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Introduction
In order to provide a rigorous analysis of the tasks that appear in Russian and Spanish
textbooks designed for students studying English in their last year of Upper Secondary
School, I shall first start by going through the Educational Systems of both countries. The
key characteristics to take into consideration are that students start their compulsory
education at different ages: Russian students begin their Primary Education almost a year
later than their Spanish peers. To be more specific, the article 67 of Federal Law Nº 273 on
Education (2012) states that children should at least turn six and a half in the month of
Primary School entrance, i.e. in September. Another relevant distinction refers to the year
in which students start learning their first foreign language. In particular, by the order
nº74/2012, Russian students initiate English studies on the second year of Primary
Education and its learning is limited to two hours a week (Order 74, 2012, p. 4); however,
Spanish students become acquainted with foreign languages much earlier –in Pre-school.1

PRIMARY EDUCATION
• Lenght: 6 years
• Age: 6-12

SECONDARY COMPULSORY
EDUCATION
• Lenght: 4 years
• Age: 12-16
NON-COMPULSORY
SECUNDARY EDUCATION
• Lenght: 2 years
• Age: 16-18

Table 1 Spanish Educational System2.

1

In both Spanish and Russian Educational Systems, pre-school education is regarded optional (of
Education, 2/2006, de 3 de mayo, p. 18) and therefore is not included in the tables that follow.
2
Table of my own creation with information taken from “Ley Orgánica 2/2016 modificada por la Ley
Organica 8/2013 para la Mejora de la Calidad Educativa (LOMCE) (of Education, 2/2006, de 3 de mayo, pp.
18-37).”
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PRIMARY EDUCATION
• Lenght: 4 years
• Age: 7-11

SECONDARY COMPULSORY
EDUCATION
• Lenght: 5 years
• Age: 11-16
NON-COMPULSORY
SECONDARY EDUCATION
• Lenght: 2 years
• Age: 16-18

Table 2 Russian Educational System3

As it can be inferred from the tables above, some differences in the school educational
systems can be distinguished (such as the different length of the educational stages and
different age at which students start each of them). Notwithstanding, remarkable
similarities can also be noted; for instance: the fact that education comprises the same three
educational stages, two of which are considered compulsory. Not to mention the
coincidence in duration and the students’ age during the last stages, which are of special
interest in this research, given that the books under analysis are designed for the last year
of Upper Secondary Education.
Bearing these resemblances in mind, and due to the fact that the author of this
dissertation knows English, Spanish and Russian, and is familiar with the school system of
Spain and Russia, this Master Thesis focuses on the methodology of teaching English as a
foreign language applied by the authors of the textbooks Living English and Enjoy English:
two teaching resources used for the same level in those two different countries, Spain and
Russia.
The activities suggested in both books are here analysed in order to establish the
differences and similarities among them and to determine if they follow the
recommendations of the Common European Framework of Reference for Languages:
Learning, Teaching, Assessment (CEFR) regarding the choice of the teaching
methodology. The need of textbooks’ analysis lies in the fact that, more often than not,
3

Table of my own creation with information taken from (of the Russian Federation, 2012)
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teachers follow the patterns and methodology suggested by the textbook they work with.
These two particular books are designed for the students of the last year of Noncompulsory Secondary Education and are claimed to follow the recommendations of the
CEFR. With this in mind, this study postulates that if Living English and Enjoy English in
reality follow the recommendations of the CEFR, pedagogical and life-like tasks—which
constitute a significant part of the action-oriented approach for teaching—should prevail
among activities in both textbooks.
In this context, the aim is to reach the following objectives: (1) to establish a theoretical
framework, including an overview of theories and methods for language teaching, and the
notion of “task”; (2) to examine a Spanish and a Russian textbook, comparing the general
structures and activities they provide; (3) to classify the activities from the first units of
Living English and Enjoy English; and (4) to compare the number of tasks detected in both
books.
To conduct this analysis the methodology of Applied Linguistics has been used. More
specifically, first previous works on this topic have been studied and a null hypothesis has
been done. Later, in the second chapter, a theoretical framework of the teaching methods
and approaches has been established in order to put into practice the theoretical knowledge,
and to derive contrasts and conclusions.
Thus, this dissertation is divided into five sections. Its first section looks at previous
work conducted in the field of Applied Linguistics and specifies the most notorious and
recent researches in this field.
The second section is divided into seven subsections and gives a brief overview of the
linguistic theories and methods for teaching languages in the twentieth century. Among the
second language acquisition theories, three main generations are to be distinguished:
structuralism, cognitivism and constructivism. Furthermore, the methods and approaches
that had their sources in these theories are explained, such as Direct, Audio-lingual and
Silent

methods,

Total

Physical

Response,

Community

Language

Teaching,

Communicative Language Learning, Task-based and Action-oriented approaches. This
chapter also describes the main principles of the CEFR and the action-oriented approach it
suggests. Finally, the notion of tasks that lie at the heart of the action-oriented approach, as
well as their distinction from exercises, is explained.
The analysis of a Russian and a Spanish textbook is presented in the third section. This
chapter begins by examining the general structures of both books, such as the sections they
comprise and their objectives. Later in this chapter activities found in both books are
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analysed and classified according to their functions and types. Some conclusions,
regarding the presence of tasks in the textbooks, are drawn in this section.
The final conclusion section comprises the evaluation of the hypothesis, objectives,
methodology and the outlining of the possible implications of the work fulfilled. It also
includes a justification of the importance of the topic and the conclusions about the usage
of the action-oriented approach in the teaching-learning process.
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1. Previous Research
Special attention has always been devoted to the English language and its didactics by
researchers in the field of English linguistics, psychology and education. The emergence of
an effective methodology that would allow learning English as a foreign language in a
short space of time has also always been of a vital importance, especially in certain
historical periods, such as the period of the Second World War. Still, due to globalization,
the learning of the English language is of current importance and an impressive amount of
researches is being pursued into approaches and methods for language teaching and
learning.
The vast majority of the most recent fruitful works belong to British and American
authors. One of the most significant works that does not only give an extensive overview
on the most significant approaches and teaching methods, but also introduces some new
currents in language teaching, belongs to well-known specialists in English as a foreign
language Jack C. Richards and Theodore S. Rodgers (2014). Apart from this milestone
research, more works on the traditional foreign language teaching methods have been
carried out and new pedagogical approaches have been suggested. There are authors who
criticise some of the earlier popular methods and show their own view of the language
acquisition process (Alsagoff, Lubna; Lee Mckay, Sandra; Hu, Guangwei & Renandya,
Willy A., 2012). In the book New Perspectives on CALL for Second Language Classroom,
its authors emphasize the benefits that computer-assistant language learning can bring and
provide steps for teachers to follow in order to implement the programme (Taylor, Richard
P. & Gitsaki, Christina, 2004). In the article “Technology as Pharmakon: The Promise and
Perils of the Internet for Foreign Language Education,” Kern also supports the idea of
using the Internet and the multiple opportunities it offers for teaching and learning English
(2014).
Spanish investigators also contribute significantly to dealing with the issue. Most of the
works are devoted to learning English with the help of the Information and
Communication Technologies. Particularly, Álvarez and Martínez, in their article
“Aprendiendo y enseñando una lengua extranjera desde Internet: herramientas y recursos”,
highlight the importance of non-formal education and an absolute necessity of integration
of the new technologies in the educational system to guarantee an effective teachinglearning process, especially regarding the acquisition of a foreign language and its culture
(2016). Another relevant issue that is being studied by many authors is the popular
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bilingual system and its role on the English language acquisition. While some propose new
methodologies for teaching English as a mother-tongue based on the effective model of the
utterly outstanding British schools (García Falcón, 2012), others analyze the methodology
and results of the Spanish schools that have implemented the previously mentioned
bilingual programmes (Romo Escudero, 2016).
Russian investigators also make their contribution on the English teaching and learning
methodology field. Basically, they develop their researches on similar topics as Spanish
and British scientists. In the article “Development of the Communicaive Competence
through the Use of the Internet Resources while Teaching English,” Shalova presents some
worth of notice Internet resources and the teaching methods that would improve the quality
of the teaching-learning process (2014). Ilyina also favours the sensible use of Information
and Communication Technologies in secondary school classrooms as a natural way of
teaching foreign languages (2008). The same author but in a different work suggests
considering the case method of teaching English. It consists in involving students in the
teaching-learning process by providing them full freedom in taking decisions regarding
solving professional types of tasks (2009).
In relation to the critical analysis of the teaching methodology based on the modern
textbooks for teaching English as the second language, a few minor works have been done.
Particularly in Russia, a comparative analysis of two modern textbooks for students of the
same level (English, edited by Afanasieva О. V. & Mikheeva I. V. and The Cambridge
course of the English language for Russian schools, edited by Vinogradova О. I.) has been
realized. Both books enter in the federal list of textbooks recommended by the Ministry of
Education and Science of the Russian Federation for use in educational centres, according
to the new order of the Ministry of Education and Science (Order 1067, 2012). The results
obtained display that both textbooks share the same main objective of the course that is the
development of the communicative competence in students. The research display that the
method suggested for that purpose, therefore, is being successfully put into practice by the
educational staff that has their Didactic Programmes based on the previously mentioned
textbooks (Shepeleva, K.A. & Khasanova, O.V., 2013).
Some Spanish researches are also keen on analysing the modern textbooks for teaching
and learning English as a foreign language (EFL). The vast majority of the authors
concentrate on some concrete aspects presented in the books under consideration, such as
the development of the written comprehension skills or pronunciation (Luna, Battigelli &
Luna, Carla, 2016; Calvo Benzies, 2015). In the article “Vocabulary Input in EFL
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Textbooks,” the authors, for instance, deal with the acquisition of vocabulary in primary
and secondary schools. The authors compare the most frequently used vocabulary in the
textbooks, indicate the differences and similarities, as well as, predict the possible
consequences for students, regarding the variations of the vocabulary in the books
corresponding to the same educational stage (Jiménez Catalán, Rosa Mª & Mancebo
Francisco, Rocío, 2008).
Furthermore, a considerable amount of recent works regarding comparative studies of
the textbooks pertains to PhD students (McDaniel Mann, 2014; Fernández Gavela, 2012).
It implies that the topic generates a lively interest among young researches in this field and
the need for such kind of investigations. In his PhD work Holistic, Diachronic and
Multimodal Analysis of English as a Foreign Language Textbooks: A New Way to Improve
Comprehension, González Romero, for example, undertakes a throughout analysis of the
first unit of the three modern English textbooks, which are currently in use in Spain
(English File, New Framework and Face2Face.) Some of the results of this research
display that lexis presented in these books is generally appropriate for the level of students,
although the books do not seek to develop the higher order thinking skills in accordance
with Bloom’s Taxonomy of learning domains (2015).
In fact, researches all over the world take a keen interest in contrastive analysis of the
EFL textbooks. In his article A Critical Comparative Evaluation of English Course Books
in EFL Context, Saeed Roshan compares New Interchange Intro and New Headway Preintermediate series of textbooks, which are currently in use in Iraq. The author studied the
four units of the books focusing special attention on the treatment and development of the
cultural awareness and social and civic competences (2014).
Another illustrative example of the contrastive analysis of English language textbooks,
which was conducted in Norway, belongs to Anne Marie Heim. In her PhD work, called A
Comparative Analysis of two English Textbooks Used in Upper Secondary School, Heim
contrasts the books placing emphasis on the importance of pre-reading activities for
developing written comprehension skills (2006).
In the same way, some other curious investigations have been carried out in some Asian
countries. In A Comparative Analysis of English Textbooks in China, Japan and Thailand:
A Focus on Wh-interrogative Questions, the authors analyze the frequency of appearance
of Wh-interrogative questions in some primary EFL books that are being used in the
previously mentioned three countries (Koji Uenishi & Masaki Akase, 2011).
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Nevertheless, there are no investigations dealing with the comparative analysis of the
Spanish and Russian textbooks for learners of English as a foreign language, although a
study of the question would throw light on the different difficulties students experience
while learning the language. Therefore, it can be stated, that the study which follows, is a
pioneer research in a contrastive analysis of the English as a foreign language (EFL)
textbooks of Spanish and Russian authors.
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2. Theoretical Framework
2.1. Second Language Acquisition Theories in the 20th Century
First of all, it would be convenient to start this chapter by giving a definition to the term
second language acquisition: it refers to “the processes through which someone acquires
one or more second or foreign languages.” (Nunan, 2001, p. 87)
In general, at least three main generations of schools of thought in linguistics can be
distinguished. At the beginning of the 20th century, the structural view prevailed in
linguistics. According to this view, “language is a system of structurally related elements
for the coding of meaning.” (Richards and Rodgers, 2001, p. 20). The structuralists
represented by Leonard Bloomfield, Edward Sapir, Charles Hockett, Charles Fries and
William Twaddell described the languages by classifying their elements and structures.
Thus, for them, foreign language learning consisted in studying those components
(Douglas, 2007, pp. 9-10).
This mainstream was influenced by behaviouristic theories of eminent psychologists,
such as Pavlov’ s classical conditioning theory in the early behaviourism period, and
further by B.F. Skinner and his operant conditioning theory in the late behaviourism
period. The behaviourists used only objective research methods and considered
psychological processes and reactions as a product of external influence. In other words,
they believed that mentality consists in bare reactions towards external stimulus (Leontyev,
2003, pp. 30-33). These psychological theories were applied to teaching languages. It was
believed that children are born without any knowledge and learn their mother tongues with
the help of their educators, their guidelines and approval. Thus, for psychologists students’
learning was a mechanical process that could be conditioned by the existence or absence of
the reinforcement, which was regarded as a crucial element of learning (Richards, Jack C.
and Rodgers, T.S., 2001, pp. 56-57) (Douglas, 2007, pp. 26-90). As a result, the teaching
methods, such as “Audio-Lingual,” “Total Physical Response” and “The Silent Way” that
were based on these linguistic and psychological theories, emerged. They mostly shared
the same characteristics; such as students were suggested to learn a language in a specific
order, furthermore, the importance of multiple repetitions of materials studied and
reinforcement were emphasized (Richards and Rodgers, 2001, p. 21).
The second generation of linguists considered language acquisition from another point
of view. Noam Chomsky and his linguistic theories started a revolution in the field of
linguistics in 1960s (Chomsky, 1970). He claimed that children have an innate ability for
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learning languages, they are born already possessing some knowledge and this knowledge
develops in communication with others (Douglas, 2007, p. 26). (Woolfolk, 2010, p. 234)
“Language acquisition is something that happens to a child placed in a certain
environment, not something that the child does.” (Chomsky, 1993, p. 29). Due to his
powerful ideas, a whole movement called generative linguistics appeared. Now linguistists
sought to explain a language, figure out the principles by which a language is acquired
rather than just describe it (Douglas, 2007, p. 11). They were concerned with the strategies
learners use while communicating in the foreign language. An important contribution in
this field was done by Stephen Corder who investigated the typical errors that take place in
the second language learning process, which then were seen as a natural consequence of
learning. Lately, investigations in learners’ errors led to the appearance of Selinker’s
interlanguage; this described the certain stages students go through while learning. In line
with Selinker, Dulay and Bart arrived to the conclusion that children acquire grammatical
morphemes while learning the second language in a certain order. Dulay and Burt called
these steps “natural order.” (Krashen, 1982, p. 12; Nunan, 2001, pp. 87-89).
According to Richark and Rogers, linguists began to consider language as “a vehicle for
the expression of functional meaning.” (Approaches and Methods in Language Teaching,
2001, pp. 20-21). The structured syllabus, being one of its main characteristics gave birth
to a communicative approach. For the first time the emphasis was placed on the way the
functional categories were presented. The syllabus was organised not only around grammar
and lexis, but it was also divided in topics, notions and concepts that were supposed to be
of a practical nature for language learners (Douglas, 2007, pp. 241-242; Richards and
Rodgers, 2001, pp. 20-21).
Significant changes have also occurred in the field of psychology. As Douglas put it
forward: “Instead of focusing rather mechanistically on stimulus-response connections,
cognitivists tried to discover psychological principles of organization and functioning.”
(2007, p. 11). In contrast to behaviourists, who mainly dealt with animals and their
reflexes, cognitivists studied humans and the way they learn in different situations. This
approach generated multiple theories regarding learning processes (Woolfolk, 2010, pp.
234-253).
David Ausbel introduced the concept of meaningful learning that was meant to be
much effective than traditional rote learning, especially in case of long-term memory.
According to him, the connections between the previous and new knowledge must be
established in order to learn effectively. He asserted that mechanical memorization did not
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lead to construction of the meaningful learning, because the previously learned material
was not associated with the previous knowledge and would end in forgetting the learned
information (Douglas, 2007, pp. 91-94; Woolfolk, 2010, pp. 234-253).
Since 1980s constructivism and interactional views on learning languages prevailed.
According to Douglas, two branches of constructivism can be distinguished. First of all,
emphasis was put on learners’ construction of meaning, their ability to discover things on
their own (H. Douglas, 2007, p. 12; Richards, Jack C. and Rodgers, T.S., 2001, pp. 20-21).
The ideas of cognitive constructivism were developed in James Bruner’s “Discovery
Learning Theory” and Jean Piaget’s works, according to which, all children go through
determined stages in the process of their cognitive development (Piaget, 2003, pp. 55-56).
Similarly, the issue of social interference in learning languages has become of interest
for both psychologies and linguists. Scientists considered the language as a socially and
historically determined subject, a means to accomplish social relations. It was assumed that
language is used for establishing and maintaining social contacts. Syllabus was then built
around the conversational patterns. (Leontyev, 2003, pp. 47-50; Richards and Rodgers,
2001, pp. 20-21; Douglas, 2007, p. 12).
Secondly, the powerful ideas about cooperative learning emerged. The idea about the
importance of adults’ interaction for learning was presented initially by Lev Vygotsky. His
theory of the zone of proximal development explains that children reach certain levels of
the mental development. According to him, “the first level can be called the actual
developmental level, that is, the level of development of a child’s mental function that has
been established as a result of certain already completed developmental cycles.”
(Vygotsky, 1978, p. 37) In other words, this stage demonstrates what children are capable
of doing by themselves without any guidance, although, we cannot judge the mental
development of children taking in consideration only this phase. Vygotsky claims that it is
advisable to consider “the zone of proximal development” that lies between the actual
developmental and potential developmental levels in order to determine the development
of a child. The zone of proximal development defines what a student is not capable of
doing independently but can perform with the help of the others, owing to the progressive
development of his cognitive functions (Vygotsky, 1978, pp. 37-40; Douglas, 2007, pp. 1213).
Recent works in psycholinguistics go further these social interference ideas as they
show that language acquisition in children also takes place due to the permanent contact
with adults. This interaction is of a specific nature, given that adults communicate with
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young children in a special, adapted to the age manner. They tend to use more simple
constructions, song-like intonations and vivid mimic expressions (Scovel, 2001, pp. 8384).
Regarding second language learning, Stephen Krashen made his contribution to this field
by presenting his five hypotheses about second language acquisition. Following works of
Dulay and Burt, he, in his turn, applied the knowledge about the natural order in which
children acquire a language to adults. As a result, “The acquisition-learning distinction,”
“The Natural Order Hypothesis,” “The Monitor Hypothesis,” “The Input Hypothesis” and
“The Affective Filter” theories have appeared.
It should be also noted that Steven Krashen was the first scientist to separate acquisition
and learning terms. He viewed acquisition as an unconscious process, a way in which
children obtain the ability to speak; meanwhile, learning was regarded as a deliberate
process conducted by people in order to get knowledge (Krashen, 1982, pp. 10-11).
Consequently, it can be stated that learning does not always guarantee a language
acquisition. This is something that was not properly considered in the past.
In the next chapter a brief description of the most influential approaches and methods of
second language teaching in the 20th century and the beginning of the 21st century will be
given.

2.2. Methodological Approaches and Methods for Teaching Languages in the 20th
and the Beginning of the 21st Century
Although the objective of this chapter is to give a brief overview of the most influential
teaching methods in the 20 and 21 centuries there is no escape from starting with “The
Grammar-Translation Method” (GTM), as the oldest approach to language teaching,
that is, furthermore, is still in use in some Educational Centres. This approach was not
based on any linguistic or psychological theories and it was initially widely used for
teaching Latin and Greece or more specifically, - for teaching learners to read literature
texts in classical languages and translate them into the first language. Lately, at the end of
the 19th century GTM was applied to teaching other foreign languages, following the same
principles: the importance was placed on harmonic development of students. They were
not expected to speak in a target language but understand its grammar, improve their
general cultural level, and derive benefits from memorizing grammar rules, such as
personal memory improvement, in every possible way. (Kashina, 2006, p. 12; Larsen-
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Freeman, Diane & Anderson Marti, 2002, pp. 32-44; Richark, Jack C. and Rodgers, T.S.,
2001, pp. 5-7)
Despite the fact that GTM lasted for over a century, it was considered ineffective for
communication purposes, and a search for more efficient ways of teaching foreign
languages began in the 20th century. Furthermore, this period clashed with the time when
first language acquisition theories, to which I referred in the previous chapter, came into
view. “The Direct Method” is believed to be the first method for teaching foreign
languages. It originated from “The Natural Method”, who’s proponent Francois Gouin
made assumptions about the origins of language learning by observing children speak their
mother tongues. Advocates of “The Direct Method” supposed that only a target language
should be used while teaching, utterly eliminating a mother-tongue from the teachinglearning process.

Some other

its

characteristics included:

inductive

grammar

demonstration, teaching only common vocabulary and giving preference to oral skills.
This method became widely accepted in Europe but given that it had some limitations,
such as its complexity and inconvenience for non-native teachers, its popularity gradually
faded (Richards and Rodgers, 2001, pp. 11-14; Kashina, 2006, pp. 13-15; Larsen-Freeman
& Anderson, 2002, pp. 46-57).
Ch. Freeze and R. Lado were founders of “The Audio-Lingual Method,” which is
another method that favours oral skills, viewing a language as a means of oral
communication. It is known to be the first method based on linguistic and psychology
theories, such as structuralism and behaviourism. As a language was seen as a conduct that
can be trained, much emphasis was given to drills in this method. The use of a mothertongue was prohibited and grammar was presented inductively since descriptivists
considered that every language has its own unique linguistic system. Nonetheless, the
method presented some significant drawbacks; a lack of initiative from both teachers and
students, multiple meaningless repetitions of grammar patterns and students’ inability to
communicate effectively in real situations outside the classrooms were some of them
(Richards and Rodgers, 2001, pp. 50-67; Larsen-Freeman & Anderson, 2002, pp. 59-75;
Kashina, 2006, pp. 18-19).
Both previous methods are related to “The Oral Approach” to teaching languages and
are based on ideas of the first generation of psycholinguists. However, with the emergence
of Noam Chomsky’ s powerful ideas about language acquisition and renunciation of both
behaviourism and structuralism, the further use of “The Audio-Lingual Method” has been
questioned by cognitivists. It gave a way to new approaches and methods for teaching
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languages based on ideas that learners are responsible for their own learning and are
capable of analyzing the language and discovering its rules. Caleb Gateggno offered a
method that would give students an opportunity to develop their mental and creative
abilities. This method, though, is not fully based on “The Cognitive Approach” even
though it shares some of its characteristics, but it is one of methods based on “The
Humanistic Approach” (Larsen-Freeman & Anderson, 2002, pp. 80-100; Richards and
Rodgers, 2001, pp. 81-89; Kashina, 2006, p. 28).
In 1960 G. Lozanov suggested another method that would allow developing cognitive
skills in students. He attempted to improve learners’ memory, unveil their latent
potentialities and thus accelerate learning process. “Desuggestopedia” implies creating
auspicious conditions for learning by reducing stress and anxiety in students. It is
characterised by the extensive use of music, fine arts and relaxing techniques. A grave
disadvantage of this method is a need of a special profile of a teacher; an enthusiastic
person capable of transmitting confidence to students. Furthermore, this method requires
special stuff training (Richards, Jack C. and Rodgers, T.S., 2001, pp. 100-106; LarsenFreeman, Diane & Anderson Marti, 2002, pp. 102-116; Kashina, 2006, pp. 26-28).
“Community Language Learning” (CLL) shares similar principles as learners’
feelings are of key importance in this method. Nevertheless, its proponent Charles Curran
believed that a teacher should take a role of a counsellor rather than a leader. This method
was also based on “The Humanistic Approach” to teaching and its advocates were
convinced that more effective learning takes place when students feel safe and a teacher
wins their favour. For that purpose EFL learners work in a group; they gradually move
from simple structures to more complex as well as from just repeating after the teacher to
real communication. The teacher meanwhile is always at their disposal to help them by
giving a forward or backward translation of a word or a sentence student is interested in.
Thus, students can design the syllabus they want to study by choosing a topic they are keen
on. This method also has some limitations, such as absence of educational objectives and
syllabus; that makes it is impossible to employ this method in modern educational centres
(Kashina, 2006, pp. 25-26; Larsen-Freeman, Diane & Anderson Marti, 2002, pp. 118-135;
Richards, Jack C. and Rodgers, T.S., 2001, pp. 90-98; Douglas, 2007, pp. 112-114).
Stephen Krashen’s “Total Physical Response” (TPR) was no exception to the
“Humanistic Approach” as its objective was to make the teaching-learning process as
much enjoyable as possible. Nevertheless, it was mostly based on the “Natural Approach”
ideas. Just as proponents of the previously mentioned “Direct Method,” Krashen believed
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that students learn better by receiving information in a target language, and the use of a
mother tongue should be avoided. Furthermore, he put forward some ideas concerning
grammar and particularly imperative verbs use for learning. TPR followers believed that a
foreign language could be acquired in the same manner as a mother tongue acquired by
babies; that is simultaneously with performing actions. Thus, basically, TPR consisted in
giving commands in a target language for learners to perform; multiple repetitions of a
limited number of new lexis accompanied with physical activities guaranteed successful
language acquisition. Babies first develop listening skills, so that acknowledgement
underlined the skill acquisition order established in this method too. This method is rather
popular among teachers, especially those who work with pre-school and primary children
(Richards and Rodgers, 2001, pp. 73-79; Kashina, 2006, pp. 28-29; Douglas, 2007, pp. 7879; Larsen-Freeman & Anderson, 2002, pp. 137-149).
“Communicative Language Teaching” (CLT) emerged in 1970s as a reaction to an
assumption that a language has a social dimension and with the advent of the
communicative competence. Since then, learners are believed to learn to use functions in
order to communicate effectively. Based on the Communicative Approach, CLT aspires to
develop a communicative competence in students. For this purpose, communicative tasks,
authentic material, learner-centred teaching and development of all four skills have been
implemented. The priority is given to functions over forms in this approach and in some
cases grammar forms are not worked at all. Students are encouraged to not only
communicate a message but also express their feelings and emotions and thus acquire a
language. In contrast to previous oral approaches, communication is now viewed to be of
two types: oral and written, and both types are considered significant. All this is supposed
to lead to an effective use of a language in real communicative situations outside a
classroom; something that was regarded barely possible in the past (Harmer, 2007, p. 50;
Douglas, 2007, pp. 241-242; Kashina, 2006, p. 24; Richards and Rodgers, 2001, pp. 153174; Piccardo E. , 2014, pp. 10-13; Larsen-Freeman & Anderson, 2002, pp. 152-169).
“Task-based Language Teaching” (TBL) can be seen as an approach arising from
“Communicative Language Teaching.” It shares most of its characteristics and adds some
new fundamental ones: learners interact in a target language while accomplishing
meaningful tasks, analytical approach to the organization of the task- syllabus and taking
into account students’ previous learning experience. TBL implies accomplishment of the
communicative tasks proposed by the teacher, whether they are target tasks or of an
educational nature. Additionally, the process through which students go while
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accomplishing a task is less important that its result, which is generally – exchange of
meanings with other students. Consequently, mistakes made by students are tolerated and
seen as a natural occurrence of language learning. This lead to some arguments regarding
grammar teaching among linguists; some of them claim that focus on form is needed, such
as brief grammar explanation or correction of mistakes in order to prevent their
fossilization (Kashina, 2006, pp. 30-31; Piccardo E. , 2014, pp. 9-14; Richards and
Rodgers, 2001, pp. 223-244; Larsen-Freeman & Anderson, 2002, pp. 192-205; Nunan,
2004, pp. 19-38).
This last approach is in line with the action-oriented approach adopted by The Common
Framework of Reference for Languages, to which the next chapter will be devoted.

2.3. Common European Framework of Reference for Languages, its objectives,
scale and an approach adopted
The Common European Framework of Reference for Languages: Learning, Teaching,
Assessment (CEFR) is a document that can be regarded as a guide for language teaching in
Europe and beyond its limits. It provides educational authorities, centres and language
learners with information that should be taken into account in order to make the teachinglearning process more effective (CEFR, 2001). It also influenced both Spanish and Russian
legislation to large extend.
The CEFR as a Council of Europe’s project originated in 1990 and since its first
publication in 2001, it has become of a deep interest for educational authorities. Although
it was initially published only in English and French, it was lately translated into 40
languages making it worldwide known. Basically, this document proposes some guidelines
to follow, such as putting into practice the action-oriented approach for teaching. It also
establishes the International Certification System represented with the Descriptive Scheme
and Common Reference Levels, the concept of Communicative Competence and it focuses
on promoting plurilinguism. Some of its innovations will be considered more in details, as
their understanding is crucial for the development of this research (2001, pp. 1-8).

2.3.1. The Descriptive Scheme and Common Reference Levels
It was undoubtedly important to establish levels of proficiency in languages that would
be common for all European languages and would be of a reference for all public. CEFR
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introduces three broad divisions for grading learners’ language proficiency, which are
divided into six levels (2001, pp. 22-23):
A. BASIC USER
• A1. Breakthrough
• A2. Waystage

B. INDEPENDENT
USER
• B1. Threshold
• B2. Vantage

C. PROFICIENT USER
• C1. Effective Operational
Proficiency
• C2. Mastery

Table 1. Common Reference Levels: scheme4

Each level has its set of characteristics and is described in terms of what students are
capable of performing in a foreign languages and how well their language skills are
developed. The detailed description of each level is provided in the following table:
Proficient
User

C2

C1

Independent
User

B2

B1

Basic User

A2

A1

4
5

Can understand with ease virtually everything heard or read. Can summarise
information from different spoken and written sources, reconstructing
arguments and accounts in a coherent presentation. Can express him/herself
spontaneously, very fluently and precisely, differentiating finer shades of
meaning even in more complex situations.
Can understand a wide range of demanding, longer texts, and recognise
implicit meaning. Can express him/herself fluently and spontaneously without
much obvious searching for expressions. Can use language flexibly and
effectively for social, academic and professional purposes. Can produce clear,
well-structured, detailed text on complex subjects, showing controlled use of
organisational patterns, connectors and cohesive devices.
Can understand the main ideas of complex text on both concrete and
abstract topics, including technical discussions in his/her field of
specialisation. Can interact with a degree of fluency and spontaneity that
makes regular interaction with native speakers quite possible without strain for
either party. Can produce clear, detailed text on a wide range of subjects and
explain a viewpoint on a topical issue giving the advantages and disadvantages
of various options.
Can understand the main points of clear standard input on familiar matters
regularly encountered in work, school, leisure, etc. Can deal with most
situations likely to arise whilst travelling in an area where the language is
spoken. Can produce simple connected text on topics which are familiar or of
personal interest. Can describe experiences and events, dreams, hopes and
ambitions and briefly give reasons and explanations for opinions and plans.
Can understand sentences and frequently used expressions related to areas of
most immediate relevance (e.g. very basic personal and family information,
shopping, local geography, employment). Can communicate in simple and
routine tasks requiring a simple and direct exchange of information on familiar
and routine matters. Can describe in simple terms aspects of his/her
background, immediate environment and matters in areas of immediate need.
Can understand and use familiar everyday expressions and very basic phrases
aimed at the satisfaction of needs of a concrete type. Can introduce him/herself
and others and can ask and answer questions about personal details such as
where he/she lives, people he/she knows and things he/she has. Can interact in
a simple way provided the other person talks slowly and clearly and is
prepared to help.
Table 2. Common Reference Levels: global scale5

Table of my own creation with information taken from CEFR (2001, p. 23).
Table of my own creation with information taken from CEFR (2001, p. 24)
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2.3.2. Action-oriented approach
Apart from aspiring to improve learners’ English level, The Council of Europe also follows
Recommendations R (82)18 of the Committee of Ministers to promote unity among
members of the European Union (1982) and realizes these recommendations by
introducing an approach to teaching that views language learners as socially important
members of an intercultural society (Piccardo E. , 2014).
CEFR suggests an action-oriented approach to language learning, that “views users and
learners of a language primarily as ‘social agents’, i.e. members of society who have tasks
(not exclusively language-related) to accomplish in a given set of circumstances, in a
specific environment and within a particular field of action.” (2001, p. 9). In other words, it
is suggested that languages are to be learned by performing tasks. This idea is not new as it
formed the basis of a previously described Task-based approach that originated in the 80s90s of the 20th century. What is crucial in this approach is the notion of a “social agent.”
Language users learn in a social context and in cooperation; by communicating with other
language users they develop their strategies and competencies, the communicative
competence in particular. They also are capable of appreciating their own knowledge and
giving and receiving a feedback from the others. The goal is not just performing any tasks
or communicating for the reason per se, but communicating information in specific social
context while performing real-life tasks (Piccardo E. , 2014, pp. 18-19).

2.3.3. General competences and the communicative competence
It was already said that by the nature of the action-oriented approach students use and
develop competences while accomplishing tasks. In accordance with CEFR, “Language
use...comprises the actions performed by persons who as individuals and as social agents
develop a range of competences.” It then adds: “They draw on the competences at their
disposal in various contexts under various conditions and under various constraints to
engage in language activities involving language processes to produce and/or receive texts
in relation to themes in specific domains, activating those strategies which seem most
appropriate for carrying out the tasks to be accomplished” (2001, p. 9). As it can be seen
from these statements, the notion of a competence plays a crucial role for the language
learning. It is important then to define it and to consider its components.
The notion of competence first appeared in 1965 at Chomsky’s suggestion. Furthermore,
the notion of competence and of performance underlay his theory of transformational
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grammar. Seven years later Dell Hymes in his work “On Communicative Competence,”
(1972) partially rejected his theory and introduced the notion of communicative
competence and its social component. Canale & Swain (1983) went further and
distinguished four components of the communicative competence: grammatical,
sociolinguistic, discursive and strategic (Piccardo E. , 2014, pp. 10-21). CEFR, however,
proposed its division of the communicative language competences. It defined them as
“those which empower a person to act using specifically linguistic means” (2001, p. 9). It
also introduced linguistic, sociolinguistic and pragmatic sub-competences as its
components. Each of these sub-competences also comprises a set of components that are
presented in the following table:
Communicative competence

Linguistic competence

-lexical
-grammatical
-semantic
-phonological
-orthographic
-orthoepic

Sociolinguistic competence

Pragmatic competence

-social relations
-politeness
-conventions
-expressions of folk
wisdom
-register differences
-dialect and accent

-discourse competence
-functional competence

Table 3. Communicative competence6

Although Communicative Language Competence is the most important to be developed
while learning a foreign language, CEFR claims that general competences should be
developed, too. It defines them as “those not specific to a language, but which are called
upon for actions of all kinds, including language activities” (2001, p. 9). General
competences are of crucial importance for learners to be able to carry out tasks that
underlie the action-oriented approach. CEFR also specifies what kind of general
competences or knowledge should be developed for this purpose. They are: declarative
knowledge, skills and know-how, existential knowledge and ability to learn (2001, pp.
101-108).

6

Table of my own creation with information taken from CEFR (2001, pp. 108-129).
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These are the main foundations that the Council of Europe assumed as a basis for its
Common European Framework of Reference and that are of interest for this research. In
the next chapter, the notion of these tasks that need to be accomplished during the
teaching-learning process and that lie at the heart of the action-oriented and task-based
approaches will be discussed.

2.4. Notion of tasks, their classification and components
As it was stated in the previous chapter, students should learn languages by accomplishing
different kinds of tasks with linguistic and non-linguistic competences and strategies.
Then, it seems reasonable to begin this chapter by defining and classifying these types of
tasks. It is also important to be able to distinguish between tasks and exercises that are
likely to be abundant in school textbooks. To do this, entails shedding the light on what
types of activities can be called “tasks” and which not; accordingly, the last ones are out of
our interest in this particular research.
It is difficult to provide a single definition of a “task” because there are as many
definitions as living linguists. To give an example, in his book Task-Based Language
Learning and Teaching, one of the most notorious Task-Based Language Teaching
(TBLT) proponents, Rod Ellis, defines a task as follows:
[…] a workplan that requires learners to process language pragmatically in order to achieve an
outcome that can be evaluated in terms of whether the correct or appropriate propositional content has
been conveyed. To this end, it requires them to give primary attention to meaning and to make use of
their own linguistic resources, although the design of the task may predispose them to choose particular
forms (2003, p. 16).

From this definition, it can be noticed that a task comprises a set of specific
characteristics that distinguish it from an exercise. First of all, unlike an exercise, a task
has a primary focus on meaning rather than form. Secondly, a task should have a clearly
defined outcome other than the use of language and a kind of gap to motivate students to
fill it in by communicating information. The last, but not less important characteristic of a
task is that it engages students’ cognitive processes, in other words, students are free to
choose the linguistic resources in order to complete a task (2003, pp. 9-10; 2009, p. 223).
In their book Doing Task-based Teaching, Dave and Jane Willis establish similar
criteria for evaluating language activities. According to them, an activity can be regarded
as a task if it “engages students’ interest”, it is “related to real-world activities”, “its
completion is priority”, there is a” primary focus on meaning”, there is an “outcome and its
success is judged in terms of this outcome” (2007, p. 13).
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Richards agrees with most of these characteristics and specifies that it should be
relevant to learners’ needs and it should provide opportunities for reflexion on language
use. Furthermore, in case of group tasks learners’ should use their own communication
strategies and interactional skills (2017). The British Council adds to this, that tasks may
also “involve metacommunicative (sub) tasks, i.e. communication around task
implementation and the language used in carrying out the task” (2001, p. 158).
It is important to mention that these characteristics of a task are not inflexible and in
some cases language activities can be viewed as a mix of both tasks and exercises and no
clear distinction can be made between them. Notwithstanding, looking into task taxonomy
and the elements that form a task could allow us to get a deeper insight of what a task is.
In conformity with the British Council, tasks can be classified into the following three
groups: language-related tasks, tasks that include a language component and finally, tasks
that do not necessarily require any language activities (2001, p. 15). Although, all three
types of tasks develop different strategies and competences needed for life, this paper is
going to concentrate primary on language-related tasks, and tasks in which non-linguistic
outcome plays an important role, but still, include language activities.
According to Nunan, two types of these last tasks should be distinguished; they are
“target” or “real-life” tasks and “pedagogical” tasks. Target tasks are those that are to be
used in real life, meanwhile pedagogical tasks are specifically designed to be used in class
(2004, p. 1). More precisely, Nunan defines a pedagogical task as
[…]a piece of classroom work that involves learners in comprehending, manipulating, producing or
interacting in the target language while their attention is focused on mobilizing their grammatical
knowledge in order to express meaning, and in which the attention is to convey meaning rather than
manipulate form... (2004, p. 4).

Thus, an example of a target task could be cooking a dish from the determined
ingredients found in the kitchen. This type of task is hardly possible to be carried out in a
classroom, but it can be easily adapted to classroom purposes. Group discussion of what
could be cooked from the list of given ingredients, arriving at a common decision and
further making a list of possible dishes, can be an example of a pedagogical task, resulting
from a modification of a real-life task.
Furthermore, The British Council insists on the communicative nature of the tasks, as
well as on the development of communication and learning strategies and relating to them
competences while performing these tasks (2001, pp. 15-16). Although, the importance of
the communication and social interaction is emphasised, it does not imply designing tasks
specifically for these purposes. On the contrary, communication serves as a subsidiary tool
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for performing them. That is, students should have a choice of means, including that of
interaction, by using which they would be able to perform a task and reach its objective
(Piccardo E. , 2014, pp. 26-33).
Taking into account the nature of pedagogical tasks, their representation in school
textbooks becomes the objective of this research. This type of a task, being an adaptation
of real-life tasks, is expected to be found in textbooks that follow the action-oriented
approach. Therefore, it would be appropriate to consider the main components of
pedagogical tasks.
In his book Task-based Language Teaching, Nunan lists six elements that make up a
task. They are: “goals, input and procedures,..., supported by roles and settings.” (2004, p.
41).
Procedures

Teacher role

Input

Student role

TASK

Goals

Settings

Table 4. Components of a task7

In order to understand better the elements that comprise a task, each of them will be
analyzed in more detail.
First of all, Nunan points out that goals of a task can be of various types and depend on
the complexity of the task, purposes of the teacher or the educational system. That is, apart
from the language-related or communicative goals, there can be goals related to other
aspects, such as developing sociocultural, learning to learn and language and cultural
awareness competences (2004, pp. 41-43).
Input implies introduction of written or oral data, by the usage of resources of different
kinds, for its further procession and implication in accomplishing a task. The resources can
include newspaper articles, radio or television scripts, recipes and restaurant menus, just to
7

Table of my own creation with information taken from Task-based Language Teaching (Nunan, 2004,
p. 41).
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mention a few examples. The resources can be both authentic and designed especially for
learning purposes. Nunan does not make visible preference to any of the latter types of
materials, but focuses on “what combination of authentic, simulated and specially written
materials provides learners with optimal learning opportunities.” (2004, p. 49).
Input is undoubtedly closely related with procedures or activities learners deal with, as
its foundation. Once again, the issue of authenticity is being raised by Nunan. He claims
that among pedagogical tasks there are those that have an activation8 or rehearsal rationale,
and the latter “have procedural authenticity.” (2004, p. 54). Nevertheless, Nunan and The
British Council agree that both types of tasks should be offered to learners since both of
them contribute to successful learning (2004, p. 54; 2001, pp. 157-158). Some examples of
activation tasks could include procedures such as role-plays, information gap activities,
matching activities, jigsaw tasks and so on. Notwithstanding, this research intends to focus
on rehearsal rather than activation tasks. There are as many examples of rehearsal tasks as
there are real-world tasks, i.e. most of the actions related to language use that can be
performed on a regular basis in real life can be adapted for the use in the classroom. For
instance, a group work on listening to a part of a radio announcement and deciding on what
it could be about or a pair work on choosing suitable clothes to wear on a school trip.
The British Council emphasises the weight of social interaction between learners as
well as communication as one of the tools to be implemented while accomplishing tasks
(2001, pp. 15-16). Hence, learners are encouraged to carry on tasks in pairs or groups. Still,
other types of class arrangements, such as whole class or individual work can be
considered for performing pedagogical tasks. Nunan distinguishes two types of settings in
which tasks can be accomplished; they are “mode” and “environment”. While the first one
refers mainly to class arrangements regarding is it a group or individual work, the
environment specifies the place where teaching-learning process takes place. This process
does not necessarily imply only the use of a conventional classroom, but due to
technological advances, it can take place anywhere (2004, pp. 70-72).
The choice of the settings, as well as other decisions related to the learning process, are
up to teachers and their students in the action-oriented approach. Accordingly, it is
essential to understand what roles teachers and students play in performing tasks. In their
book Approaches and Methods in Language Teaching, Richards and Rodgers outline
several most typical teacher and student roles. Teacher role mainly consists in selecting
8

Activation tasks are designed specifically to activate learners’ language skills, while rehearsal tasks
pretend to provide learners with an opportunity to practice similar tasks to the real-life ones.
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and sequencing tasks, as well as preparing learners for tasks and raising their
consciousness. Nunan also claims that the main role of the teacher is to listen and support
interaction held by learners (2004, p. 69). At the same time, students are viewed as group
participants, monitors, risk-takers and innovators. Overall, students are expected to be
quite independent and active while carrying out their tasks, meanwhile teachers adopt less
active roles (2001, pp. 235-236).
This chapter has dealt with the notion and classification of tasks that are the subject of
this research. The theoretical knowledge consolidated in this chapter will contribute to the
development of the comparative research of the pedagogical rehearsal and activation tasks
that can be found in English Textbooks for the second course of Higher Secondary
Education that are in use in Spain and Russia. This study pretends to compare the manner
in which both textbooks are organized and determine what types of tasks are proposed in
each one of them. The tasks that will be analyzed throughout this study are those tasks that
would contribute to successful performance of similar real-life tasks beyond the classroom
and those, specifically designed for classroom purpose that would aid to develop the
knowledge of the particular vocabulary and grammar constructions.
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3. Comparative Study of Enjoy English 11 and Living English 2
Textbooks
This chapter deals with a comparative analysis of the textbook Enjoy English 11 that is in
current use in Russia and the textbook Living English 2 that is of equal importance in Spain
(Grant, Elizabeth & Edwards, Kaitlin, 2015; Biboletova & Babushis, 2011). Both books
are destined for students of the last year of the Upper Secondary Education, that is
equivalent to the 11th grade in Russia and the 2nd year of the Bachelor Degree in Spain9.
Given that in both Russia and Spain, high school graduates must reach at least Threshold
(B1) level of language proficiency in order to begin their university studies, the former
book, as well as the latter, aspires to help students to achieve this objective. Living English,
though, goes a little beyond this line and claims that “a student completing Living English
will be competent in most of the language competences expressed in level B2 of the
CEFR” (Rubio Santana, Juan Manuel & Grant, Elizabeth, 2015, p. iv). Nevertheless, both
textbooks represent well-structured communicative courses that tend to enable students to
use English competently in real-life situations, thus it is worth to compare the general
structure of the books. (Rubio Santana, Juan Manuel & Grant, Elizabeth, 2015, p. iv)

3.1. General Structure of Enjoy English 11 Textbook
Learning Strategies Contents open the textbook and include the twenty strategies to be
developed through the units that facilitate understanding of what students are expected to
be capable of at the end of the course, i.e. what competences are to be developed and what
objectives to be reached. Most of these strategies are those needed for succeeding in
English level or University Entrance exams10.
The next page is devoted to contents that comprise the title of each unit, the title of its
sections, grammar focus, function and vocabulary. It is then followed by the list of
appendixes, icons and abbreviations that can be found through the units.
The course consists in total of four major units with the following titles: “What do
young people face in society today?; The job of your dreams;” “Heading for a better new
world?;” “Where are you from?” Each unit is divided into 4-7 sections to be taught in 2025 classes each. In total, this book provides about 102 hours of teaching material, taking
into consideration that there are 3 hours of the English Language Subject taught a week.

9

See Introduction for further information on educational systems in Russia and Spain.
See a full list of Learning Strategies in Annex 1

10
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The book has a clear structure and the following features are included in each unit:
ENJOY ENGLISH UNIT
FEATURES

FUNCTIONS

Pronunciation Focus

Serves to develop different reading strategies

Word Focus

Serves to expand students’ vocabulary on the topic

Grammar Focus

Provides students with concise information about grammar rules

Dialogue Vocabulary

Presents useful expressions and structures for speaking tasks

Mini-Project

Serves to develop group presentations based on the information from the
Unit
Constitutes a list of vocabulary found throughout each Unit

Key Vocabulary
Useful Phrases
Progress Check

Provides students with a list of language chunks and conversational
phrases found in each Unit
Provides self-evaluation on the knowledge of each Unit
Table 1 Enjoy English Unit Features11.

Annexes follow the units and comprise the following sections:
- School English. 2 CLIL units (What’ s economic geography about? and Is Physics
difficult?) devoted to school academic disciplines that emphasize the crucial importance of
English for further university academic studies and would allow students to deepen their
knowledge related to these subjects.
-Learning Strategies. These are tips that through favouring the development of key and
specific English language competences would enable students to get prepared for English
certificate exams.
-Cultural Guide. It is a manual that comprises more detailed information regarding
cultural backgrounds and values of English-speaking countries, named throughout the units
of the student’s book. The information includes names of well-known world public figures
of different fields of activity and definitions of the notorious periods of time, inventions,
music styles and organizations listed in alphabetic order.

11

Table of my own creation with information taken from Enjoy English 11 textbook (Biboletova &
Babushis, 2011)
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-Grammar Reference. These are grammar rules tables and lists that serve for revising
previously assimilated information and enhancing the knowledge about new grammar
patterns and structures learned (Irregular plural forms of nouns; articles with geographical
names and languages; passive voice; revision of present simple, continuous, perfect and
perfect continuous tenses; modal verbs for obligation, necessity, permission; revision of
the articles; ways of expressing the future; future perfect; reported speech; clauses of
consequence; multi-word verbs; past perfect passive; word categories; numerals.)
-List of Irregular Verbs is represented by a table of 90 most common irregular verbs in
infinitive form and their respective past simple and past participle forms and translation
into Russian.
-Dialogue Vocabulary. The most common language chunks and conversational phrases
structured in groups depending of the functional language they comprise (informal and
formal greeting, giving opinions, agreeing, disagreeing, asking for information, supporting
a point of view, giving advice, making a suggestion, clarifying a meaning or
understanding, expressing likes and dislikes, commenting on somebody’ s words) and
translated into Russian.
-Key Vocabulary. List of words to be memorised and assimilated by the end of the
school year sorted in alphabetical order.

3.2. General Structure of Living English 2 Textbook
The book opens directly with contents that comprise more elements than Enjoy English
book. More concretely, Reading, Vocabulary, Grammar, Listening, Speaking, Writing and
Language Consolidation sections are included in contents and correspond to each title of
the unit.
Six units follow the contents and are destined to be taught in 100-110 hours that almost
correspond to the Russian School Time Plan for the English Language Subject that is of
102 hours per course. The units are well-structures into “Reading,” “Listening,”
“Speaking,” “Writing,” “Vocabulary” and “Grammar” sections that resemble the way
Cambridge PET (B1) and FCE (B2) exams are organised and give a clear picture of what
skills are to be developed in each session of the unit. Additionally, each unit shares the
following features:
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LIVING ENGLISH UNIT
FEATURES

FUNCTIONS

Reading Strategies

Serves to develop different reading strategies

Have Your Say

Gives students an opportunity to react to the previously presented
material
Serves to expand students’ vocabulary on the topic

Word Power

Words in Use

Aids to distinguish the meanings of easily confused English and
Spanish words
Deals with unit vocabulary in authentic texts

Listen Closely

Aids to develop listening discrimination

Web Quest
Grammar Basics

Serves to develop group presentations based on the information from
Web Pages
Provides students with concise information about grammar rules

Communicate

Constitutes a communicative task

Living English

Concentrates on colloquial language represented in dialogues

Pronunciation

Focuses on pronunciation issues

Living Culture

Concentrates on customs of different countries

Task

Provides steps to complete speaking and writing tasks

Useful Expressions

Presents useful expressions and structures for writing tasks

Living English Interactive

Provides students with internet links to interactive sources

Exam Focus

Provides students with opportunities to practice exam types of the
tasks.

False Friends

Table 2. Living English Unit Features12.

Annexes follow the Units and cover the following sections:
-Exam Preparation Section that contains Exam Practice, Listening Practice and
Speaking Practice with typical tasks that can appear in FCE exam, as well as tips for their
successful realization.
-Living English Extra Section with 2 extra units on culture and literature (Who’ s on the
Coins? and The Verger)

12

Table of my own creation with information taken from Living English 2 textbook (Grant, Elizabeth &
Edwards, Kaitlin, 2015)
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-Grammar Basics Section that comprises charts with rules and examples of different
grammatical structures followed by grammar exercises.
-Pronunciation Practice Chart that includes a phonetic chart and practice of problematic
phonetic issues.
-Easily Confused Words List that aspires to help to clarify common difficulties.
-Glossary that is organized in alphabetical order.
-Irregular Verbs List that consists of one hundred twelve verbs with their translation
into Spanish and phonetic transcription.
-Phrasal Verbs and Prepositions List that also comprises Verb + Preposition, Noun +
Preposition and Adjective + Preposition lists with their corresponding translations into
Spanish.
-Reading Strategies Section that pretends to provide students with a variety of strategies
to understand any texts.
-Exam Focus Section that aspires to help students to complete different types of tasks
that are likely to appear in English Level exams.
-Writing Guide Section that provides tips useful for the successful writing task to be
accomplished, as well as model examples of the written texts.

3.3. General Similarities and Distinctions Between Enjoy English 11 and Living
English 2 Textbook Structures.
It is worth mentioning that both books share the same line, - that is, not only do they aspire
to develop communicative competence, but also prepare students for succeeding in English
Level Tests and further University Studies, what can be concluded from a great amount of
exams-related strategies, tasks and tips. This Idea is reflected in Learning Strategies
Sections of Enjoy English, as well as in Exam Focus, Exam Preparation and Reading
Strategies Sections that appear in Living English 213. Furthermore, units of the latter are
organized around reading, listening, speaking and writing sections in order to emphasize
the importance of each of these skills.
Both books share some common characteristics which will be specified in the following
lines. First of all, the authors underscore a supreme importance of extending students’
vocabulary by including sections related to word formation and topic vocabulary
expansion in the units and annexes. Notwithstanding, Living English arranges vocabulary
13

See Annex 2 for further references.
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blocks in a more explicit way, discriminating its more difficult areas, such as, false friends
or easily confused words and phrasal verbs.
Secondly, pronunciation and grammar issues play a prominent role in both books as
sections so entitled may be found in both units and appendixes. The books’ authors also
give priority to the development of group projects that take a consolidating function of
previously learned material and which, are to be accomplished at the end of each session or
unit. It is undoubtedly, though, that Living English in contrast to Enjoy English pays heed
to the importance of developing competence in using Information and Communication
Technologies (ICT) by suggesting a digital format of presenting projects and by promoting
the use of web pages and digital resources.
Another aspect to take into consideration is the presence of Content and Language
Integrated Learning (CLIL) in both books. Yet, they target different topics and serve
different functions. In the case of Enjoy English, CLIL units are focused on the contents of
two subjects from different study areas that are expected to be studied during future
studies. The two CLIL units that appear in Living English, though, purpose other aims.
They principally seem to cultivate students’ general cultural knowledge and develop their
cultural and artistic competences.
It can also be deduced that Living English follows the guidelines of the British Council
and applies the action-oriented approach to teaching and learning, i.e. promotes learning by
taking actions and performing tasks, as it presents some sections of the unit dedicated to
that end. Nevertheless, at first sight it is difficult to determine if it is also true for the
second book, so this null hypothesis that both books are task-oriented need to be confirmed
or refuted, to this aim the following chapter will be devoted to.
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4. Comparative Study of Activity Types Found in Living English and
Enjoy English textbooks
The present section seeks to analyse those tasks that appear in the textbooks Living English
and Enjoy English, and which are supposed to follow an action-oriented approach
recommended by CEFR. Given that an official common taxonomy of tasks has not been
established yet, there have been multiple efforts to do so and each author provides their
own vision on the subject.14 With this in mind, I focus on the definition of "task" as well as
its distinction from a general grammar exercise found in the works of Ellis, Richards and
Willis; I also focus on the very broad task classification provided by Nunan and the British
Council. In other words, all activities that appear in the first units of the Spanish and
Russian EFL textbooks are classified into exercises, task-like activities and pedagogical
tasks. In order to do so, each activity has been examined to present the following
characteristics typical for a task: primary focus on meaning rather than form15, a clearly
defined outcome, a kind of gap that involves students in meaningful communication and a
free choice of the linguistic resources needed for its accomplishment to be called “task.”
Thus, the more of above mentioned characteristics can be detected, the more task-like an
activity is.16

4.1. Living English Activities’ Classification
The tasks under study assemble the first unit of the Spanish EFL book called When in
Rome. This unit comprises fifty-seven activities arranged on eleven pages. All the activities
have been ordered and classified according to their functions into sixteen different
categories; those are: matching, expressing opinions, quiz tasks, listening for specific
information, reading for gist, reading for specific information, sorting, completing,
listening for gist, presentation, writing, making questions, rewriting/replacing, comparing
pictures, predicting and drilling.

Afterwards, the activities have been analysed following the method above mentioned,
and classified into the following categories: contextualized, decontextualized, speaking,
writing, reading, listening exercises and task-like activities.

14

See Annex 3
Tasks may also comprise metacommunicative subtasks
16
Term suggested by Willis in their book Doing Task-based Teaching (2007, p. 13)
15
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LIVING ENGLISH
Function

Activities

Category

Matching

Act.1; p. 9 Read the title of the unit and choose the correct
ending to complete the saying
Act.3; p.9 Read the quotes below. Which quote has a meaning
similar to the title? What do the other two quotes mean? Which
do you agree with?
Act.2; p.18 In which paragraph of the film review could the
writer have written the following sentences?
Act. 4; p.19 For each sentence, find two or three adjectives or
adverbs below that have a similar meaning to the words in bold.

Contextualised
exercise

Expressing
opinions

Act.2; p.9 What does the saying mean? Do you have a similar
saying in your language?
HYS17; p.9 What traditions from other countries do you know
about?
Act.1; p 10 What do you know about Australia? Would you
consider travelling there? Why / Why not?
HYS; p.11 If you went to Ayers Rock, would you climb it? Why
or why not?
HYS; p.13 Imagine you are going to live in another country.
Where would you like to live and why?
HYS; p.16 When you look at a person, what clues usually tell
you what he/she is feeling?
Act.3; p.17 Answer the questions.

Speaking exercise

Quiz

Act. 4; p.9 How much do you know about traditions around the
world? Do the quiz and find out.

Task-like activity

Act.5; p.9 Now listen and check your answers to the quiz
Act.1; p.13 Listen and complete the expressions.
Act.6; p.16 Listen to part 2 of the tour and complete the sentences
using 1-3 words.
Act.8; p.16 Listen to Part 3 of the guided tour and see if you were
correct. Then complete the sentences using 2-3 words.

Listening exercise

Act.2; p.10 Read the text. What is the author’s purpose?
Act.4; p.14 Where would you read or hear each of the passages
above?

Reading exercise

Act.3; p.10 Answer the questions
Act.4; p.10 Choose the correct answer
Act.5; p.10 Complete the sentences using your own words
Act. 6; p.11 Find words or expressions in the text that mean...

Reading exercise

Listening for
specific
information

Reading for gist

Reading for
specific
information

Sorting

17

Act.1; p.12 Choose the correct answer. Pay attention to the words
in colour
Act.3; p.12 Which of the following words are nouns? Which are
adjectives? What does each word mean?
Act.3; p.19 Find as many adverbs of frequency, manner and

The acronym HYS stands for Have Your Say in this chapter
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Contextualized
exercise

degree as you can in the model in Ex. 1: Also find at least three
adjectives. What words do they describe?
Completing

Act.4; p.12 Add suffixes to the following words to make nouns or
adjectives, according to the part of speech in brackets. Use your
dictionary to help you
Act.5; p.12 Complete the sentences with the nouns and adjectives
you formed in exercise 4. Make any necessary changes
Act.6; p.12 Complete the passage with the words and expressions
below. There are more words than you need. Then listen and
check your answers.
Act.2; p.13 Complete the sentences using the expressions above.
Act.1; p.14 Complete the sentences with the words below. Use
the Present Perfect Continuous or Past Perfect Continuous.
Act.2; p.14 Complete the dialogue with the verbs in brackets. In
dialogue A, use the Present Perfect Simple or Continuous. In
dialogue B, use the Past Perfect Simple or Continuous.
Act.3; p.14 Complete the passages with the correct form of the
verbs from the lists. Use the Perfect Simple or Continuous tenses.
Act.6; p.15 Complete the passage with the verbs in brackets. Use
the Perfect Simple or Continuous tenses. There may be more than
one possible answer. Then listen and check your answers.
LE18; p.15 Add an expression to each sentence below.
Act.2; p.16 Complete the sentences using the words and phrases
below.
Act.3; p.16 Complete the sentences with a suitable word or
phrase to show that you understand the words in colour.
Act.1; p.17 Look at pictures A and B. Then complete the
sentences below with the correct expressions.
Act.5; p.19 Add the adjectives and adverbs in brackets to the
sentences below.
Act.2; p.20 Read the text below and think of the word which best
fits each gap. Use only one word in each gap.

Contextualised
exercise

Listening for gist

Act.2; p.13 Listen to the monologues. Match each speaker to the
idea he/she expresses below. There are three extra answers.
Act. 5; p.16 You are going to hear a guided tour in a museum.
Listen to part 1 of the tour and answer the questions.

Listening exercise

Presentation

WQ19; p.13 Find out more about customs in different countries
and prepare a short presentation using the information you found

Task-like activity

Act.5; p.14 Choose one of the genres in Exercise 4 and write
about an ethnic food. Use the Perfect Simple or Continuous
tenses.
WT20; p.19 Write a review of a film you have recently seen.
Write 120-150 words.

Writing exercise

Writing

Making questions

Act.7; p.15 Write a question for each answer below about the
passage in Exercise 6. Use a Perfect Simple or Continuous tenses.
Act.8; p.15 Write a suitable question using the words in brackets
and a Perfect Simple or Continuous tense.

18

The acronym LE stands for Living English in this chapter
The acronym WQ stands for Web Quest in this chapter
20
The acronym WT stands for Writing Task in this chapter
19
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Task-like activity

Contextualized
exercise

Rewriting/
Replacing

Act.9; p.15 Rewrite the sentences using the words in brackets. Do
not change the original meaning.
Act.6; p.19 Move the modifier in bold so that the second sentence
logically follows the first.
Act.2; p.12 Replace each word or expression in bold with a word
or expression in colour from the list
Act. 2; p.16 The following sentences do not make sense. Correct
them by replacing each word in colour with a word in colour
from a different sentence. Guess which nationality each sentence
refers to.
Act. 1; p.20 Read the text below. Use the word given in capitals
at the end of some of the lines to form a word that fits in the gap
in the same time

Comparing
pictures

Act.4; p.16 Look at the pictures from a research project. In each
one, how do you think the boy in the middle is feeling?
Act. 2; p.17 Compare pictures

Task-like activity

Predicting

Act.1; p.13 You are going to hear five different people talking
about having moved to another country: What difficulties do you
think people experience when they move to a different country?
Act.7; p.16 Look at the emoticons in each row. What emotions
does each one symbolise?
LC21; p.17 Guess which number below matches each description.
Then decide if the number is lucky or unlucky.

Task-like activity

PP22; p.17 Listen and repeat

Decontextualized
exercise

Drilling

Contextualised
exercise

Table 3. Living English activities23

Most of the activities do not involve interaction among students and are to be completed
individually; this discards their possibility to be called “tasks” and makes it possible to
name them as “task-like activities” provided they comply with the rest of the requirements.
Finally, all the exercises and task-like activities present in the unit have been counted, and
they amount to a total of and as a result, there are forty-nine exercises and eight task-like
activities; no tasks have been found though.

4.2. Enjoy English Activities’ Classification
The following forty-one activities are included in the first session of the first unit from the
Russian EFL textbook called What do young people face in society today? These activities,
which occupy eleven pages of the book, have been classified following the same method
that was applied to the Spanish book’s analysis. Thus, the activities have been organized in
fourteen groups: quiz activity, interacting, reading for gist, predicting, matching,
21

The acronym LC stands for Living Culture in this chapter
The acronym PP stands for Pronunciation Practice in this chapter
23
Table of my own creation with information from Living English (Grant, Elizabeth & Edwards, Kaitlin,
2015)
22
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completing, listing, listening for specific information, reading for specific information,
drawing, comparing, writing, listening for gist and presentation.
Afterwards, the activities have been divided into contextualized, decontextualized,
speaking, writing, reading, listening exercises, task-like activities and tasks. As a result,
eight task-like activities, twenty-eight exercises and five tasks have been distinguished.

ENJOY ENGLISH
Function
Quiz

Activities

Category

Act.1; p.8 Answer the questions. Use your Workbook to write the
answers.

Task-like activity

Interacting

Act.2; p.8 Work in pairs. Ask and answer the quiz questions. Do
you have much in common?
Act.12; p.11 Work in groups. Give examples of borrowings in your
language. Do you know where these words come from?...
Act.26; p.15 Work in pairs. Answer the question...
Act.32; p.17 Discuss the questions in pairs.
Act.34; p.17 Read the definitions and match them to the words.
Answer the questions in pairs.
Act.38; p.18 Work in pairs. Discuss what foreign language you
would like to learn and why.

Task-like activity

Reading for gist

Act.3; p.9 Read the poem. Choose the phrase that best summarises
its meaning.
Act.16; p.12 Read the text once again and say whether the
following statements are true or false. Correct the false statements.
Act.22; p.14 Read the text and check your guesses.
Act 27; p.15 Read the teachers’ comments on this topic which they
made on an internet forum. Mark the ideas + or – depending on
how they answer the questions above.
Act.31; p.17 Read the opinions again (Ex.27) and complete the
table.

Reading exercise

Predicting

Act.4; p.9 Listen and read the poem. Explore some of the
paradoxes. Write down the words you don’t know. What seems
strange about their meaning?
Act.8; p.10 Look at the pictures and guess what people are doing
Act13; p.11 Read the joke and say what language the people are
speaking. Do they understand each other? Translate the joke into
Russian and then back into English so that it makes sense.
Act14; p.11 Look at the map of the world and show where these
languages are spoken. How did you guess?
Act.21; p.13 Answer the questions.

Speaking
exercise

Matching

Act.5; p.9 Find some examples of phrasal verbs in the last part of
the poem. Match the phrasal verbs with these definitions
Act.11; p.11 Read the dictionary entry for the word “borrowing”
and match the words with the countries they come from
Act.24; p.14 Read the rules and match them with an example.
There is more than one example for each rule.

Contextualized
exercise

Completing

Act.6; p.10 Find irregular plural forms of some nouns in the poem

Contextualized
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Act.10; p.10 Work in pairs. Answer the questions. Use the words
below.
Act.17; p.12 Put the adjectives you find in the table in your
Workbook. Use the words from the list and add more examples of
your own.
Act.18; p.13 Complete the sentences with the correct form of the
word.
Act.25; p.14 Fill in “the” where necessary. Find the countries
mentioned in the exercise on the world map. What languages are
spoken in these countries?
Act.28; p.16 Read the rule and find examples of passive voice in
the text above. Complete the table.
Act. 29; p.16 Compete the gaps in the sentences below with the
correct form of the passive voice. Add the examples to the
corresponding line of the table.
Act.30; p.17 Use the correct forms of the words in the brackets to
complete the text.
Listing

Act.7; p.10 Work in groups. What can you do to make learning
English easier? Write a list of ideas.
Act.23; p.14 Work in groups of 3-4. Make two lists of strengths
and weaknesses of simplified language.
Act.39; p.18 Work in groups of 3-4. Make a list of reasons why
people learn foreign languages.

exercise

Task

Listening for
specific
information

Act.9; p.10 Listen to a radio programme about the different ways
of learning English and then complete the sentences
Act.36; p.18 Look at the list of languages and put them in order
from most to least spoken in the world. Listen to the recording and
check your guesses. Fill in the first column of the table.
Act.37; p.18 Listen to the recording once again and fill in the rest
columns of the table.

Listening
exercise

Reading for
specific
information

Act.15; p.12 Read the text about these kinds of languages and find
two names that are a combination of Russian and English. Explain
how they came about.
Act.40; p.18 Read the text and add more reasons to your list. Then
share your list with other students.

Reading exercise

Drawing

Act.19; p.13 Work in groups of 3-4. Draw a scheme/picture to
show how languages influence each other. Explain it. Share your
ideas with other students. Use the following expressions...

Task

Comparing

Act.20; p.13 Compare the two texts and say which of them you like
more. Explain your opinion.

Task-like activity

Writing

Act.33; p.17 Write to an internet forum expressing your opinion on
the question...Use the following phrases.

Writing exercise

Listening for gist

Act.35; p.18 Listen to the interview and match the speaker with the
question.

Listening
exercise

Presentation

Act. 41; p. 19 Make a poster: “Foreign languages in my life.” Work
in groups of 3-4.

Task

Table 4. Enjoy English activities24

24

Table of my own creation with information from Enjoy English (Biboletova & Babushis, 2011)
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In general, in this book there is more pair and group work; furthermore, more genuine
tasks appear in it in comparison with the Living English book. Notwithstanding, no
phonetic focus can be seen in this unit and the activities themselves can seem confusing
sometimes, while the activities from the Spanish book are more comprehensible and better
organised.

4.3. Living English and Enjoy English activities
It can be concluded that the Spanish and the Russian book offer a wide range of
activities of different types. Enjoy English authors focus primary on communication
activities and devote a great deal of the task-like activities to the purpose of interacting.
Living English also offers a range of speaking activities, although they do not require
interaction. At least, no evidence of this was found in its first unit.
On the contrary, the authors of both books seem to consider exercises with a focus on
form increasingly important as they devote most activities to that end. In particular, a high
number of completing and matching exercises can be found in these two books. This can
lead to the conclusion that the authors do not exclude the traditional view on language
teaching although they do endeavour to pay attention to different language skills that are
speaking, listening, reading and writing. Moreover, different strategies are applied to
developing these skills. In concrete, in case of comprehensive skills, both reading and
listening for specific and general information strategies are trained in these books.
It should also be mentioned that in both books there is little or no focus on
pronunciation. In the unit under scrutiny taken from the Russian book no pronunciation
practice has been detected and the Spanish book proposed only one activity of this type.
Moreover, this activity is of a drilling type that implies mere repetition of some particular
sounds.
It is interesting to note that the first units of both books begin with a quiz activity that
would be a clear representation of a task if a few modifications had been made to it.
Nevertheless, taking into account that this activity does not involve students in meaningful
communication it is classified as a task-like activity.
As for the total of the activities found in the two books, as it can be viewed from the
graphic below, the vast majority of the activities from Living English can be regarded as
exercises. Only fourteen per cent of the total amount of the activities is task-like, and no
tasks were distinguished in the unit under analysis.
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Living English
Exercises

Task-like activities

Tasks

0%
14%

86%

Graphic 1. Living English activity types in percentages 25

Enjoy English presents the same tendency as the vast sixty-eight percents of the
activities are exercises. Notwithstanding, there have been found more task-like activities in
one of its units. Furthermore, tasks that appear in this book take twelve percents of the total
of the activities that make their presence visible in the unit.

Enjoy English
Exercises

Task-like activities

Tasks

12%
20%
68%

Graphic 2. Enjoy English activity types in percentages26

25

Graphic of my own creation with information from Living English (Grant, Elizabeth & Edwards,
Kaitlin, 2015)
26
Graphic of my own creation with information from Enjoy English (Biboletova & Babushis, 2011)
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Conclusions
Textbooks are often viewed as a resource of chief importance both for students and
teachers of different subjects. It is especially true for teaching English as a foreign
language. For teachers, an EFL textbook serves as a methodological guide; for students, it
is in most cases the major source of information. Therefore, textbooks aspire to provide
teachers and learners with actual contents, help learners to reach objectives determined by
the educational authorities, develop life competences, and offer the most effective
methodologies for teaching and learning. Textbooks designed in different countries are
usually expected to follow the general guidelines for teaching languages, but apart from
this, they may also reveal cultural differences, aspire to reach different objectives and use
diverse means for this end. These differences and similarities can be reflected in the
activities suggested. Hence, the study of textbooks is of far-reaching importance, and one
of the ways of its achievement is through activities’ analysis.
For this dissertation a Russian and a Spanish EFL textbook have been selected because
the author is well familiar with both countries and languages. Furthermore, both countries
have similar school educational systems and establish similar objectives to be reached by
students. The choice of the educational stage, which is the last year of Non-compulsory
education, is justified by the assumption that students of both countries are expected to
reach the same level of English at the end of this stage. Additionally, both books–as well as
the regional educational laws they should obey–are inspired by the recommendations of the
British Council that are brought together in the CEFR. The particular two books under
analysis belong to notorious editors of each country, and are of current use within the
countries of their origins. Furthermore, Enjoy English was included in the list of
recommended textbooks by the Russian Government (Ministry of Education and Science,
2012). The authors of Living English, in their turn, make it clear that their book follows the
recommendations of CEFR by stating so, on its pages (Rubio Santana, Juan Manuel &
Grant, Elizabeth, 2015). These facts led to the hypothesis that pedagogical and life-like
tasks, as they make a significant part of the action-oriented approach for teaching, should
prevail among the activities in Living English and Enjoy English.
Nevertheless, the results of this study indicate that a very limited number of tasks
appear among the activities of Enjoy English, and no tasks have been detected in the first
unit of Living English. Thus, the null hypothesis of this paper that there must be tasks
among the activities of the books is not confirmed. Nevertheless, this does not indicate that

42

books do not follow the recommendations of the CEFR, as other aspects that make it part
have not been analyzed.
Throughout this study I have reached all the established objectives. To begin with, a
theoretical framework for this study has been established. It consisted in listing and briefly
explaining the typical features of the most prominent and influential language theories and
teaching methods. Additionally, the main indications of the CEFR have been defined,
including the description of the action-oriented approach. Besides, the notion of “task” that
lies at the heart of the action-oriented approach has been clarified.
I have also examined the Spanish and Russian books comparing the general structures
and activities they provide paying special attention to the sections they comprise, the main
features of their units, and the general orientation of each book. It has been concluded that
books share common features, such as exam focus, CLIL involvement and vocabulary
extension. Yet, they present some clear differences as well, as one book aspires to develop
digital competence in learners while the other concentrates more on the development of the
communicative competence and group work.
Later, the activities from the first units of Living English and Enjoy English have been
classified into several categories depending on their functions. The decision regarding this
classification has been based on the previously established theoretical framework. Thus,
three broad categories: exercises, task-like activities and tasks have been distinguished.
The last objective consisted in comparing the number of tasks detected in both books.
For this purpose, the number of each category of activities has been counted and graphs,
showing results have been included and explained. Then, the conclusions about a
confirmation or a refutation of the hypothesis have been made.
In order to build this research, I have investigated the previous works conducted in the
field of Applied Linguistics. The most valuable and the most recent papers regarding the
methodology for teaching and the contrastive EFL textbook analysis have been analysed.
This first step led to the conclusion that although there are multiple contrastive textbook
researches, no works on contrasting Russian and Spanish EFL textbooks have, so far, been
pursued. Furthermore, although there is enough information about teaching methods and
approaches and particularly about the action-oriented approach, as far as I know, no papers
have been published on classifying activities from various EFL textbooks according to
whether they are tasks or exercises.
Later, the suitable for this study textbooks, have been selected and the hypothesis has
been made. It was followed by a sound evaluation of the written resources, such as books,
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articles and PhD dissertations. In most cases, printed materials have been studied, but also
some personal web pages and video conferences of the notorious specialists in the field
have been consulted.
After having studied the theoretical framework, a comparative analysis of the general
structure of Enjoy English and Living English has been conducted. Later, similar by
structure and lengths units from both books have been chosen and the activities they
comprise have been analysed. For this end, two tables have been made, each one for each
book where all activities have been listed. Then, they have been organised according to
their purpose and activity type. In order to determine if an activity is an exercise or a task I
have used a series of criteria established in the theoretical framework.
The last stages of this methodology consisted in counting the number of activities of
each type and, in such a way, confirming or refuting the hypothesis. Accordingly, the
hypothesis confirmation depended on the number of tasks found in both books.
In conclusion, the hypothesis of this work that Spanish and Russian textbooks should
present a great number of tasks has not been confirmed and these surprising results lead to
an emergence of new hypothesis. One of them is that both books apply an eclectic method
for teaching as I have detected multiple methods. Anyway, although the absence of tasks in
the units under scrutiny may imply that both books are not based on the action-oriented
approach, they in no way can be regarded as deficient. They present a wide range of
divergent activities appropriate and relevant for the addressees. Furthermore, they aspire to
develop both comprehensive and productive skills, digital, communicative and cultural
competences.
Nevertheless, in my opinion, an inclusion of tasks would make the educational process
more natural and motivating. Unfortunately, I understand that a book based entirely on an
action-oriented approach is burdensome to design and to apply in the classroom; at least,
this would require special training for teachers. Even so, the teachers who wish to put this
approach into practice can do so by easily adapting the activities suggested by the book. In
most cases, they do not even require much adjustment. I think that it could be a good idea
if editors suggested these variations to some activities in the teachers’ books they provide
with the students’ book. By doing this, they would allow teachers to decide on the
methodology depending on their personal preferences, students’ level or time availability.
To sum up, I believe that it is important to conduct researches in contrastive analysis of
EFL textbooks analysing other aspects. During this investigation I have paid attention to
the illustrations that accompany the written texts and noticed some cultural differences that
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distinguish one textbook from another. I consider that an analysis of textbooks taking
attention to illustrations can be a very interesting issue for a future research. Furthermore,
this future study would be of an interdisciplinary character, involving not only the Applied
Linguistics field, but the Applied Arts field as well.
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Annexes
Annex 1. Learning strategies

How to deal with
reading test
questions

Tips for doing
internet research

Tips for
participation in a
discussion (in an
exam situation)

Exam-taking tips

How to deal with
listening test
questions

How to write an
opinion essay/ a
for and against
essay

What questions to
answer while
writing a
biography

How to conquer
exam anxiety

How to deal with
matching test
questions

How to take notes
effectively

How to deal with
structural clozes

Effective examtaking strategies

How to deal with
fill-in-the-gap test
questions

How to write an
informal letter

Tips for giving a
talk (individual
long-term exam
task)

An effective study
plan

How to deal with
true/false test
questions

How to deal with
multiple choice
test questions

General exam
taking advice
(final assessment)

Effective time
management

Table of my own creation with information taken from the textbooks Enjoy English 11
(Biboletova & Babushis, 2011, p. 3).
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Annex 2. Enjoy English and Living English Textbook Structures

ENJOY
ENGLISH 11

LIVING
ENGLISH 2
• Contents
• Learning strategies
• List of Appendixes, Icons
and Abbreviations

• Contents

Units with their
characteristic features:
• Pronunciation
• Word Power
• Grammar Basics
• Living English
• Have Your Say
• Words in Use
• Useful Expressions
• False Friends
• Listen Closely
• Web Quest
• Communicate
• Living Culture
• Task
• Living English Interactive
• Exam Focus
• Reading Strategies

Units with their
characteristic features:
• Pronunciation focus
• Word focus
• Grammar focus
• Dialogue vocabulary
• Mini-project
• Key Vocabulary
• Useful phrases
• Progress check

Appendixes
• Living English Extra
• Exam preparation
• Grammar basics
• Irregular verbs
• Glossary
• Pronunciation practice
• Easily confused words
• Phrasal verbs and
Prepositions
• Reading strategies
• Exam focus
• Writing guide

Appendixes
• School English
• Learning strategies
• Cultural guide
• Grammar reference
• List of Irregular verbs
• Dialogue vocabulary
• Key vocabulary

Table of my own creation with information taken from the textbooks Living English 2 and Enjoy English 11
(Biboletova & Babushis, 2011; Grant, Elizabeth & Edwards, Kaitlin, 2015).
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Annex 3. Task Type Taxonomy

TASK TYPES

PROPONENTS

COMMUNICATIVE LANGUAGE USE - BASED TYPOLOGY

STRATEGIES - BASED TYPOLOGY

Prabhu

Stern

Pattison

Richards

Willis

Information-Gap
activity

Giving and
following
instructions

Questions and
answers

Jigsaw tasks

Listing

Reasoning-gap
activity

Gathering and
exchanging
information
Solving
problems

Dialogues and
role-plays

Informationgap tasks

Ordering and
sorting

Improving
reading speed

Previewing

Matching
activities

Problemsolving tasks

Comparing

From skimming
to scamming
 Predicting
 Previewing
 Anticipating
 Skimming
 Scanning

Skimming

Opening-Gap
activity
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Grellet

Sensitizing
 Making
inferences
 Understanding
realtions
withing
a
sentence
 Linking
sentences and
ideas

Lai

Nunan

Having a purpose

Cognitive
 Clasifying
 Predicting
 Inducing
 Taking notes
 Concept
mapping
 Inferencing
 Discriminating
 Diagramming
Interpresonal
 Co-operating
 Role playing
Linguistic
 Conversational
pattrens
 Practising
 Using Context
 Summorizing
 Selective
listening
 Skimming

Giving informal
talks in the
classroom

Communication
Strategies

Decisionmaking tasks

Problemsolving

Scanning

Taking part in
role-play and
drama activities

Pictures and
Picture stories

OpinionExchange
tasks

Sharing
personal
experiences
Creative tasks

Clustering

Avoiding bad habits

Matching

Predicting

Puzzles and
problems
Discussions and
decisions

Affective
 Personalizing
 Self-evaluating
 Reflective
Creative
Brainstorming

Reading actively
Inferring
Identifying genres
Identifying sentence
structure
Noticing cohesive
devices
Inferring unknown
vocabulary
Identifying figurative
language
Using background
knowledge
Identifying style and its
purpose
Evaluating
Integrating information
Reviewing
Reading to present

Table of my own creation with information taken from (Richards, Jack C. and Rodgers, T.S., 2001, p. 234; Wiilis, Dave & Willis, Jane, 2001, p. 165; Nunan, 2004, pp. 56-62)
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Annex 4. Unit 1 from Enjoy English textbook
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Annex 5. Unit 1 from Living English textbook
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