

+ which means to be done as homework

* which means optional
Again, the teacher may decide to make other tasks homework or optional, or have a task mark-
ed as homework done in class.

Other symbols used are:
. which means replaceable
(e. g.f\ = A is replaceable by any other element of equivalent value)
»;'.hich means alternatives
(e.g./ A/B = either A or B)

. Whenever possible, the purpose of each activity is stated explicitly (e. g, reading for gist, listen-
ing for language, etc.). Generally speaking, going beyond the specified purpose or requirements
is not necessary, and may sometimes be positively undesirable. For instance, when the students
are supposed to listen for gist, don’t let them listen for language. Doing the latter will in fact
hamper them in getting the gist. It follows that it is vital to let the students have a clear idea
what the purpose is and what the requiren ents are each time they are doing something. Above
all, make sure they understand the instructions. In the beginning wecks, perhaps, you need to
help them more in this respect. Sometimes giving them an explanation in Chinese may be
necessary.

. Quite intentionally, a great abundance of material is included for each unit. If teachers find

there is more than can be used within the planned period of time, they are advised to make a
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sensitive selection of a part and skip the rest rather than rush through everything disregarding
effect, or drag the unit on beyond the students’ span of interest.

8. In the classroom, the best seating plan would be one which enables all the students, or at least
cach group of students, to see one another face to face and to move about freely (e.g. walk up at
any time to talk to any one in the clhss). The traditional classroom seating plan with the stu-
dents sitting in rows, all facing the teacher, is considered too teacher-centred and not conducive

to creating a communicative atmosphere,

NOTES ON ACTIVITY TYPES AND THEIR TREATMENT IN CECL

In this brief outline we concentrate on those activities that may appcar new to teachers of other
courses. For each activity proposed in the book we have tried to explain the purpose, the stages
which the teacher may follow, and certain key points that should be bornein mind. The writers’

suggestions are not exhaustive and should be taken as guidelines only.
WARM-UP ACTIVITIES

Purposes:
1. To make the theme of the lesson meaningful to the students and to stimulate their curiosity.

2. To give the teacher some idea of what the students are already capable of saying about the sub-
ject and where their shortcomings are.

Input:
The CECL units introduce class activities with pictures or diagrams, or questions, which may cen-

tre on an area of general knowledge, the students’ personal experience, the associations of a word or
phrase, or something from a previous lesson.

Teachers will usually want to supplement these from their own stock of pictures or realia, or by
making use of the blackboard.

Stages:
1. Teacher engages the interest of the class by questions to selected individual students.
2. All students discuss the matter in pairs or “‘buzz groups”.

3. Teacher brings the whole class together again to exchange ideas and clarify the nature of the
main activity of the lesson.

Key points:
1. It is particularty important at this stage in the lesson to relax the students by an appropriately

informal manner and genuine interest in what they have to say. Encourage and integrate di-

verse responses to the topic.

2. Timing is crucial. Give students cnough time to express reactions to unfamiliar items, but do
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not give them long enough to exhaust the interest of the topic. Arouse their curiosity and then
keep them in suspense by moving-on quickly to the next task.

LISTENING FOR GIST AND SPECIFIC INFORMATION

Purposes:

P

For gist: to enable students to listen to a conversation or talk at normal speed and to pick out
and understand the main points without worrying about unfamiliar words.

2. For specific information: to enable students to listen to a conversation or talk and focus on
specific information without worrying about unfamiliar words or irrelevant detail.

Stages:

1. Students listen

1) to find answers to pre-set questions.

2) to determine the information without the aid of questions.

2. Students make notcs.

. Students compare notes in pairs. )
. The teacher brings the whole class together for feedback.

Key Points:

1.

Students will be unfamiliar with this kind of activity and may need to be given considerable hel;

in the early stages of the course. For examples,

1) as well as giving questions, give help with the answer in the form of cloze or multiple choice.
This is already done in some units.

2) allow multiple listenings of the recording.

. Allow students time to read the questions before playing the recording.

. In later stages, students should become accustomed to hearing the recording once only for this

kind of activity.

LISTENING AND NOTE-TAKING

Purpose

To give students practice in making gencral notes from a talk or conversation.

Stages:

1. Students listen to the recording in its entircty without making nofcs.

2. Students listep again and make notes.  This may be followed by a third and even a fourth lis-
tening,.

3. Students compare notes in pars.

4. Students hear the recording a final time.

5.

Students very briefly discuss notes again.
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