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Chr~stopher Fry and Marianne Mercer 
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l 

The Rde and Use of Tkwtkwks 
as a Vehide for Teadrihg E H !  as a Second bnguage7 l 

In considering the role of the textbook in the 
context of Second Language Teaching, we are 
obviously bearing in mind at the same time other 
vehicles which are intended to propel the learner 
along on his journey towards proficiency in Eng- 
lish. Other vehicles do exist., as exemplified in the 
illustration above.' 

Quite a lot has been written already about 
transportation in the form of instructional media 
such as television, radio, tapes, wallcharts, dic- 
tionaries, films, etc. hi relation to Second Language 
Teaching. Occasionally, for short distances, they 
are used in schools today. For long hauls, however, 
the textbook is usually regarded by principals and 
teachers as a safe stand-by. It is comparatively 
reliable, economical in terms of effort and well 
equipped with many parts. This is probably why 
it tends to hog the road in Singapore just as much 
as it does in other countries where English is 
taught as a second or foreign language. 

In spite of the dominating position in com- 
parison to other vehicles of instruction, ironically 
the textbook seems to have escaped evaluation by 
writers of papers on Second Language Teaching 

except in brief descriptive or comparative surveys. 
Moreover, there has not, to our knowledge, been 
any research conducted on the strategies and 
techniques employed by both teachers andlearners 
in using the textbooks to further students' pro- 
ficiency in English. 

The particular model we are examining here 
is the approved Enghsh coursebook used in govern- 
ment schools. In Singapore, the textbook is manu- 
factured according to certain specifications pro- 
posed by the Ministry of Education. Although 
there is an amount of flexibility in the size, shape, 
model, colour and general appearance of the body- 
work and interior, the basic mechanical arrange- 
ment3 must conform to certain guidelines before 
it is approved and granted the seal of road- 

'NO distinction is made here between EL1 and EL2. 
In practice almost all students learn English as a Second 
(or Third) Language. 

' And in the recent exhibition of language teaching mate- 
rials at the British Council. 

3i.e. content organisation 

SINGAPORE JOURNAL O F  EDUCATION 

2 



worthiness. After all, it is the Ministry of Educa- 
tion who knows the route and who maps out the 
itinerary for students. 

For the travel-sore reader who is becoming 
tired of our metaphor, let us move on to some 
more literal features of the typical ESL textbook 
used in Singapore'. In this paper we do not wish 
to condemn the textbook per se as a teaching 
device. Its advantages include the following: 

a) it can be a scheme of work for the teacher, 
b) it provides a lot of basic material for lessons 
which the teacher has not the time to prepare, 
c) it is a visual record of progress for both 
teacher and students and, therefore, it acts 
as a memory aid, 
d) it is convenient in terms of size, weight and 
ease of handling and transporting. 

What we do wish to indicate in this paper, 
however, is that it should be viewed in perspective 
and in relation to other teaching aids. We also 
hope to point out the dangers of overusing it or 
misusing it as well as to suggest ways of exploiting 
it to its full potential. 

Overusing the Textbook 

As the textbook has many advantages, there is a 
built-in danger that it will be followed by the 
teacher and the class page by page, lesson after 
lesson, year after year. The textbook may become 
a psychological prop or a crutch to  the teacher. 
A false sense of security may be created because 
he or she eventually becomes unwilling to do any- 
thing to supplement the textbook units or to pro- 
vide variety for the students. It eventually may 
lead to both mechanical and perfunctory teaching 
and learning. The Enghsh lesson becomes a mono- 
tonous routine in which there is neither joy nor 
interest for either teacher or learners. 

The Textbook as Written English 

One glaringly obvious but frequently overlooked 
point is that the textbook is written, not spoken, 
and that students read it, not listen to it. One may 
also ask how successfully a coursebook can teach 
oral English. Therefore, there is an implicit danger 
that if the textbook is used too frequently, stu- 
dents will be stunted as far as the development of 
oral skills is concerned. 

Some textbook writers have.clearly seen the 
danger here and have included pronunciation ex- 
ercises plus stimuli for role-playing in dialogues. 
The pronunciation exercises, however, are written 

and therefore, read.2 As for role-playing in dia- 
logues, we doubt whether many teachers actually 
use these in practice. We have observed that many 
teachers in Singapore are reluctant to encourage 
conversation in class, perhaps using group work, 
because of organisation problems and fear of class 
di~ruption.~ 

In any case, it is far easier to set students 
written work from the textbook. What this written 
work actually teaches, however, is another ques- 
tion. 

Teaching and Testing 

If we agree that a textbook is probably more 
useful in developing written skills than oral skills, 
then we must question to what extent the typical 
textbook does just this. Developing skills implies 
identifying and teaching the skills. What actual 
teaching is present in most coursebooks? 

A comprehension passage followed by a set 
of comprehension questions, vocabulary or 
grammar exercises with blanks to be filled in by 
the student, plus grammar conversion exercises 
(for example, change the verb from X tense to y 
tense), feature predominantly in Ministry approved 
textbooks. Although these types of activities may 
be quite useful for testing the acquisition of skills, 
they do not in themselves teach the  skill^.^ This 
distinction between testing and teaching is im- 
portant. Although we do not deny that tests can 
be used for teaching purposes in some circum- 
stances, the textbook on the whole provides little 
explicit teaching in itself. Unfortunately, some 
teachers rely on the textbook to do this very job 
of teaching and do little to supplement the printed 
word except for the odd question or two. It is to 
be expected that students do not perform as well 
as we would like them to do in tests: they simply 
have not been taught sufficiently. 

We accept that there is a lot of difference between, say, 
J.B. Heaton's Create and Communicate (Singapore: 
Longman Malaysia, 1977) and A.R.B. Etherton's Contact: 
A Secondary English Course (Singapore: Longman Malay- 
sia, 1974). However, the underlying principles are the 
same. 

2 ~ e e  the later section on speech practice. 

3 ~ h e  development of oral skills in English, however, is 
another paper. 

4Does, for instance, a blank filling exercise on the super- 
lative teach the superlative? 

JULY, 1979 



The Textbook and the Teaching of Grammar 

We give special attention to  this aspect of text- 
books, seeing as most are modelled on a grammati- 
cal or structural syllabus. What does go for explicit 
teaching in the grammar section of many course- 
books is highly questionable in some cases. We 
would define the teaching of grammar as the 
teaching of English structures and sentence 
patterns. Many textbooks, however, appear t o  
define the teaching of grammar as the teaching of 
the specialised terminology used to describe those 
Enghsh structures and sentence patterns. In 
other words, textbooks frequently focus on a 
description of Enghsh rather than on English 
itself. 

We are all painfully aware of what this 
results in. Students' minds are swimming with 
indefinite pronouns, past perfect tenses, sub- 
junctive moods, conditional sentences, adverbial 
clauses, etc.' Our hearts go out to the many 
students who are very proficient in Enghsh ex- 
pression (and, therefore, in our terms, in grammar) 
but who collapse at the sight of an exercise such as 
"Point out any adverbial phrases in these sentences 
and say which word they modify ."2 

Although we would not like to state cate- 
gorically that the learning of all terminology is 
useless (older children sometimes like to  analyse 
language as well as speak and write it and may ask 
the teacher questions about grammar - as the 
textbook defines it), we consider that the emphasis 
in textbooks on the rote learning of linguistic 
jargon is misjudged. Unfortunately, the insistence 
on using this terminology in the instructions of 
school tests and examinations forbids us to  
persuade teachers to completely ignore it. 

Perhaps it is all a question of degree, extent 
and timing. We shall return to this subject later in 
a more constructive light. 

Although textbooks are usually quite careful 
in the use of vocabulary in other sections, this 
consideration is sometimes completely forgotten 
when the writer provides explanations of the func- 
tions of grammatical features. Even the simplest 
explanations in terms of vocabulary are quite 
difficult to  understand. E.g. "We use the present 
perfect tense t o  show our interest in the present 
or future result of an action already completed." 
This is really a very difficult concept for Secondary 
One students to  grasp. (This example is from a 
Secondary One coursebook.) 

The exercises following the grammar section 
are designed to give practice or test the student in 
his mastering of structural patterns. Teachers 
should be wary of some of the stimulus or response 

sentences since some are so contrived3 that they 
border on unacceptability. E.g. 

Rewrite in the passive: 
Tom smokes ten cigarettes a day. 
Ten cigarettes are smoked by Tom a day? 

Change the following using the apostrophe with the noun: 
The tail of the cat. 
The pen of Henry. 

Also teachers should check whether more 
than one item is acceptable in the blank-filling 
exercises, e.g. 

Are there (some, any) people in the 
room? 

Remember that if two answers are acceptable, the 
teacher will have to  explain WHY they are both 
acceptable and that this may contradict what you 
have been earlier persuaded by the textbook to 
teach as a hard and fast rule (e.g. "SOLW" is used 
for positive statements, "any" is used for negative 
statements and interrogative sentences). 

Another feature of many textbook exercises 
is that they are deliberately set to trap students. 

Put "a", "an" or "the" where necessary, 

for example, is bringing three (or four if we count 
the absence of an article) commonly confused 
forms together in the same exercise. This is obvious- 
ly an open invitation for students to  make errors 
rather than to  avoid making them. If this exercise 
does teach anything, then it is not very prudent 
teaching. 

In general, however, a cursory glance at the 
sheer space devoted to oral or written exercises 
in most coursebooks confirms our opinion that 
textbooks devote far too much time to testing 
rather than teaching. 

Let us now take a more constructive approach 
t o  the use of the school textbook while asking 
the reader to bear a number of points in mind: 

a) We are not in this paper suggesting altema- 
tives to the textbooks such as preparing one's own 

'01 is it adverbial pronouns, past perfect sentences, 
conditional clauses, subjunctive tenses and indefinite 
moods? 

2This is a genuine example from an approved textbook. 
We wonder how many native speakers can tackle this. 

3 ~ n  fact, all are random, unconnected, mechanically 
contrived sentences. 

4 ~ n d  if he continues to smoke, no doubt the bucket 
will soon be.kicked by him! 
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aids, using dramatisation, language games or group 
activities. In so doing, we would be expanding a 
short article into our own textbook on Second 
Language Teaching! We are, therefore, con- 
centrating on the exploitation of the textbook as 
a teaching device. 

b) The textbook is only ONE instructional 
aid amongst many and there are other ways to 
complete the school .syllabus in conjunction with 
the textbook. The textbook is not the syllabus, as 
laid down by the Ministry of Education, itself. It 
is only modelled on it. Teachers can, therefore, 
supplement the textbook with other materials 
or aids. 

c) In general, a coursebook unit may contain 
more material than teachers can possibly use in the 
time available. As a result, teachers have to employ 
some form of selection criteria. As this paper is 
devoted to  the teaching (not testing) of English 
as a Second Language, we would encourage teach- 
ers to select the potentially most useful sections 
for learning purposes. 

d) In lessons where the textbook is employed, 
teachers should be careful to try and strike a 
balance between the receptive skills of listening 
and reading and the productive skills of speaking 
and writing. 

Below is the general core format of Ministry 
of Education approved textbooks. 

1. Reading and Comprehension (plus vocabu- 
lary) 

2. Grammar plus orallwritten exercises. New 
and/or revisionary topics 

3. Speech practice (pronunciation, etc.) 
4. Composition 

Reading and Comprehension 

The reading passage plus comprehension questions 
are stimuli for teaching, not teaching per se. It is 
that the teacher sees how the other sections of the 
niques and exploiting the passage and questions 
in a particular way who will achieve the instruc- 
tional objectives of the lesson. In so doing, the 
teacher will have considered not only what these 
objectives should be but also the best means to 
ensure that learning takes place. What follows 
below is a suggested approach to the textbook to 
teach the students general reading and comprehen- 
sion skills. 

The reading of the text 

Although pupils are required to prepare for oral 
examinations by practising reading texts aloud, 
this should not be confused with reading for com- 
prehension' (extracting information, making 
inferences, predictions, etc.). By asking pupils to  
read aloud, teachers are decelerating students' 
potential silent reading speed. Furthermore, it is 
doubtful whether students absorb much of the 
underlying content of the passage when they are 
concentrating on the articulation of the surface 
print.2 This is not to say that reading aloud by 
pupils in class never has any uses, e.g. with dia- 
logues, materials to be read aloud, etc. 

The majority of adults read silently and so it 
could be agreed that the ability to read silently is 
the most important skill teachers should be 
developing in their students. However, there is no 
reason why a teacher should not occasionally read 
parts of the text aloud, not only for the sake of 
adding variety to  the lesson but also if he or she 
realises that there is a section of the text whichmay 
introduce the pronunciation of new vocabulary 
which is phonically irregular. 

The macro-skills of silent reading 

The primary skills can be summarized as the 
ability to locate, extract and retain particular 
pieces of information from particular sections of 
particular texts in a particular amount of time. 
Secondary skills include the ability to perceive 
cause and effect relationships, to make inferences, 
suppositions or predictions, etc. 

Some suggested methods for developing these 
skills 

1. Teach students to locate and extract informa- 
tion rapidly. For a warm-up exercise, instruct 
students to tell you (in perhaps five or six seconds) 
where particular pieces of information are con- 
tained, e.g. 

"Today we are going to read a passage from 
Unit (Lesson) Ten. Now, quickly, look at the list 
of contents at the front of the book and tell me 
what page the unit (lesson) begins at . . . . Now 
look at page 47. I want you to tell me which para- 
graph describes . . . ." 

'we are sure you can all read "When the f i g  dreened to  
the nisty strop, i t  mirented slooply" perfectly fluently 
without your having comprehended anything at all. 

'What, when one child is reading aloud, the minds of the 
other thirty-nine children are dwelling on, we dare not 
consider. 

JULY, 1979 



Teachers could also train their pupils to 
become familiar with the structure of the text- 
books for the purpose of individual study. As 
some students will be rather slow at this kind of 
exercise at first, especially at primary level, per- 
suade students to look for information by moving 
their eyes zig-zag fashion down the page rather 
than start reading the first line, then the second 
line, and so on horizontally. 

Locating information in a text can start right 
at the beginning reading stage with children being 
asked to circle, underline, point at words and 
phrases which contain certain information. At this 
stage, children are learning the sub-skills of reading, 
e.g. that words carry information, that there are 
relationships between words. 

2. Decide yourself which information is im- 
portant and which is not important. As a general 
rule, the comprehension questions given at the end 
of the sections ask significant questions but not 
always so. Supplement the textbook questions 
with your own. 

3. As students are often instructed to  read a 
passage without knowing for what purpose they 
are expected to read it, they have no clear idea 
sometimes as to what information they should 
retain and what information they should filter 
out. To overcome this, ask your questions or give 
directions BEFORE they read particular sections 
of the text. By this method, students are directed 
to  focus only on what you consider to be im- 
portant in the text, e.g. 

"I now want you to read the fourth and fifth 
paragraphs and to tell me (a) what . . . . and (b) 
why . . . . . . . . . ." 

4. Be very cautious about students' answers. 
The ability to answer comprehension questions, 
especially if the answers are a direct quotation 
from the text, does not guarantee comprehension.'. 
Supplement your questions with instructions for 
students to paraphrase or summarise sections of 
the text.2 

5. In general, let the students read the passage 
in conveniently-sized chunks depending on both 
the level of your pupils and how the passage can 
be suitably broken up. 

6. Always teach new vocabulary in the context 
in which it appears. Pupils can frequently deduce 
the meaning of words from the structural environ- 

ment and semantic context in which they occur. 
Do not concentrate so much on definitions or 
explanations3 since many words are not easily 
defined (can you define the verb "wait"?) or if 
they are, the definitions frequently are as compli- 
cated if not more so than the word you are trying 
to  define (e.g. to  cause = to  produce an effect). 
Instead encourage the use of the words in different 
contexts. By this means, the contextual restrictions 
of the lexis will become more apparent4 Again, 
the beginner reader should be taught to acquire 
vocabulary in this way. In addition visual clues 
are present in the textbook in the form of pictures. 

Grammar 

You have two jobs to do here: 
a) to teach your students to use Enghsh struc- 

tures and sentence patterns correctly and 
appropriately, 

b) to teach your students the linguistic ter- 
minology to help them pass school tests 
and examinations. 

Deal with (a) first. I 
1. Except for one or two exceptions, we find 

most textbooks being used in schools sadly lacking 
in their demonstration of the particular structure 
being taught in a natural, realistic communicative 
situation. For some reason, a lot of textbook 
writers seem to believe that English speakers 
communicate in random, isolated sentences rather 
than in dialogues or pieces of continuous prose 
writing. This is certainly one section of the course- 
book which frequently needs supplementing with 
other teaching materials. If necessary it cin be 
replaced altogether. 

The only tip we can give here is to  suggest 
that the teacher sees how the other sections of the 
unit can assist and combine to help teach grammar 
in context. For the initial exposure to the new 

Try this yourself. 
EXTRACT : . . . The salt is extraluded by deep 

of consumatid heat. . . . . 
Question : How is the salt extraluded? 
Answer : (It is extraluded) by gleep of 

consumatid heat. 

2 ~ o ~  will then also have the bonus of students speaking 
in connected speech - a rare phenomenon - as opposed 
to single sentences. . 
'unless you are training your students to be dictionary 
compilers. 

4 ~ . g .  "pregnant" - carrying a baby. Therefore, "The 
fueman went into the building and came out pregnant."! 
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grammatical topic (at the receptive level), the 
teacher can refer back to the reading passage at the 
beginning of the unit to see if the structure can be 
demonstrated there. Later, the teacher can look 
forward to the composition section at the end of 
the unit and see if students can be engineered to  
use the structure at the productive level. 

To summarise, therefore, if all else fails and 
you really have to rely solely on the textbook, 
adapt the reading passage and the composition 
section for the teaching of grammar. Remember, 
however, that this will again lead to a situation 
where pupils are restricted to written Enghsh 
unless the teacher can ensure that the structure 
will also be demonstrated and then subsequently 
used by students in speech.' 

2. As a general guideline, when teaching English 
structures, the teacher will have to focus on 

a) form 
b) function 
c) meaning 

We have already indicated that many course- 
books seem to  attach little or 110 importance to  
meaning and concentrate on artificial sentences 
sometimes dubious in terms of real life occurrence. 
The teacher should also be wary that the course- 
book pays sufficient attention to the function of 
the item. This, in brief, refers to  when a structure 
is appropriately or correctly used. Some course- 
books focus far too much on the form of the item 
without bringing out the function sufficiently. 
E.g., students might be taught that the indefinite 
article is a, an. ("put a, an before the following 
nouns") but they do not adequately bring out the 
function (when is the indefinite article used?) of 
a, an as opposed to the definite article or no article 
at all. 

However, again, use your common sense 
when bringing out the function of a structure. The 
demonstration of the item in several linguistic 
environments is frequently more effective than a 
pat explanation. Especially at primary level, the 
functions of grammatical topics can be best dealt 
with implicitly rather than explicitly and analyti- 
cally. 

3. If you must use terminology such as "inde- 
finite articles," "past perfect continuous," "con- 
junctions" and the like, then do so at the end of 
a lesson rather than at the beginning. Commencing 
your lessons with "Right, class, today we're going 
to do concessive clauses," (says she, writing it on 
the board) is hardly going to elicit spontaneous cries 

of glee and panting expectation and excitement in 
the most well-motivated class. 

When you do introduce the terminology, 
keep it as simple and as brief as possible. There is 
no need to go into such detail as the coursebook 
sometimes suggests. The terms "adverb" or . 
"adverbial clause" are sufficient: you do not have 
to qualify these as adverbs of manner, time, etc. or 
concessive, causal, temporal adverbial clauses, etc. 

Avoid defining the parts of speech, seeing as 
definitions are so fallible. Traditional grammar 
may try and convince teachers that a verb is a 
"doing" word or an action word. (BUTb'Swimming 
is an energetic sport.") Or that a noun is a naming 
word. (BUT "Do it for my sake.") 

It is much more profitable, however, for 
students to recognise the structural characteristics 
of the parts of speech, e.g. a noun is a word which 
goes into the slot."Many - s like chocolate" and 
has the feature of "+ S". Similarly a verb is any 
word which goes into the slot "Many boys - 
chocolate" and has the feature of "+S" or "+ ed".' 

4. Cut down the number of exercises that 
students should complete: valuable teaching time 
is lost here to testing. Before you assign an ex- 
ercise, thoroughly check the sentences for accepta- 
bility in English and see whether alternative 
answers are admissable. Remember also that 
although it may appear much easier to set written 
exercises of this kind than to devise situations 
whereby your students use the grammar topic in 
a simulated context using connected sentences, 
your students may reap the unhappy harvest of 
being taught to communicate in isolated, artificial 
 sentence^.^ This is surely not true practice in using 
grammatical structures. The sentences as they 
stand, however, are mechanical and contrived. 

Finally, do not let the sheer quantity of 
exercises persuade you that the exercises are the 
most important section of the unit. The quantity 
is perhaps there simply because they are compara- 
tively easy for the author of a coursebook to 
write. 

'Note also inattention to speech may cause the trans- 
ference of errors in spoken English into errors in written 
English. 

'with finite'verbs. 

3 ~ f  that. Putting one word in a blank does not train a 
student to  produce even one sentence outside the class- 
room. 

JULY, 1979 



Spoken English 

Most of the sections examined by us consist of 
minimal pairs, that is, pairs of words which are 
identical except for one feature only. An example 
is "ship", "sheep". 

Again watch for errors in the coursebook. 
One commonly used book which intends in a unit 
to contrast the "S" and "sh" sounds cites "said"/ 
"shade" as a minimal pair. The observant reader 
will notice that this is a bad slip on the part of 
the writer. The pair should have been "said"/ 
"shed" (with only one different pronunciation 
feature). The pair "said"/"shade" is likely to  
encourag? the popular but wrong pronunciation 
of "said" as /seid/ instead of the correct /sed/. 

A more general point but fundamental to  
the principles and methods of teaching correct 
pronunciation is the fact that the words are read 
by the student, as well as listened to. Especially 
as the coursebook frequently writes in bold print 
the particular sounds being contrasted in the 
words, there is a risk that the lesson will become 
a lesson in phonics (learning to read by associating 
a symbol with a sound). Although phonics has an 
important place in the classroom, this is not the 
time nor place in a section on listening and speak- 
ing skills.' 

In your execution of a lesson on speaking 
skills, let the textbook be a tool t o  the teacher but 
not to  the students. Ask the students to  close their 
books so that they can only listen t o  the pairs of 
words before they are asked to repeat them. 

Also extend the lesson beyond the isolated 
word. The correct repetition of a word in isolation 
is by no means going to ensure that students will 
pronounce it  correctly in connected speech. Build 
up from the word into phrases, clauses and sen- 
tences - short poems featuring alliteration and 
assonance (repetition 'of consonant and vowel 
respectively) are very useful for this purpose. 

As the context frequently neutralises any 
potential ambiguity ("'We saw a ship go sailing by" 
would never allow "ship" and "sheep" to  be con- 
fused) choose as far as possible sentences where 
communication might break down. E.g. 

"Pass me the toy (shiplsheep), please." 

At this stage, the pupils might be instructed to 
look at the textbook and to indicate whether the 
word used by the teacher in a sentence comes 
from the first or the second column. 

Remember also that aural and oral discri- 
mination is only a starting point to  your teaching. 
If your students are unable to  articulate one of the 
sounds (and it is usually only one of the sounds) 

being contrasted, you will then have to  teach them 
how to make that sound. The teacher may have to 
use some form of phonetics reference bookZ in 
order to  find out for himself or herself how a 
particular sound is articulated and give instructions 
accordingly. 

Compositions 

There are many skills involved in the teaching of 
composition and it certainly involves the produc- 
tion of grammatical and lexical skills acquired pre- 
viously. In our view, methods of teaching com- 
position - from controlled, to  guided, to  free - 
are much more generally apparent to both teachers 
and textbook writers than methods of teaching, 
say, grammar and comprehension. 

The teaching of composition is a subject 
which has merited a lot of attention in the last 
few years simply, we suspect, because of the em- 
phasis on written as opposed to spoken ~ng l i sh .~  
One of the advantages of students writing com- 
positions is the fact that it is probably one of the 
few occasions when students write Enghsh in con- 
nected sentences as opposed to writing single 
sentence answers to questions or putting a word in 
the blank. 

In addition to  making use of the grammatical 
structures and vocabulary encountered earlier, 
students can be encouraged to use sentence con- 
nectors which may not have been taught explicit- 
ly in previous units. These include sentence 
adverbials such as "moreover", "in addition", "on 
the other hand", "however", "as a result", "con- 
sequently", etc. which are very important in the 
cohesion of written discourse. 

It is also an opportunity t o  discuss levels of 
formality. In general terms, the variety of Enghsh 
used in speech differs from that used in explicit 
writing. "He did some super things" may be 
acceptable in spoken English but "He demonstrated 
some marvellous tricks" would be more acceptable 
in written Enghsh. 

Although you should persuade students 
to use a more formal variety of English in written 
work as opposed to conversational English, pre- 

'consider also the number of words which contain the 
same sound but are spelled differently, e.g. rough, blood, 
cup, mother. 

'such as J.D. 0' Connor's Better English Ronunebtion 
(London: Cambridge University Press, 1967). 

30ne wonders, however, how many times a teacher or 
anybody else for that matter has been required to write a 
composition since leaving school! 
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paring the composition first ORALLY has great 
advantages. Firstly, you can circumvent any errors 
in pronunciation which may transfer into writing.' 
Secondly you can check on the correct use of 
grammar and lexis. Thirdly, you are giving your 
students an opportupity to speak in Enghsh 
instead of listening to the teacher or pushing a pen. 

To avoid the danger of only informal styles 
of speaking being produced, you could create a 
more formal situation in the class whereby a more 
formal use of language is demanded. One suggestion 
is for the teacher to  behave as a stranger; perhaps 
a visitor from another planet, a newspaper reporter, 
an interviewer, or a policeman. In this way, stu- 
dents will be obliged to use language more explicit- 
ly and thus more formally. The teacher can first 
extract the information piecemeal and then ask 
the students to put it together in connected speech. 
Hopefully, this way, the errors which may appear 
in writing will be of a more mechanical nature 
(spelling, punctuation, etc.) than structural. 

One obvious tip: if you do not consider the 
composition exercise or topic useful, don't use it. 
Devise another. 

We do not wish to dwell any further on the 
subject of compositionZ because, as stated pre- 
viously, we consider that in general, coursebooks 
handle this aspect of developing language skills 
quite satisfactorily. 

Conclusion 

In this necessarily brief paper, we have attempted 
to put the textbook in perspective by indicating 
that it is but one of many aids which are used in 
English language teaching. 

We have hoped to persuade the reader, and 
in particular the teacher, or teacher-in-training, 
that the textbook is not always a valuable teaching 
aid as opposed to a testing aid, and that where 
there are defects it should be used with foresight, 
care and selective discrimination. 

We have also given the teachers some guide- 
lines to work with when they make use of a parti- 
cular section of a coursebook unit. 

We should like t o  emphasise at this point 
that the important factor in any teaching situa- 
tion is the teacher, not the textbook or any other 
aids for that matter. Even the poorest materials 
can be turned to advantage by the enterprising 
teacher. In relation to the textbook, we believe 
that the successful teacher views the school course- 
book as a means to  an end, not an end in itself. 

In conclusion we should like to return to our 
metaphor used at the beginning of this paper. 

Using your textbook is like driving a car with 
yourself as the driver and your students as the 
passengers. The destination of your students is 
proficiency in English. As you become more 
skilled as a driver, so will you become much more 
familiar with the vehicle you are driving, in this 
case the textbook. Here are some general tips for 
the road: 

1. The textbook doesn't drive you. You drive 
the textbook. At all times remember that you are 
in charge. 

2. You are the mechanic. Most textbooks come 
with the designer's faults which are not always 
apparent on the assembly line. Check for those 
faults and maintain the vehicle regularly. 

3. Run it in slowly at first until you are farnilar 
with its true performance and road-handling capa- 
city. Get t o  know your vehicle well. 

4. Make additions where necessary to help it 
run more smoothly. 

5. There are many obstacles on the road. Try 
to avoid these, by steering well. Don't let your 
vehicle get out of control. 

6. Observe the Highway Code (the practices 
and principles of getting your passengers safely 
and surely to their destination). Avoid speeding 
and overloading. 

7. Know your route and the landmarks. 

8. Pause for refreshments. You might not fall 
asleep at the wheel but your passengers in the back 
might! 

9. If you lose your way, seek help and use your 
common sense. 

10. Remember that the textbook is not the only 
vehicle on the road. 

If your vehicle breaks down in some places (or 
even if it doesn't), consider the merits of other 
vehicles. 

Selamat jalan! g 

' ~ n  example would be the failure to pronounce the fmal 
/t/or/d/ consonant in past tense usages. This may become 
a grammatical mistake in writing, e.g. "Yesterday we play 
football." 

'1t is not intended to describe general methods of com- 
position teaching but to suggest ways of using the textbook. 
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