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ABSTRACT  
 
 
This thesis explores the application of Schema Theory in English as a Foreign Language 
(EFL) internationally produced coursebooks used in schools in the city of San Luis 
(Argentina) during the period 2000-2010. The aim of the study is to evaluate trends 
regarding the presence of schemata, their activation and the techniques used in the 
context of the four skills. It follows an exploratory, descriptive approach based on 
document analysis: a mixed model research design (Cameron, 2009) using descriptive 
content analysis and statistical analysis to identify patterns in the data. Nine beginner 
level textbooks and their corresponding teacher guides were analysed. The results reveal 
a high, constant level of activation of content schemata and a high, though slightly 
decreasing, percentage of activation of formal schemata along the 2000-2010 period. 
The inclusion and activation of cultural schemata is minimal. The activation techniques 
most used in the coursebooks are links with a previous activity, the use of images and 
triggering elements in the rubrics/titles, whereas setting the context and elicitation of 
students’ schemata and of expected content were also very frequent choices in the 
teacher guides. In general, the principles of Schema Theory were found to be applied to 
some extent in the sample, although the non-increasing trends pose some concern. 
Additionally, the results indicate that the inclusion and activation of cultural schemata, a 
stronger connection with previous activities and more contextualisation in the rubrics 
should be implemented in textbooks. Awareness of these aspects should also be raised 
among teachers. 
 
Keywords: activation technique - coursebook - EFL- four skills - Schema Theory-  
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Chapter I: Introduction 
 
 
 

CHAPTER I: INTRODUCTION 

1.1. INTRODUCTION 

The field of English language teaching (ELT) has grown markedly worldwide. 

Economic and social phenomena brought about by globalisation have turned English 

into an international language and, in turn, into a desired commodity. This has boosted 

the ELT industry: new types of courses and exams for students, teacher development 

programmes and teaching and learning materials are constantly offered. At the same 

time these developments have fostered relatively new areas of knowledge such as SLA 

(Second Language Acquisition), applied linguistics, educational linguistics, and 

contrastive rhetoric, which have been an extraordinary help in understanding the 

processes of language use, learning and teaching. The bulk of research evidence 

produced by scientific disciplines, however, sometimes struggles to reach the everyday 

classroom situation and frequently the materials used in the language classrooms as well. 

This is the first of two important aspects in ELT that converge in this study: language 

learning materials, in particular those published by major international publishers.  

The second coinciding aspect is Schema Theory (Carell, 1984; Cook, 1997), a 

preferred topic of interest among psychologists and linguists towards the end of the 20th 

century and again in the last six to seven years in several countries in the Middle and 

Far East. This theory attempts to explain the importance of “preexisting knowledge 

structures stored in the mind” (Nassaji, 2002, p. 444) that are activated at the moment of 

understanding, learning and recalling information. Applied to language learning, it has 

become a key tool in explaining comprehension, storage and recall processes, gaining 

an undeniable place among the assumptions behind language teaching and learning.  

1.2. BACKGROUND OF THE STUDY 

The adoption of coursebooks is an extended practice in ELT in all levels and 

areas. Be it English for Academic Purposes (EAP), Business English (BE), English for 

Specific Purposes (ESP), exam preparation courses or secondary schools, coursebooks 
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constitute today a central element in ELT (McGrath, 2006) either as a foreign, second or 

international language (EFL, ESL and EIL). And these second and foreign language 

commercial instructional materials have an enormous effect in teaching and learning. 

From the students’ point of view, as Ur (1996/2009) tells us, textbooks have a certain 

prestige, to the extent that students complain of a “sense of lack of purpose” and 

seriousness if they do not use one (p. 193). Their contents, activities and methodologies 

can also dictate, to a greater or lesser extent, teaching. Some authors point out that 

printed materials are having an ever greater structuring role, not only regarding the 

curriculum but also in the classroom itself (Littlejohn, 1998; McGrath, 2006). As 

Richards and Rogers (2001) suggest, they “further specify subject matter content even 

when no syllabus exists, and define or suggest the intensity of coverage” (p. 29).  

For teachers, published instructional materials are surrounded by controversy.  

As Crawford (2002) points out, there are two main positions towards them among 

language teaching professionals: that which considers their use undermines teachers´ 

professionalism, turning them into simple classroom managers, and that which 

considers them as a compensatory tool for teachers’ deficiencies and inexperience or 

simply as material produced by those with higher expertise (p. 81-82)1 -or at least with 

enough time to put it into practice at ease. In any of the two cases, the coursebook is 

almost invariably the inseparable companion of EFL/ESL teachers, serving both as 

inspiration for material and activity development (Ur, 1996/2009, p. 193), and, in the 

case of less qualified teachers, ultimately as teaching manuals as Richards (n.d.) and 

Harwood (2005), among many others, point out. These last two phenomena make it 

essential for published coursebooks to follow well established methodological 

principles and be in tune with research findings.  

The latter is, however, frequently not the case. In EAP, for example, researchers 

have compared corpora with textbooks, finding serious mismatches and inadequacies in 

terms of modality, hedging and vocabulary (Harwood, 2005, p. 153). Harwood urges 

publishers and authors alike to implement research findings in textbooks (p. 149). 

Coursebook author and materials development specialist Brian Tomlison (1998/2011) 

suggests to writers they should evaluate current materials in terms of how much they 

facilitate learning, consider the potentialities of research results for language acquisition 

                                                 
1 Although optional, I will follow the APA Manual recommendations to include page numbers for 
indirect quotations and paraphrasing when possible (Chelsea Lee, 2011). 
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and foster the participation of teachers and researchers in better quality materials design 

(p. 1).  

Textbook writers have been accused of lacking theoretical and practical 

methodological knowledge, and of being more concentrated on what will make a 

textbook a “commercial success” than on producing a successful outcome in academic 

and practical terms (Harwood, 2005, p. 151). This certainly seems to be the objective 

and the pressure on the part of publishers, as can be directly observed by their tips for 

getting published and guidelines for authors. Thompson Publishing, for example, urges 

authors to “try to get an idea of the market size”, “find out what you should include and 

avoid, to make it marketable in other countries” (Thompson Publishing, 2005, p. 20) 

and provide an analysis of the market -in their view, a “critical factor” since “publishers 

generally focus most heavily on projects that will bring the highest revenue and/or fill a 

gap in the market” (p.  23). Nothing whatsoever is mentioned, though, with regard to 

ensuring the proposal integrates research evidence and accepted pedagogical practices. 

 

With all the above in mind and considering the generally agreed importance of 

Schema Theory, the question arises whether the principles of this theory are reflected in 

commercially published materials. Unchallenged in the fields of cognitive psychology 

and applied linguistics for over forty years, it is considered established knowledge and 

probably one of the basic imperatives in any EFL/ESOL (English to speakers of Other 

Languages) teacher training programme nowadays. At the beginning of the 90s claims 

were that schema and other key concepts, were “still working their way into the field of 

consciousness” and their potential for teaching methods and instructional materials had 

yet “hardly begun to be realized” (Anderson, 1993, p. 19). This was written in the wake 

of intense research and popularity of the New Schema Theory. Has this potential indeed 

been realised, or, maybe too often, not? Though there is plenty of research on schemata, 

especially lately on the issue of formal and cultural schemata in non-Western countries 

such as Iran and China, only two studies have been found surveying the actual 

application of this theory in the classrooms. Ajideh (2003) explored intermediate level 

students’ valuations of different pre-reading strategies based on schema activation 

which he had put into practice during a reading course. Students expressed a high regard 

for the learnt strategies. Without a clear description of his methodology and scant 

documentation presented, the report is, however, an interesting exploration into 

empowering students by schema-based strategy training (in the fashion of what is 
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presented in detail on page 27). The other academic work targeting schemata in the 

classroom is that of Nolan (2002): an experimental study involving intermediate level 

students of Spanish as a foreign language. The author compared the effectiveness of two 

schema-based activities: vocabulary review and key word discussion as a means of 

predicting content. The results showed no significant improvement in the reading 

comprehension scores in relation to the control group. The slight difference, 

nevertheless, decreased with more complex texts so poorer readers might have benefited 

more from the pre-reading activities. The research design also included a student survey 

that explored which of the two activities was perceived as more effective, vocabulary 

review being the most popular. 

 

Regarding the application of Schema Theory on EFL/ESL materials, some data 

can be inferred from studies on materials evaluation. Five out of the eight inadequacies 

of commercial instructional materials that Crawford (2002/2005) drew from research 

are somehow related to Schema Theory: this type of materials “fail to contextualise 

language activities”, “foster inadequate cultural understanding”, “fail to address 

discourse competence” or “fail to teach idioms” (p. 81). The only study found directly 

focusing on the application of Schema Theory in instructional materials is that of Ajideh 

(2006). The author explored a claimed representative sample of locally produced ESL 

materials for college students in reading courses in Iran with the contention that 

students’ problems when facing a text might not be due to lack of background 

knowledge but rather to lack of appropriate activation of the relevant schemata. The 

focus was solely on pre-reading activation of schemata. He exclusively found activation 

of formal aspects such as vocabulary and grammar; yet again, the exploration lacks a 

clear explanation of the method used. Furthermore, it focuses on Iranian locally 

produced learning resources and limits its scope to reading skill practice, and within this, 

it only centres on pre-reading activities. The application of Schema Theory in 

commercially produced materials published by leading companies in the ELT industry 

for the ELT market, on the other hand, has not been, to the best of my knowledge, an 

object of study at all. This is surprising, considering the already stated major influence 

these materials exercise on students, courses, syllabuses, classroom practices and 

teachers (mostly trainees, newly qualified or unqualified) and their “multiplying effect” 

regarding ideas and practices, as Littlejohn (1998/2011, p. 190) points out.  
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1.3. STATEMENT OF THE PROBLEM 

Taking into consideration that printed materials have a considerable influence on 

language classrooms, teachers and learning, the purpose of the present study is to 

explore whether ELT coursebooks published by international publishing houses and 

used in a particular context respond to the principles of Schema Theory. It particularly 

aims at describing the presence and characteristics of the activation of students’ 

schemata present in a sample of books used in the period 2000-2010 in secondary state 

schools in the city of San Luis, Argentina. For this purpose, the three schools with the 

greatest number of students were selected, and the coursebooks they used in the 

elementary levels were sampled. Each activity in the middle units of each of the books 

in the sample was scrutinised. The study intends to identify and categorize the type of 

schemata activated in each activity and the way in which this is done. The analysis also 

attempts to describe the skills in which the activation occurs. Two further aims include 

observing whether there has been any evolution in the frequency of activation along the 

sampled period and comparing the activation present in the student books to that 

suggested in the teacher guides.   

The study looks into answering a number of questions regarding the presence 

and frequency of activation of schemata in activities targeting listening, reading, writing 

and speaking skills. The working hypotheses include a general growing tendency of 

activation along the ten-year period and variation in the presence of activation across 

the different skills. A last speculation comprises variation in activation in the student 

books as compared to the teacher guides.  

1.4. SIGNIFICANCE OF THE STUDY 

Evaluating the application of such an essential theoretical assumption in ELT as 

Schema Theory in instructional resources produced by major publishers is of great 

significance in practical terms. The results of this study could shed light on and extend 

the appreciation of the phenomenon of schemata activation as well as its applicability in 

language learning materials. The results may principally serve as input for both 

undergraduate training and Continuing Professional Development (CPD) of teachers in 

the context of the city of San Luis. This would be particularly relevant in view of the 

results of investigations by researchers at IFDC San Luis on local EFL teachers’ 

conceptions and practices which suggested that when teaching reading, local teachers 
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only fostered low level cognitive processes, as opposed to higher level processes which 

would involve the use of previous knowledge and higher thinking skills (Puchmüller, 

Gioia, Páez & Suarez, 2011, p. 11). The teachers interviewed in the study made no 

reference whatsoever to attempts at activating schemata or preparing students for the 

target skill practice (p. 9). Furthermore, data pointed to an uncritical attitude in the use 

of the activities proposed in the coursebooks with absence of any adjustment (p. 15).  

Furthermore, in response to Kayapinar’s (2009) demand regarding the 

inadequacy of coursebooks and the need to discuss them, the study is also significant to 

materials design and development in ELT. It delimits strengths and weaknesses of the 

selected instructional materials insofar as they apply principles of Schema Theory, 

especially as these principles are considered basic for ELT. 

1.5. DEFINITION OF TERMS  

To ensure clarity and consistency, following are the definitions of key terms 

used in this study.   

Activation technique: the way in which the attempt at activation of students’ 

previous knowledge has been (directly or indirectly) realised in the books/suggested in 

the teacher guides, such as the inclusion of related images or the explicit questioning on 

the students’ previous experience of the topic dealt with. 

Content schemata: a person’s stored knowledge of the abstract and concrete 

world, life experiences, subjects and areas of knowledge and everyday situations. 

Cultural schemata: stored knowledge related to experiences, uses and values 

specific of the own and other cultures/societies. 

Formal schemata: “background knowledge of the formal, rhetorical 

organisational structures of different types of text” (Carrell & Eisterhold, 1992, p 79).  

Language related schemata: subtype of content schemata consisting of 

knowledge related to language, be it grammar, vocabulary or any other aspect of the 

language.  

Schema activation: the active (conscious or unconscious) process of bringing to 

the current mental activity (thinking, comprehension, etc.) the schemata possessed in 

relation the relevant topic/elements. In the context of the coursebooks, it will also refer 

to the presence of elements/layouts, etc. that aid the books users bring related schemata 

to mind. 
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Schema building: process by means of which new schemata are created on the 

basis of the input received. Usually, there are already some existing schemata to which 

more particulars are added. 

Schema: (plural forms schemata/schemas) knowledge structure about objects, 

ideas or phenomena (Spiro, 1980) that allow human beings to store their knowledge, 

aiding, not only perception and understanding, but also storage and recall.  

1.6. ORGANISATION OF THE THESIS 

This chapter has focused on the general background information of the present 

study and detailed its purpose and significance. The subsequent chapters are structured 

in the following manner: 

Chapter II provides a description of the origins and development of Schema 

Theory. It thoroughly describes its principles and introduces the reader to the 

classification of schemata. 

Chapter III focuses on the way in which the principles of Schema Theory have 

been found to affect language learning and teaching as stated by research evidence. It 

also considers schema activation in ELT coursebooks. 

Chapter IV describes the methodology of the study. It presents the research 

design and details about the context of the study as well as the process of data sampling 

and gathering. It also describes the instruments and data analysis used. 

Chapter V describes the findings and discusses their meanings with regard to 

theory and practice.  

Finally, chapter VI lists the conclusions and applications derived from the 

findings. It also presents recommendations based on these and suggests directions for 

further research. 
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Chapter II: Literature Review 
 

 
 

CHAPTER II: THEORETICAL BACKGROUND 

 

2.1. INTRODUCTION 

In this section, the theory on which this study is based is described together with 

the areas in language teaching that it might affect. It identifies the origins and birth of 

the theory and introduces a comprehensive description of schemata within the context of 

language teaching and learning. The chapter also focuses on the functions and types of 

schemata, together with specifics about how they are activated and built in language 

learning situations.  

2.2. SCHEMA THEORY 

Schemata, prior knowledge or cognitive structures are some of the names 

researchers have given to the structured mass of knowledge we store in our minds. 

Every life experience, book read, film watched, observation made, anecdote heard or 

read provides valuable information about the abstract and concrete realities in the world 

that surrounds us, and we gradually and unconsciously gather all this information about 

a myriad of different fields in the form of what is nowadays generally known as 

schemata (Bartlett, 1932). Schema Theory attempts to explain the importance, functions 

and characteristics of these structures. 

2.3. PRECURSORS 

It has been argued that Kant had first mentioned the concept of schema in his 

Critique of Pure Reason in the late 1700s (Rumerhart & Ortony, 1977). On reading 

these alleged references to the notion of schema in his original work, however, I may 

conclude that Kant’s use of the term rather refers to abstract concepts, clearly far more 

restricted than what they were later to be within the frame of Schema Theory. It must be 

conceded, nevertheless, in agreement with Rumelhart (1980), that the famous 

philosopher was anticipating the later conceptual content. 

Another famous figure who also developed schema related concepts was 

Ausubel, allegedly independently from other traditions: he explicitly tried to 
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differentiate from it (Spiro & Anderson, 1981). In his theory of meaningful learning 

“already-known general ideas “subsume” or “anchor” the new particular propositions 

found in texts”; he proposes ‘advanced organisers’ as bridges between the already 

known and the information in the text (Anderson & Pearson, 1992, p. 41).  

 Finally, Gestalt psychologists such as Wulf and Koffka (Schank & Abelson 

1977; Anderson & Pearson, 1992), American social psychologist (Schank & Abelson, 

1977) and Piaget (Anderson, 1977b) have also been attributed pre-concepts of modern 

Schema Theory. 

2.4. ORIGINS AND DEVELOPMENT  

Schema Theory emerged in the field of Empirical Cognitive Psychology in the 

1930s. British scholar Frederic Bartlett, a leading experimental psychologist at the 

University of Cambridge, carried out extensive experimental research on memory. 

When systematising his findings, he developed his theory of mental representation in 

the 1920s (Brewer, 2000, p. 69) and, in so doing, he laid the foundations for what was 

later to become Schema Theory. He defined schemata as "masses of organised past 

experiences and reactions" (1932, pp. 197-198), “mental structures” that have “the same 

status as images and ideas but that are not available to introspection” (1936, p. 47), 

rather, they “remain outside the central consciousness” (1932, p. 200). He hypothesised 

that schemata are around “common areas of interest”, such as sports, art, history (p. 201) 

and each area collects materials “from all sort of sources” (p. 211) i.e. visual, auditory, 

coetaneous, etc. (p. 211). It must be noted that Bartlett’s original concept of schema 

characterised it as being active, i.e. constantly modifying. 

Although Bartlett himself favoured the idea that psychology is a biological 

science whose object of study is conduct and response to stimuli and that psychologists 

“agree to give up asking what a sensation, or an image, or an idea, or an emotion is” 

(1936, p. 42), he did not align with behaviourism or, as some suggest, any other 

particular school. At the time, however, his theory did not engage the mostly 

behaviourist scientific community in North America and only initially in Great Britain, 

mainly due to the high scientific standards of the day (Carrell, 1984a; Cook, 1997; 

Brewer & Nakamura, 1984; Brewer, 2000) which excluded mental entities from 

scientific psychology (Brewer, 2000, p. 69) and focused solely on stimulus-response 

(Brewer & Nakamura, 1984, p. 19)   
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Bartlett’s theory was considered a failure until as late as 1972 (Brewer & 

Nakamura, 1984, p. 24). In 1975, however, publications supporting Schema Theory by 

researchers in areas as varied as artificial intelligence, cognitive psychology, linguistics, 

motor performance and other combinations of the above appeared (p. 23) and by 1983, 

his book Remembering was the second most cited source in the area of human memory 

(Brewer, 2000, p. 69). By then, behaviourism had already fallen out of favour and 

cognitive psychologists embraced Bartlett’s theory fully, resulting in what is nowadays 

called modern Schema Theory. Artificial Intelligence and Cognitive Science initiated 

the revival. The former in its attempt to find out how to make machines perform 

complex human tasks -e.g. play games intelligently or make translation- (Schank & 

Abelson, 1977; Brewer, 2000, p. 69) and the latter in its early days as a discipline 

focusing on developing “a system of representation of knowledge” (Rumelhart & 

Ortony, 1977, p. 100). Though with a distinctive mark from the computational model, 

the theories of these earlier schema theorists (namely Minsky, Schank, Rumelhart, 

Ortony) mostly coincided with Bartlett’s original theory: they were closely related to 

memory and they were not only concerned with knowledge but also with skills2.  

Immediately after this first revival within cognitive psychology in the late 1970s, 

Schema Theory was introduced to educational psychology and educational linguistics 

and became a focus of scientific research (McVee, 2005) for over fifteen years. 

Anderson, Rumelhart and Carell were some of the more renowned names linked to the 

theory in those years. After the first studies and already at the height of the theory’s 

popularity, the most studied area was that of reading (Carell & Eisterhold, 1983; 

Johnson, 1982; Reynolds, Steffensen, Shirey & Anderson, 1982; Taglieber, Johnson & 

Yarbrough, 1988; Tudor, 1988; Pratt & Krane, 1981) resulting in practices and models 

such as the top-down and interactive approaches to reading (Carell, 1984b) and the 

popularisation of pre-reading activities. Research in the remaining three skills, however, 

has always lagged behind with fewer or no publications, particularly regarding writing 

(Anson, Bommarito & Deuser, 1983) and speaking. Listening, on the other hand, 

though scarce, has been given some attention (Long, 1989; Pratt & Krane, 1981, 

Schmidt-Rinehart, 1994). In this so-called “Information Processing Era” Schema 

                                                 
2 For details on the different concepts of schema and names used at the time see Rumelhart & Ortony, 
1977, p. 100; Rumelhart, 1980, p. 33; Carrell, 1983, p. 81; Hatch, 1992; Schank & Abelson, 1977; 
Brewer & Nakamura, 1984, p. 42).  
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Theory was a popular research topic because the focus was on processes and 

functioning (Alexander & Fox, 2004).  

After this prolific period, although it maintained its generalised recognition, the 

amount of research focusing on the theory diminished considerably. In the ‘90s and the 

beginning of the 21st century, other factors became the focus of attention of educational 

psychology (Alexander & Fox, 2004) and Schema Theory was not often a topic for new 

studies, though it was and still is considered established knowledge (R.C. Anderson, 

personal communication, September 6, 2012). Published research on the topic in the 

Western world was rather scarce for a period, so much so, that the International Reading 

Association supported the mere reprinting of the two chapters on Schema Theory by 

Anderson and Bransford in the 2004 edition of the classical book Theoretical Models 

and Processes of Reading (Ruddell & Urnau, 2004). This shows that the topic is still of 

great interest for the scientific community. Today, Richard Anderson, a landmark in the 

history of Schema Theory, and other researchers at the Center for the Study of Reading 

from the University of Illinois are embracing the concept and it has also been the source 

of other theories such as AST -Argument Schema Theory- (Reznitskaya et al, 2009). 

Moreover, there has been, mainly in the last six or seven years, a significant emphasis 

on research focusing on cultural and formal schemata in the Middle and far East 

countries (Santos & Suleiman, 1993; Razi, 2004; Alpakein, 2006; Jalilifar & Assi, 2008; 

Zhang, 2008; Erten & Razi, 2009; Hayati, 2009; Sayeh, 2009; Yu-hui, Li-rong & Yue, 

2010; Fageeh, 2011; Alavi, Moradi, & Taghaddomi, 2011; Bakhtiarvand & Adinevand, 

2011; Rokhasi, 2012, Ganji, 2012; Zhao & Zhu, 2012) in an attempt to overcome the 

big disadvantage of ESL/EFL students with such a different cultural and religious 

background when confronted with the target language embedded in the Western culture. 

Awareness and a thorough understanding of the principles and importance of 

Schema Theory continues to be crucial for any educational situation, especially in 

today’s globalised world, many times characterised by high mobility and immigration 

which translates into classrooms where very different backgrounds cohabit (Anderson, 

1993) at every level of education or simply classrooms where there are “different 

subcultures” in the same country (Reynolds, Taylor, Steffensen, Shirey & Anderson, 

1982, p. 356).  

2.5. DEFINING SCHEMATA 
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Schema Theory is essentially a theory of knowledge (Rumehart, 1980) and 

comprehension (Carrell, 1984b). Schemata are said to be constituted of “our knowledge 

of all concepts, those underlying objects, situations, events, sequences of events, actions 

and sequences of actions” (Rumbelhart, 1980, p. 34), though this ‘all inclusive’ 

approach has been questioned (Brewer, 2000, pp. 69-86). Schemata have been called the 

building blocks of cognition (Rumelhart, 1977; 1980) or simply the ‘cognitive 

structures’ (Spiro, 1977, p. 137) that allow human beings to store their knowledge, 

aiding, not only perception and understanding but also storage and recall. Knowledge of 

the world and experiences are stored in the mind in the form of schemata. The world 

around us is then interpreted on the basis of these frames that we already possess, which 

are constantly activated during a person’s life. The gaps of information about situations 

and texts are continuously filled with data that has been previously stored. If the schema 

for one given situation or context is non-existent, new schemata can be created on the 

basis of the input received.  

Early schema theorists advocated that any given schema has variables: taking the 

example by Rumelhart (1977) the schema of GIVE has a giver, a recipient and a gift (p. 

102). Each one of the variables can take different values, for example, elaborating on 

Rumelhart’s GIVE example, the variable GIFT could be a birthday present, a wedding 

present or a donation; whereas the GIVER can be a charity, a friend or a sister. A 

schema is also argued to have different components, which are called ‘nodes’, ‘variables’ 

or ‘slots’ (Andersen & Pearson, 1988, p. 42) which will be activated by certain 

information.  

There are schemata of different degrees of abstraction, from high-level schemata 

such as a narrative schema (Anson, Bommarito, & Deuser, 1983, p. 198) about how to 

tell a story, to lower level ones on more concrete and simple realities or events. 

Schemata are organised in a hierarchical way; they are embedded (Rumelhart 1977; 

Brewer & Nakamura, 1984): ‘lower level constituents or subschemata’ (Rumehart, 1977, 

p. 106) can be found constituting more general schemata.  Brewer and Nakamura (1984, 

p. 28) exemplify it with the schema of an office building for which the schema of an 

office will be a subschema. In turn, “the office schema could function as a schema in its 

own right with a typewriter schema as a subpart, and the typewriter schema could 

function as a schema with keys as a subpart” (p. 28). Within the dominating schema of 

wedding, to give a more abstract example, we might have the subschemata of religious 

wedding, civil wedding, wedding reception or wedding dress. 
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Regarding their functions, Rumelhart (1980) summarises the then evolving 

views on the role of schemata in cognition: schemata play a role in perception, 

comprehension, reasoning, learning and remembering (p. 62), all concepts that are 

reinforced by Alderson (2000). As many studies show, putting the right schemata to 

work is crucial for understanding and recall. The study by Bransford and Johnson (1972) 

is a good example. The students in this study were made to listen to an obscure passage 

and subgroups were shown different images. The subgroup that was shown an image of 

the right context -as opposed to an image just showing the elements involved- 

comprehended and remembered much more than the control groups.  

As mentioned earlier, schemata also have a crucial role in the process of 

remembering. Bartlett had already observed in his renowned North American folk tale 

experiments in the 1920s, that in later recounts of a story his subjects changed “the 

relatively unfamiliar into the relatively familiar” (1932, p. 89) making ‘unwitting’ 

transformations by which presented material was connected with other matters outside 

the story but having the same general nature. For example, the “something black” 

(coming out of one of the characters’ mouth) was later recalled as “foamed at the mouth” 

(p. 87) and a “peanut” recalled as a more familiar “acorn”.  

Schemata also play an essential role in the disambiguation of polysemy. Cook 

(1997) quotes Lehnert’s example ‘The King put his seal on the letter’ where the word 

seal is unlikely to be interpreted as the aquatic animal since “that is not the kind of seal 

in most king schemas” (p. 86). Furthermore, Schema Theory helps evoke the different 

variations and shades of meaning words have when used in different contexts. Anderson 

and Ortony (1975) analysed Weinreich’s (1966 as in Anderson & Ortony, 1975, p. 168) 

example of the verb eat noting that phrases such as eat a steak, eat a soup, eat an apple 

suggest different utensils and different actions of the lips, tongue, and teeth. Additional 

variations appear when possible agents are considered...the executive ate the steak, the 

baby ate the steak, the dog ate the steak since, they conclude: “each of these sentences 

gives rise to different suppositions about location, circumstance, manner, 

instrumentality, and antecedent and consequent conditions” (p. 169). Schemata also 

constitute the form in which semantic associations are stored, e.g. high street can evoke 

rush hour, crowding and congestion for a UK citizen of a big city (Carrell & Eisterhold 

1992, p. 82-83). 

2.6. TYPES OF SCHEMATA 
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Many classifications of schemata have been suggested. Bartlett (1932) initially 

referred to types of schemata such as “motor production schemas”: those a tennis player 

would have on hitting a tennis ball as opposed to someone who has never played tennis 

before (in Brewer & Nakamura, 1984, p.9). Although this and other types of schemata 

have been proposed across disciplines, there is currently a general agreement within 

Schema Theory on the lines of three main types of schemata: content, cultural and 

formal (Carrell & Eisterhold, 1992). The three are, in turn, described in the following 

sections. 

2.6.1. CONTENT SCHEMATA  

In the context of text comprehension and production, subject-matter knowledge 

(about the content and topic of the text) together with background knowledge or 

knowledge of the world (that related to the abstract and concrete world around us, life 

experiences and everyday situations, among others) are generally referred to as content 

schemata (Alderson, 2000). Rumelhart’s famous example: ‘The policeman held up his 

hand and the car stopped’ is often quoted (Alderson, 2000, p. 45); it triggers our schema 

of a traffic police officer doing his job in the middle of a street independently of 

whether we acquired this schema through personal experience, watching a film or being 

told about traffic policemen and what they do. Bransford and McCarrell’s (1974 as cited 

in Andersson & Barnitz, 1998) example ‘The note was sour because the seam split’ is 

extremely difficult to understand if the reader does not know that it refers to bagpipes 

and does not have a basic knowledge of what this instrument is. Similarly, Cook (1997) 

gives the example of the sentence ‘I went to the restaurant last night’ which would 

trigger a schema of eating out in a restaurant: going to the restaurant, ordering, eating, 

paying and leaving. This case would be what is often referred to in the literature as a 

script, considered by some authors to be ‘the sub-class of schemata dealing with the 

domain of human actions’ (Brewer, 2000, p. 85)3 or “memory of typical episodes that 

occur in specific situations” (Richards, 1983, p. 192).  

In general, language knowledge is not mentioned as a type of schema in its own 

right and, if mentioned at all, only some aspects are part of formal schemata. Alderson 

(2000), however, includes it as part of content schemata highlighting it as an important 

issue even in L1 reading research. Recent studies in China, have also classified 

language as a separate type of schemata (Yu-hui, Li-rong & Yue, 2010; Zhao & Zhu, 

                                                 
3 It also evolved into Script Theory (Clark & Bamberg, 2003) 
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2012). For the purpose of this study, expecting language to be the main content 

presented in EFL/ESL textbooks knowledge related to language (be it grammar, 

vocabulary or any other aspect) will be treated as a distinct subtype of content schemata 

-accounted for separately- and not analysed in depth. 

2.6.2. CULTURAL SCHEMATA OR CULTURE-SPECIFIC CONTENT 

The American National Center for Cultural Competence defines culture as an 

“integrated pattern of human behaviour that includes thoughts, communications, 

languages, practices, beliefs, values, customs, courtesies, rituals, manners of interacting 

and roles, relationships and expected behaviours of a racial, ethnic, religious or social 

group; and the ability to transmit the above to succeeding generations” (Goode, 

Sockalingam, Brown, & Jones, 2000, p. 1). From this definition of culture a general 

description of the extent of cultural schemata can be derived, as well as considerations 

on how foundational it is for cognitive processes since it is deeply entrenched in the 

person’s constitution. 

This type of schemata, also referred to as socio-cultural, imply “conceptual 

structures that enable an individual to store perceptual and conceptual information about 

his or her culture and interpret cultural experiences and expressions” (Malcolm & 

Sharifian, 2002, p.170). It “involves cultural familiarity and helps readers to reconstruct 

the story line through referring to more personally and culturally relevant scripts [with 

which to] identify and find some common ground” (Oller, 1995 as cited in Erten & Razı, 

2009, p. 61). Such schemata have been proposed to include many realms; Reynolds, 

Taylor, Steffensen, Shirey and Anderson (1982) state that "personal knowledge […] is 

conditioned by age, sex, race, religion, nationality, occupation - in short, by a person's 

culture” (p. 354). On these lines, it has already been mentioned how Bartlett’s subjects 

changed constituents that were not part of their culture and surroundings for more 

familiar elements (see page 13) or simply failed to recall them (Bartlett, 1932, p. 125). 

Another classic example is the study by Steffensen, Joag-Dev and Anderson (1979) 

which proves the impact of cultural schemata in reading comprehension. In their study, 

the authors used two groups of subjects of different origin -American and Asian Indian 

living in the USA- who read personal letter style descriptions of two traditional 

weddings from each of the two cultures. It was demonstrated that each group read more 

rapidly, recalled better and elaborated more on the description of their culture and at the 
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same time introduced more distortions when retelling the other (as in Woods, 1996, p. 

59). As Carrell (1983) explains, these distortions are “outright intrusions from one’s 

own culture, where unfamiliar ideas in the foreign letter were interpreted, remembered 

and recalled in light of the subject’s own background” (p. 86). Another well-known 

example is that of Reynolds, Taylor, Stefensen, Shirey and Anderson (1982) who, in an 

attempt to eradicate cultural bias in tests and reading materials, gave eight-year olds 

from African American and white American background a reading text featuring 

sounding or playing the dozens, "a form of ritual insult predominantly found in the 

black community" not intended to be offensive (p. 353). They found that the children 

from white background completely misunderstood what was described in the passage 

taking it for a horrible physical fight instead of an instance of friendly sounding. These 

results show how important people’s culture is for their interpretation of the world but 

they also raise the concern that elements that do not conform to the own schemata, 

especially culturally, can be taken as not valid or under appreciated.  
 

The extent of the influence of cultural schemata on interpretation can be deduced 

both from the above and other examples. Nevertheless, the effect it appears to have on 

recall seems to be even greater, as was observed in Bartlett’s’ memory research (1932). 

Though at the time of input subjects might interpret the content of a text with a certain 

degree of objectivity, they appear to store it tinted by their already existent cultural 

schemata so that when the time comes to recall this content, especially after a couple of 

weeks from the reading, there is a tendency to apply significant distortions that reflect 

accommodation to the own conception of the world (Read & Rossen, 1982). Research 

has also demonstrated that content and cultural schemata familiarity improve reading 

time because readers can make predictions and, in so doing, release the strain on 

working memory (Steffenson, Joag-Dev & Anderson, 1979), comprehension and recall 

(Kintsch & Greene, 1978) and make more elaborations and inferences. 
 

Though in general mostly within the context of reading, the building and 

activation of this type of schemata have been extensively studied and highlighted 

(Alptekin, 1993; Carell, & Eisterhold, 1983; Johnson, 1981 in Carell & Floyd, 1987; 

Reynolds, Steffensen, Shirey & Anderson, 1982; Steffensen, Joag-Dev & Anderson, 

1979). “Cultural schemas play a crucial role in cross-cultural sense making” (Malcolm 

& Sharifian, 2002, p. 171) and this obviously has a critical function in foreign and 

second language learning. In the case of English, awareness of cultural schemata 
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implications is particularly important for ESOL students (those who want to learn the 

language to function in the society where the target language is used) and their teachers 

-even more so when the teacher is a native speaker. This is also the case when the goal 

is international English, although some researchers in the Arab world propose 

naturalisation of text in this instance. The topic of cultural schemata has become of 

special interest to scholars in the Middle East in the last ten years. Increasing 

Westernisation of these regions has fostered the learning of English and researchers 

have found that language students are hampered by the enormous cultural differences 

between the two civilizations. Nativisation is particularly drawing these researchers’ 

attention (Razi, 2004; Alpakein, 2006; Jalilifar & Assi, 2008; Erte & Razi, 2009; Sayeh, 

2009; Rokhasi, 2012). It consists of "sociological, semantic and pragmatic adaptation of 

the textual and contextual cues of the original story into the learner's own culture, while 

keeping its linguistic and rhetorical content essentially intact" (Alptekin, 2006 as cited in 

Rokhasi, 2012, p. 47), i.e., eliminating or reducing cultural unfamiliarity in a text by 

modifying it, changing words, concepts and elements that are not familiar for the reader 

for more familiar ones. This, they argue, could help Arab students with the difficulties 

they encounter when approaching Western texts in English (Rokhasi, 2012).  
 

The tendency in foreign language teaching has been traditionally to transmit the 

target language associated with the target culture - examples include issues such as 

“culturally appropriate” in terms of “ways to address people, express gratitude, make 

requests, and agree or disagree with someone” (Peterson & Bronwyn, 2003, p. 1). Since 

the English language is increasingly seen as a lingua franca (Crawford, 2005; Harumi, 

2002; Sharifian, 2009), there has been, in later years, a move towards English as an 

International Language. This has promoted a dissociation between culture and language 

teaching. However, Anthropologic Linguistics has tried to explain how, for example, 

some lexical items transmit how speakers of a given language have conceptualised 

experiences in the past (Sharifan, 2009, p. 243). The concepts expressed by the words 

time or friendship do not seem to be universal, for example (Sharifian, 2009, pp. 244-

245). In the case of Australian aboriginals, time is not necessarily linear as in Judeo-

Chrisitan tradition but different categories of time (‘practical time’, ‘social time’, 

‘religious time’,‘dream time’) coexist in a rather circular manner, in which the concept 

of future is somewhat irrelevant (Janca & Bullen, 2003). Differences in terms of 

thinking patterns and world interpretation have also been reported between Chinese and 
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English (Bao-he, 2010) or in writing patterns and appropriate depth in questioning about 

personal issues between English and Arabic (Santos & Suleiman, 1993; Fageeh, 2011). 

These realities urge both EFL/EIL teachers and material designers, as Mekheimer (2011) 

points out, to introduce at least a cultural awareness constituent (p. 44).  

All the suggestions in the literature for fostering cultural awareness (Peterson & 

Bronwyn, 2003; Au, 1979 as cited in Andersson & Barnitz, 1998; Hanvey, 1979 as 

cited in Bao-he, 2010) and building cultural schemata -approaches within intercultural 

didactics4  (see Byram, 2001)- have in common some element of reflexion and 

discussion. The range of options ELT teachers have at their disposal to foster cultural 

awareness is wide and varied in depth. It is also significant for teachers to be alert to the 

importance of cultural differences as they can greatly affect their students’ motivation, 

performance and, ultimately, success in learning the language. Similarly important is, in 

many senses, the last type of schemata presented in the next section. 

2.6.3. FORMAL SCHEMATA  

In addition to content and cultural schemata, there is a third type that Carrell and 

Eisterhold have named “formal schemas”. The concept is described as “background 

knowledge of the formal, rhetorical organizational structures of different types of text” 

(1992, p 79) that helps listeners and readers comprehend (Carell, 1984a, p. 87). The 

authors use the example of the schema of stories: “Our schema for simple stories, for 

example, includes the information that the story should have minimally, a setting, a 

beginning, a development and an ending”. Though not explicitly named and delimitated 

until much later, it could be claimed that the concept of formal schemata was already 

present in Bartlett’s original Schema Theory back in 1932 when he studied the recall of 

North American folk tales by his British students and observed how the subjects added 

connectors, elements that were not characteristic of the rhetorical organisation in the 

original type of text (Bartlett, 1932). The notion has been explicitly related by Carrell 

herself to the concept of genre (1992; 1983), together with language and linguistic 

conventions (1983, p. 83). 
 

Along these lines, Swales (1990) has highlighted the importance of content and 

formal schemata activation to help the reader’s understanding of a text. In Figure 1 

                                                 
4 Contact situation approach, intercultural cognitive approach, virtual contrast-culture approach, linguistic 
awareness of cultures approach. 
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below he illustrates his description of the relationship between background knowledge 

and genre. The author points out how formal schemata derives from our prior 

knowledge, constituted by experiences and activities of life, and verbal experiences and 

encounters, both of which result in content and formal schemata, which, in turn, 

contribute to our genre knowledge.  

 

Figure 1. Swales’ interpretation of the relationships between genres and 
different types of schemata and their origins (1990, p. 86). 

 

It should also be remembered that formal schemata is in some respects also 

cultural. From a ‘cultural studies’ perspective as Coe and Freeman (1998) point out, a 

genre can be seen rather “as a signifier about the community that uses it” (p. 42), since 

in Aebersold and Field’s (1997) words, “beliefs about the organization and development 

of ‘good’ writing are shaped by culture” (p. 31). It is often also the case that the same 

genre has variations across cultures, examples will be presented in the next chapter. 

Genre knowledge is the main constituent of formal schemata. As well as 

informed by culture, genres are everywhere and in each human activity: in Christie’s 

words, “social activities are generally realized in genres” (2002, p. 136). They have 

been defined as “staged, goal-oriented social processes through which social subjects in 

a given culture live their lives” (Martin, 1997, p. 13). Within the concept of genre, 

Martin (1994 as cited in Christie, 2002, p. 97) proposed the concept of ‘macrogenres’,  

such as a church service, composed of other ‘elemental’ genres/micro-genres, e.g. 

sermons or prayers (Well, 1997, p. 71) which must be interrelated (Christie, 1997, p. 

148), and the more specific concept of curriculum macrogenres (Christie, 2002). 
 

. 
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2.7. SCHEMATA ACTIVATION 

It is not enough for schemata to be present in the mind for successful 

comprehension. The activation or ‘instantiation’ of the proper schema is essential. 

Failure to activate any schema at all or activation of the wrong schema will necessarily 

derive in poor or no understanding of the text or situation. Any particular schema is 

‘instantiated’ when enough similarities are perceived in any given situation as to 

activate that frame (Bruning, Schraw, Norby & Ronning, 2004; Anderson, 1977a; 

Anderson & Pearson, 1992). As mentioned earlier, each schema is made up of certain 

nodes or slots. Figure 2 below shows Anderson and Pearson’s (1992) example of a ship 

christening schema, in which they identify six basic slots.  

 

 

 
Figure 2. Anderson and Pearson’s example of slots in Ship Christening 
schema (1992, p. 43).  

 

Some of these slots will be more salient and more likely to bring up one 

particular schema over others. Additionally, each of these nodes will be activated only 

by certain information: the bottle slot in this schema will not be activated by a bottle of 

coke or wine, nor with a plastic bottle. Authors have even posed hypotheses on the 

mathematical probability of a particular schema being activated. According to Anderson 

and Pearson (1992, p. 44), if there is more than one part of the schema activated, the 

individual probabilities of instantiation of the schema should be combined. 
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Furthermore, although Bartlett states that activation is “more frequently found to 

be active unconscious” (1932, p. 20), it can also be an intentional process involving 

“conscious strategies on the part of the subject” (p. 87-89). Second language readers 

will, in Carrell’s and Eisterhold’s words, “persistently” try to supply a schema that 

might help them make sense of the text (1992, p. 81). The reader might, however, 

encounter a number of situations in which interaction between the existent schema and 

the text pose difficulty, deriving in either miscomprehensions or noncomprehensions. 

Carrell (1984b) lists six possibilities: 1) no existing schema, 2) naive schema, i.e. a 

partial schema that is not developed enough to allow comprehension, 3) no new 

information in the text, so that the reader does not interact with the text or pay attention 

to detail because s/he quickly labels it as known, 4) a poor text that has been simplified 

or adapted so much that has no clues to signal what schema to activate, 5) many 

schemata are appropriate and 6) intrusion, which occurs on the part of the reader by, 

for example, distortion of the text (p. 340). Pearson and Spiro (1984) also mention 

schema selection (a non-optimal level of generality, unawareness of the possession of 

the relevant schema) and schema maintenance problems. 
 

It is rarely the case that a schema is completely non-existent, usually there is at 

least “partial schemata” (Bransford, 1984, p. 270) that then undergoes “change”, maybe 

by  refinement/schema specialisation, generalisation (Rumelhart and Ortony, 1977; 

Anderson, 1977), articulation with another schema already in existence (Anderson, 

1977, p. 424) or elaboration (Bransford, 1984). These are processes of building of 

schemata. Although not the object of this study, the process is briefly mentioned since it 

is of utmost importance: any attempt at activation would be meaningless if there is no 

schema present in the mind that could be instantiated. Other suggestions include content 

reading (Carrell, 1984b) and reading of texts in the student’s mother tongue (Krashen as 

cited in Al-Issa, 2006, p. 45) and, at school, Anderson (1977) mentions descriptions, 

explanations and demonstrations either by the teacher or the materials used by him/her. 

Carrell (1984b) suggests “lectures, films, field trips, demonstrations, class debates or 

discussions, plays, skits, [...] and even reading of other texts” (p. 334). Stragnman and 

Hall (2004) also deal extensively with this issue.  
 

All the above, particularly in educational contexts, points to the need for both 

teachers and materials designers to be aware of the importance of schemata activation. 
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The many ways by means of which this can be purposefully done in ESL/EFL teaching 

and its level of effectiveness will be discussed in the literary review section.  

2.8. CONCLUSION 

 
In this chapter I have thoroughly presented Schema Theory, its origins, 

development and its main constituting elements, both in the general context of cognitive 

science and with some references to its application to language teaching and learning. In 

the next chapter I shall expand on this last issue focusing on existing research evidence 

regarding the application of the principles of Schema Theory in areas of foreign 

language teaching and learning under scrutiny in the present study.  



 

 
 

Chapter III: Literature Review 
 
 

CHAPTER III: LITERATURE REVIEW 
 
3.1. INTRODUCTION 

The present chapter explores the available literature on the application of 

Schema Theory, particularly in connection to language learning and teaching. It refers 

to existing research evidence concerning schemata and the four skills and specifics 

about how schemata are activated in language learning situations. It finally explores the 

application of the principles of Schema Theory in ELT textbooks and teacher guides.  

3.2. RELEVANCE AND IMPLICATIONS FOR EFL TEACHING  

The application of Schema Theory is crucial for EFL/ESL/EIL teaching. 

Learners of a language other than their native one may lack knowledge of both the 

target language and the target culture. Due to this, it is of utmost importance to apply 

Schema Theory by activating the right schemata in students to help their understanding 

and production. As Aebersold and Field (1997) assert “if the topic …is outside their 

[language students’] experience or base of knowledge, they are adrift on an unknown 

sea” (p. 41). This indicates how aware and ready language teachers should be to 

scaffold students’ progress by activating or providing relevant schemata.  
 

Firstly, consciousness of the importance of Schema Theory should lead language 

teachers to be attentive to the choices they make regarding content topics. As Eskey and 

Grabe state (1988), interesting and appropriate materials will determine language 

students’ sustained efforts to understand the material to be read. Understanding seems to 

provoke higher self-confidence and a sense of achievement that leads to higher 

engagement, which, in turn, seems to promote independent reading (Guthrie & Wigfield, 

2000 as cited in Alexander & Fox, 2004). The same would apply, to a certain extent, to 

writing, especially regarding asking students to write about “experiences they do not 

have” (Johnson & Roen, 1989, p. 260). In Johnson’s (1989) opinion, creating writing 

tasks that require students to write about topics of interest they are either familiar with 

or highly motivated to build their schemata about, “empowers” them by enriching the 

context of the task. According to this research, “a sense of control in using language 

contributes to richness in language use and better writing” (p. 44) whereas unfamiliarity 
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with the topic negatively influences the quality of writing. This relationship between 

degree of control and better language has also been observed in speaking. Ultimately, 

the more familiar the learning situation the student has to cope with, the less stressing 

the learning process will be. A low affective filter plus the empowering discussed earlier 

will positively affect learners’ overall performance and, in turn, improve their 

motivation and boost their self-esteem, and a virtuous circle will be created.  

On the same lines and regarding knowledge of formal schemata, for example, 

evidence (mostly within reading contexts) shows that it has a beneficial effect on 

comprehension and recall (Sharp, 2002; 2008) and it is one of the issues that L2 reading 

specialists such as Grabe (Grabe & Stoller, 2001, p. 194) point out as being very 

important in reading instruction. Language learners’ lack of formal schemata or a 

teacher’s lack of attention to its effects can result in lower levels of comprehension and 

recall. Carrell (1981; 1983), for example, proved that the same content transmitted 

through different text organisations (a typical one for the situation and a genre-violation) 

caused L2 readers of the second text to recall less, affecting also the ‘temporal sequence 

of recall’.   
 

 

Another key implication of Schema Theory concerns class planning and activity 

design. The need to activate or build relevant schemata should lead teachers to carefully 

plan the activities that they will present to students. As will be discussed in the section 

on activation of schemata, pre- and (though in a lesser degree) post- activities are a very 

important tool to cater for learners’ schemata. These activities will many times also 

constitute carefully prepared links between skills as will be shown in the next section. 
 

The issues presented above are closely related to choosing materials and 

ultimately their design. The importance of the appropriate application of Schema 

Theory in published materials lies firstly in the fact that such items are usually the main 

source of activities and too often also the source of course syllabuses. A further reason 

why Schema Theory is important in published materials is the high status and prestige 

that surrounds them (Ur, 1996/2009). This is especially so among novice and 

insufficiently trained teachers, either native or non-native speakers of the target 

language, who unwittingly end up regarding them as desirable examples to follow in 

terms of conceptions and practices. Also, as Kayapinar (2009) suggests in his study of 

teachers’ opinions on published materials, “the coursebook evaluation of English 

teachers may prove to be just a beginning for resource development process” (p. 76) by 
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teachers themselves so that these usually highly regarded resources should be good 

inspirational models.  
 

Another pertinent implication of Schema Theory in language learning points 

towards awareness of the differences in formal schemata derived from cultural 

upbringings, occasionally somewhat diverse from the target culture that can cause 

problems in understanding and in oral and written production. Variations of the same 

genre, for example, have been recorded across different cultures. Rice (1980 in 

Malcolm & Sharifian, 2002), for example, observed how American readers, when 

confronted with a version of the same story both in the original Eskimo style and in 

American style “showed a superior verbatim recall with the Americanized version of the 

stories” (p. 171). The same occurred in the study by Chu, Charney and Swaffar (2002 as 

cited in Sayeh, 2009, p. 28) with texts in English with average rhetoric style and with 

Chinese stylised rhetoric. Similarly, Japanese folk tales, unlike Western folk stories, 

mostly lack a main character with a clear orientation to a goal (Matsuyama, 1983 as 

cited in Andersson, & Barnitz, 1998). Finally, there is the example of the embellished 

rhetoric style of Arab language learners (in the fashion of the Quran) and its almost 

exclusive use of coordination (Alameddine, 2012, p. 4) that differs greatly from the 

straight forward, objective and logical way of writing characteristic of English (Santos 

& Suleiman, 1993, p. 5). In the case of Japanese argumentative written style, Hinds 

(1983, 1987 in Ferris & Hedgcock, 2005) found that the authors try to “obscure their 

own opinions when presenting various sides of an issue, taking a position only (and if at 

all) at the end” and found the linear deductive style of argumentative English “dull, 

pointless and self-involved” (p. 19). Grounded on deeper philosophical differences 

between West and East, these dissimilarities also show in conversational genres (Fageeh, 

2011, p. 65). It has been verified, for example, that, contrary to native English ones, 

Chinese speakers introduce the topic of conversation towards the end of the 

communication (Sharp, 2008, p. 3). Teacher awareness of these differences will affect 

feedback and correction as well as teaching. 

Furthermore, other issues related to formal schemata are also of great relevance 

for foreign language teaching situations. Research evidence appears to indicate that 

Genre knowledge is tacit (Coe & Freedman, 1998, p. 44). This and whether genres can 

be explicitly taught at all, particularly if the attempt is made “in isolation from authentic 

writing situations” (p. 45) are issues that have often been discussed by genre theorists. 
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Singer and Donlan (1982), for example, studied the effect of instruction on genre-

related self-questioning. In their view, readers could have, for example, a problem-

solving schema not necessarily associated to their short story formal schema. In order to 

gather data, they taught a group of teenagers general problem-solving schema for short 

stories together with general schema-specific questions and trained them in self-

questioning about particular instances of the genre. They found that the trained subjects 

outperformed the control group (in Carrell 1984b). There is, however, a certain 

agreement about the necessity for learners to realise that the process of writing is a 

‘social action’, which is situated and intentional (Coe & Freedman, 1998, p. 45). 

Several teachers and theorists advocate genre-based pedagogies, which foster genre 

analysis and production in a highly scaffolded manner, as the centre of L2 training in 

writing (Hyland, 2007, p. 158). In any case, the call for genre as social action should be 

translated into a need for purposeful and authentic activities when fostering any of the 

four skills in the L2 class.  
 

 

Finally, it is also to be observed that the major benefits from the application of 

Schema Theory in language teaching have been reported among students with lower 

levels of language. Authors such as Tudor (1988) and Hudson (1982) have observed 

during experimental situations that appropriate activation of previous knowledge helps 

more in the early stages of language learning. Coady (1979 as cited in Carell & 

Eisterhold, 1992, p. 75) tells us how background knowledge “can help compensate 

when syntactic control is weak”, due both to increased motivation and greater amounts 

of “semantic input”. 

3.3.  SCHEMA THEORY AND THE FOUR SKILLS 

 “Communication involves comprehension and production of spoken and written 

language” as Grauberg’s (1997) points out. Having acquired another language implies 

using it in a range of situations and formats, these formats are what are referred to as the 

four skills: reading, listening, writing and speaking. Along the history of second/foreign 

language teaching, these four have not always received equal attention. Different 

methods have seen them in different lights and some of them have been considered 

central whereas sometimes others have been completely neglected. However, in the last 

decades of the 20th century, with the emergence of communicative approaches to 

language teaching, the concept of the four skills strengthened (Uso-Juan & Martinez-
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Flor, 2006, p. 18), so that nowadays, teaching a language –except in particular contexts-

is generally understood to imply the teaching of these four abilities.  
 

The application of Schema Theory to the development of any of the four skills is 

of utmost importance, whether to be able to make sense of what is read/heard or to have 

content to write and speak in a manner appropriate for the target culture. Students’ basic 

cultural schemata about what constitutes a ‘good text’ -either oral or written-, for 

example, can have important implications. Due to the fact that not only attitudes 

towards reading are culturally biased but also beliefs about genres (Aebersold & Field, 

1997), it is important for teachers in EFL/ESL contexts to acknowledge that there are 

likely to be different views and schemata among the students in their classes. They 

should raise this issue to develop awareness and to refine the existent formal schemata. 

This would be particularly significant when teaching writing, since students might tend 

to use their recognised, approved type of writing in their original language -see some 

examples on page 25.  
 

In the following sections, Schema Theory as applied to each of the four skills 

will be presented and discussed. 

3.3.1.  READING 

 

“According to schema theory, 

comprehending a text is an interactive process 

between the reader’s background knowledge and 

the text” (Carrell & Eisterhold, 1992, p. 76). 
 

Unlike in first language acquisition, reading is usually the first skill teenage and 

adult language learners nowadays are exposed to (Grabe, 2006, p. 279). It has also been 

a preferred object of study for researchers throughout the generations in educational 

psychology and linguistics. Schema Theory has not been the exception: most research in 

the area has focused on reading, especially at its beginnings in the late 70s and early 80s. 
 

Anderson (1984, p. 248) has attributed schemata with six functions when 

reading, these are to: 

 “provide ideational scaffold for assimilating text information”, which 

will  be easier if the new information fits in a slot already present in the 

particular schema; 



 

28 

 “facilitate selective allocation of attention determining what is important”; 

 “enable inferential elaboration”. As the author points out, “no text is 

completely explicit” so that schemata help the reader go beyond literality; 

 “allow orderly search of memory”; 

 “facilitate editing and summarising” since schemata, he argues, have a 

hierarchy of importance that would guide the recaller on what things are 

important; 

 “permit inferential reconstruction” to be able to fill in gaps in memory. 
 

The persistent attempt of language learners to provide relevant schemata to 

understand a text would be useless if they cannot access or do not possess the schemata 

(Carell & Eisterhold, 1992, p. 81). When discussing reader’s variables, Alderson (2000) 

places schemata and background knowledge in the first place, emphasising how the 

reader’s schemata affect his/her understanding and recall.  
 

Content schemata are undeniably essential to written text comprehension, 

reading speed (Çekic, 2007, p. 449) and subsequent information recall. One way in 

which cultural schemata, for their part, affect reading processes was proposed by 

Basham, Ray and Whalley (1993 as cited in Grabe 2008, and in Silva, Brice & Reichelt, 

1999, p. 11): they found that readers seem to interpret texts “from their own cultural 

frameworks” (p. 250). In their study, three groups of students from different origins 

were asked to write on the basis of what they read. Chinese subjects read examining 

closely the content and following the information carefully, Latino subjects used the 

read text as a “jumping-off point for their own personal experiences on the topic” and 

Alaska Native Americans “developed a personal orientation to the information in the 

text” (p. 250). Additionally, formal schemata are argued to be very important too:  

 

How texts are organized (what sort of information to expect in what place) 

[...], for example knowing where to look for the main idea in a paragraph, and 

being able to identify how subsidiary ideas are marked, ought in principle, to 

help a reader process information (Alderson, 2000, p. 39 & 40).  

 

On this issue, Aebersold and Field (1997) tell us how research evidence suggests 

three main advantages of including an introduction to the topic of a reading passage: it 

allows time for students to bring to mind the content and cultural knowledge they have 

about the topic, it increases motivation and, if developed in the target language, it can 
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make students review relevant vocabulary. In addition, it gives the teacher the option of 

assessing the student’s background knowledge on the topic and allows time for building 

it if it is non-existent or poor.  
 

Finally, research has also shown that writing can enhance reading (Grabe, 2004), 

particularly in as much as it works as schemata activation or as a building technique. 

“Responding to short-answer questions that serve as anticipant guides and creating 

graphic organizers before reading can be effective types of writing for improving 

reading” (Grabe, 2004, p. 27); writing summaries has also been proved to enhance 

understanding (Grabe, 2004).  

3.3.2. LISTENING 

As Uso-Juan and Martinez-Flor (2006) indicate, from the 1980s onwards, 

listening has achieved significant “status and importance” in language teaching and 

learning (p. 35). Preferably, listening tasks should include more than simple words or 

isolated sentences -what Field calls listening as means of reinforcing grammar (1998 as 

cited in Richards 2005). Rather they should be comprised of chunks of language in 

context, framed in some communicative purpose and authentic setting, either as 

“listening for understanding” or ‘listening for acquisition’ in Krashen’s fashion 

(Richards, 2005, p. 87-88). This, however, is not always the case even in publications 

by prestigious publishers. For the purpose of the present work both instances will be 

broadly categorised as listening activities. 
 

Although classically classified as ‘receptive’, listening is not an easy task at all,     

when a listener engages in listening, the vocal message filters through the 

short-term memory system first, and at this time, the listener focuses on 

the auditory and/or visual stimulus/stimuli and concentrates on the 

message received. Their (sic) attention span during this activity is very 

limited, as short as 20-60 seconds (Nazikian & Omoto, 2002, p. 126) 

 

during this very brief time, listeners apparently “interpret what they hear in the light of 

what they have heard already and what they expect to hear next” (Grauberg, 1997, p. 

181). This points to how providing enough contextual clues to help understanding the 

context of a text is crucial for listeners, since it greatly influences interpretation (Buck, 

2001 as cited in Ching-Shyang Chang & Read, 2007 and Ruhe, 1996) by helping to 

create these “expectations” about what is going to be heard next (Ruhe, 1996, p. 376). A 

http://www.professorjackrichards.com/wp-content/uploads/The-context-of-language-teaching-Chap-14-Listening-comprehension-approach-design-and-procedure.pdf
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well-known study by Bransford and Johnson’s (1972) is highly significant in terms of 

the types of contextual clues and how to set the context for listening tasks effectively. 

The authors made the four groups of secondary students in this study listen to the 

following passage: 

 

(p. 719) 

 

and the group shown an image of the right ‘modern serenade’ context (appropriate 

context) scored significantly better in understanding and recall compared to the control 

groups of 1) not specific enough image (partially correct context), 2) no image but 

repetition and 3) right image after listening. See Figure 3 for the images they used. 

 

                        
Figure 3. Bransford and Johnson’s (1972) experiment’s Appropriate context and 

Partially correct context 
  

 

Similarly, if there is any visual non-linguistic scaffolding for the oral text, as in 

the case of a video, during teacher talk or if it is a participant listening situation, the 
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listener’s comprehension process will be greatly aided, since it is estimated that 

nonverbal visual clues can account for up to 93% of the meaning of a message 

(Mehrabian, 1971 as cited in Nazikian & Omoto, 2002, p. 126). 
 

Uso-Juan and Martinez-Flor (2006) advocate that the possession of schematic 

knowledge of all types is “essential” in terms of facilitating the listening process (p. 33).  

“Cultural values, habits, humour and institutions”, i.e., what we could call cultural 

schemata, however, have been identified by experts as one of the main difficulties in 

listening comprehension (Brown, 1995, p. 59) together with unfamiliar pronunciation, 

grammar and vocabulary. Participants in the study by Nazikian and Omoto (2002) on 

the effect of content on listening, reported listening to TV programs in Japanese as the 

most difficult real listening activity for students, quoting lack of social/cultural 

knowledge as one of the reasons. On these lines, Hayati (2009) observed that if familiar 

with the cultural content of a text, students achieved greater proficiency. A number of 

other studies that have shown the beneficial effect of schemata in listening contexts are 

those by Schmidt-Rinehart (1994), Otham and Vanathas (2006), Otham and Vanathas 

(2006) and Sadighi and Zare (2006).    
 

Additionally, activation of schemata might be more difficult when listening 

since in most cases there is no time for going back and forth as is the case in 

reading/writing or to ask for clarification as in speaking, due to its ‘instantaneous’ 

nature in Richards’s words (2008). To this, some other characteristics derived from the 

form must be added, such as speed of delivery, reduced forms or its linear organisation 

(p. 3). In this sense, pre-listening activities are very useful because they aid listeners in 

focusing their attention on the right schemata by narrowing down the topic, activating 

those schemata (Underwood, 1989 as in Ching-Shyang Chang & Read, 2007, p. 377) 

and serving as a base for the formulation of hypotheses, prediction and inference 

(Mendelsohn, 1995 as cited in Ching-Shyang Chang & Read, 2007). Finally, Ruhe 

(1996) also studied the effect of graphics as support for low proficiency non-native 

college students in North American Universities and found they were of great 

effectiveness.  

3.3.3. WRITING 

As has been previously stated, giving learners choice regarding content when 

writing -in terms of familiar, interesting or motivating topics- contributes to better 
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performance. Attention to content schemata is important when putting students to write, 

since they need to have something to write about. The combination of skills –what has 

been called the reading/writing connection -is a usual resource in this respect, since “it 

is well recognised that learners improve reading and writing abilities when they have 

greater background knowledge in the associated tasks” (Grabe, 2004, p. 17). 

Researchers on the reading/writing connection during the 1980s have determined -to a 

certain degree- that the combination of reading and writing for learning purposes, both 

in L1 and in L2 contexts, does have a positive effect in both skills and results in better 

learning (Grabe, 2004, pp. 22-23). Specific research on reading to write appears to have 

proven that better readers happen to be better writers and that good usage of read 

information can result in the production of better written pieces. Furthermore, as Grabe 

(2004) concludes from studies on the subject, extended exposure to reading, i.e. 

extended reading, improves writing (p. 26). One of many examples of inter-skill work 

and activation of schemata is that of Clayton (1992). He accomplished activation and 

building of cultural schemata for composition writing through pre-activities, such as 

local legend script writing and performance, and the indirect provision of target 

language cultural background knowledge by means of tasks designed to trigger research 

(p. 56). Kennedy (1994), as well as Langer (1989), proved that there was a correlation 

between a) topic selection for composition, b) students’ reading –what we could call 

building of schemata-, c) preparation time assigned –time for self-activation of 

schemata- and writing skills. However, Kennedy studied the effect of content reading 

on the composition writing proficiency of advanced adult ESL students and found that 

too much familiarity with the topic did not correlate with better composition skills, 

since “extremely familiar ideas and skills become automatic and resist conscious 

examination” so that “topics which have been mentally organized and routinized for 

spoken discourse would not meet written discourse standards” (p. 5).  
 

The emergence of both Genre Theory and contrastive rhetoric, has greatly 

contributed to a growing awareness among foreign and second language teachers of the 

significant implications and usefulness of applying formal schemata in language 

learning. Formal schemata activation and building, either only through schemata 

description and practice or within the reading/writing connection, are crucial when 

teaching writing. This is even more relevant when the cultural distance between target 

and student’s cultures is pronounced. Findings in contrastive rhetoric have revealed, for 
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example, that Chinese native speakers tend to use an inductive writing style presenting a 

general contention and then narrowing it down by means of examples until the main 

topic is presented in full at the end (Xing & Spencer, 2008, p. 73); they also use 

metaphoric language and a style characterised by circular starts and tangential views 

(Young 1994 as cited in Xing & Spencer, 2008). These features cause Western teachers 

to consider their writing confusing and irrelevant. With this and the other examples 

presented on page 25 in mind, the close links between formal and cultural schemata can 

be appreciated together with the phenomenon’s major effects in language learners’ 

writing style. On these lines, Xiao (2008) purposed a model to the teaching of writing in 

ESL contexts merging Schema Theory with Contrastive Rhetoric which emphasises the 

inter-relationship among context, cognition and text by means of many varied types of 

activities during which learners focus on the content, the context and the form of the 

text in an attempt to build their formal schemata.  
 

To sum up, Xing and Spencer’s words (2008) “the process of learning to write in 

the target language is a process of creating and defining a new identity and balancing it 

with the old identity” prove quite true, since the rules of each language embody values 

and beliefs different from or even clashing with those of other languages (p. 73).  

Awareness of this is of great importance for language teachers when developing writing 

skills in their classrooms. 

3.3.4. SPEAKING 

In the same way as with listening, the status and practices of the skill of 

speaking have also experienced a great change with the popularisation of the 

communicative approach to language teaching and its emphasis on fluency (Richards, 

2008, p. 2). Yet again, as in the case of listening, there are still traces of the previous 

methods’ ‘scripted talk’ and drillings (Bygate, 2006, p. 171) in nowadays practices. In 

the present study both these instances will be categorised as speaking activities.  

As Uso-Juan, Martinez-Flor and Alcón Soler (2006) reflect, speaking a second 

language implies a greater challenge than any of the other skills, since it requires a 

number of appropriate choices -influenced by cultural and social factors- regarding the 

content and form of the communication as well as a simultaneous production and 

processing of language within tight time constrains (p. 139). Furthermore, the 

development of this skill becomes more relevant under the light shed by Swain’s mid 
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1980s notion of ‘comprehensible output’. He claimed that it is not only by receiving 

comprehensible input but also by producing comprehensible language mediated by self-

repairs, that language learners acquire the language (Lynch, 1997). It is, nevertheless, 

clearly hard to speak if there is nothing to say and it is paramount to ensure learners 

have schemata on which to base their output.  

Along these lines, content schemata activation and building during speaking in 

language learning -sometimes done by means of the other skills, particularly reading 

and listening- is paramount. The concept of cultural schema is also particularly 

important for speaking since communicative competence, as Fageeh (2011) points out, 

does not only need language but also cultural awareness (p. 65). Countless issues related 

to societal and cultural factors can affect oral communication. Shades of meaning and 

associations for particular lexical items acquired through a common history or simply as 

part of a fad, the fast and sometimes incomplete nature of oral language, whole attitudes 

to life or organisational practices such as the Chinese tendency to present the topic of 

the communication at the end already mentioned on page 25 are just a few examples. 

Cultural awareness, i.e. conscience of one’s cultural schemata as distinct from other 

cultures’ and specifically from the target language’s culture is highly relevant especially 

in the case of speaking in cultures very different from Western ones.  
 

Finally, the type of speaking situation -as interaction, for transaction or as 

performance (Richards, 2008) - will turn particular types of schemata more relevant. In 

speaking as interaction -talking to another passenger in a plane or to a professor on the 

elevator-, which causes language learners to feel awkward and stressed (Richards, 2008, 

p. 24), content and formal schemata seem to be the most relevant ones. When speaking 

is for transaction -when asking for information on the phone or ordering food in a 

restaurant- (p. 25), again content and formal schemata are crucial, though cultural issues 

would also affect these types of events such as the irregular European city street 

distribution for a Latin or North American tourist accustomed to square layouts in an 

‘asking for directions’ situation. Finally, in talk as performance -giving a lecture, 

presentation or speech- (p. 27), these two types of schemata are again the most relevant.  
 

In the next section, the focus of attention shifts from the realisation of language 

teaching and learning through skill practice -from a schemata-based perspective- to the 

materials through which this is more often accomplished: the coursebook.  
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3.4. SUGGESTED TECHNIQUES TO ACTIVATE SCHEMATA 

To start with, it must be noted that most of the research on the issue of schemata 

activation has been within the context of reading, consequently, most of the evidence 

will be based on this skill, though it can generally be applied to the other skills as well.   

In the context of reading, titles and anything adjacent to the text -especially if it 

includes pictures-, have been described by Hartley and Davies (1976 in Lee & Riley, 

1990) as “content clarifying and designed to activate or induce schemata” (p. 27). 

Schemata activation is also most often done through pre-activities which are of great 

value since, arguably, they aid comprehension by providing opportunities for 

predictions. Readers of an L2 can then resort to these “conjectures” whenever the syntax 

of the target language interferes in their reading process (Taglieber, Johnson & 

Yarbrough, 1988, p. 458). Three main forms of pre-activity activation are proposed: 1) 

answering questions, since the deep processing involved in constructing the answers 

apparently facilitates learning and comprehension (Strangman & Hall, 2004), 2) 

brainstorming (Erten & Razı, 2009), particularly effective if it involves peer 

questioning (King, 1994 as cited in Strangman & Hall, 2004, p. 6), and 3) previewing 

the text (Carrell & Eisterhold, 1992, p. 87). The latter would involve not only presenting 

an outline of the text to read but also teaching key concepts that might be socially or 

culturally alien for the readers or structures and specialised vocabulary (p. 88). 

Strangman and Hall (2004) also highly recommend students reflect and elaborate in 

oral/written form about their knowledge on the topic.  
 

Researchers have studied and compared the effectiveness of different types of 

pre-activities. In their study on the effect of pre-reading activities among college EFL 

students in Brazil, however, Taglieber, Johnson and Yarbrough (1988) reveal a crucial 

finding: pre-reading activities motivate readers (p. 468). They tested pre-activities 

consisting of pictorial context, vocabulary pre-teaching and pre-questioning, and found 

that the three were effective, though vocabulary pre-teaching proved to be less effective 

than the other two. Hudson’s (1982) results on the effectiveness of three different types 

of aids for comprehension for a reading passage showed that topic related pictures on 

which students were asked to make predictions were more effective than providing a 

vocabulary list or the chance to reread the text for beginning and intermediate students 

(p. 27). If the image is on an unfamiliar topic, however, it might not help understanding 

unless it describes the relationship among elements present in the text, as Bransford and 
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Johnson’s (1972) modern serenade study proved (see page 34). The unfamiliarity with 

the content of the accompanying images affects particularly students whose culture is 

very different from that of the target language’s, so that pictures have in later studies 

been the target of nativisation processes, where the unfamiliar images were exchanged 

for more familiar ones to activate schemata that would help comprehension and also 

“free up some cognitive load” (Rokhasi, 2012, p. 60). 
 

It is surprising that in spite of the fact that the above and other results (Johnson, 

1982) suggest that vocabulary building pre-activities are of relative little effectiveness, 

especially among low and intermediate level students, their use keeps being extended.  

According to Carrell (1984b) effectiveness would improve if the activity is purposefully 

related to the students’ previous knowledge and to other activities designed to build this 

knowledge previous to the reading, such as activities involving word and concepts 

association with a ‘semantic map’ as a final product. In this vein, Taglieber, Johnson 

and Yarbrough (1988) suggest that the slight effectiveness of vocabulary pre-teaching 

might lie in that it usually involves vocabulary items relevant to the unit under study 

rather than a narrow set relevant to the reading passage (p. 457).  Some studies 

including vocabulary relevant to the text, though, have also showed vocabulary pre-

teaching ineffectiveness (Johnson, 1982).  

 

Activities carried out after the main skill practice can also be used to activate 

schemata. It must be pointed out that, yet again, research evidence on these cases is 

mostly within reading and -to a lesser degree- listening. It is argued that post-

reading/writing questions, for example, are aimed not only at checking comprehension 

but also “as an aid to the development of comprehension if it does not take place 

spontaneously during reading” (Beck & McKeown, 1981, p. 913). Bartlett’s reading 

comprehension skills taxonomy has classified after-reading questions into: literal 

comprehension, reorganisation of the information in a new way, inferential 

comprehension about content not directly stated in the text, evaluation and appreciation 

by giving an emotional response to the text, the first one showing the highest occurrence 

(Beck & McKeown, 1981; Humos, 2012). In their modern serenate study, however, 

Bransford and Johnson (1972) found that providing a context to aid activation of 

previous knowledge after listening was of little use. 

 
 

file:///C:/Users/Gaby/Documents/TODO/TESIS/Tesis/Leer%20para%20la%20defensa/Note%20on.docx
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The activation of all three types of schemata -content, cultural and formal- is 

important depending on the situation, though content and cultural schemata are likely to 

be the most obvious choices. Activation of formal schemata, however, has also been 

reported to enhance comprehension. Rhetorical frameworks or information of the type  
 

“This passage presents a collection of descriptions of some 

activities the French do during their leisure time. These 

activities demonstrate an interest in both personal enrichment 

and communication with others” as opposed to only “The 

passage presents a collection of descriptions (Lee & Riley, 

1990, p. 37)  

proved to increase comprehension and recall (the later if the pattern was also used to 

store the information read) in Lee’s and Riley’s study. Finally, formal schemata can also 

be activated by explicit identification of the genre.  
 

A last point that needs to be addressed is that of direct comprehension skill 

teaching, that is, explicitly training students to activate their previous knowledge. As 

has been mentioned, Bartlett (1932) considered that the activation of schemata was 

often a conscious process. In this vein, researchers have found that explicit teaching of 

self-questioning techniques, as opposed to teacher generated ones (Singer & Donlan, 

1982), helps students self-activate their schemata and improve comprehension because 

students need to know something and bring it to mind to be able to generate their own 

questions. Additionally, it highly improves their motivation (Yopp & Dreher, 1994). 

Ogle (1986) developed the KWL5 strategy in which learners, with teacher help, reflect 

and brainstorm orally, identify knowledge gaps and what they learnt. Carrell (1984b) 

also suggests nonsense words or poems to raise the issue of background knowledge 

evocation during class discussion. The issue of training on self-awareness about the 

cultural differences encountered in a text has also been studied by Webster (2001 as 

cited in Sayeh, 2009) who surveyed students’ degree of multicultural awareness when 

approaching literary texts. All in all, as Razi (2004) concluded from his study with 3rd 

grade EFL students, if cultural schemata are lacking, reading activities might be able to 

compensate for this lack. In his study on how cultural schema and reading activities 

affect reading comprehension, one group read an original story and another read its 

nativised version. A third group read the original with activities, while a fourth read the 

                                                 
5 “What I Know, what I Want to know and what I Learnt”. 
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adapted version with activities. Though the readers of the culturally adapted versions 

outperformed the ones reading the original story, the subgroup of the original story 

which completed comprehension activities did better than the text only readers. 
 

Suggestions of techniques for activation of schemata have been summed up in 

Table 1 below. Notice that in most of the cases (marked*) the authors cited have not 

developed the concepts but have merely mentioned or used them in research, generally 

without a specific definition. 

 

Table 2. Summary of the techniques proposed as means of activation by theorists. 
 
   Activation technique Author Description 

Use of pictures Taglieber, Johnson & 
Yarbrough,  1988* 

Inclusion of images accompanying text/activities 
for illustrative purposes or as part of the 
task/activity. 

Use of triggering elements in 
titles, rubrics & others 
adjacent to the text  

Hartley & Davies, 1976 
in Lee & Riley, 1990* 

Use of titles, rubrics and other adjacent elements to 
the text/activity that are relevant to the schema, 
including instructions. 

Brainstorming/elicitation of 
schemata 

 

Ogle, 1986 Presence of questions to students based on a 
specific keyword that would trigger the relevant 
information (whole class).  

Peer questioning King, 1994 * Encouraging students to ask and answer each other 
guided, self-generated questions.  

Previewing the text Carrell & Eisterhold, 
1992;  Shen, 2004 

Presenting an outline of the text to read. Might also 
involve teaching socially or culturally alien key 
concepts or structures and specialised vocabulary 
(Carrell & Eisterhold, 1992). 

Previews are introductory materials presented to 
students before reading to provide specific 
information about the contents of the reading 

materials (Shen, 2004). 

Vocabulary building/ pre-
teaching or association 

Johnson, 1982;  Taglieber, 
Johnson & Yarbrough,  
1988; Carrell 1984b* 

Any kind of explicit or implicit teaching of relevant 
vocabulary or word association related to the topic. 

Construction of Semantic 
map 

Carrell, 1984b;  Pearon & 
Spiro, 1984; Strangman, 
& Hall, 2004* 

Drawing a semantic map on the basis of students’ 
previous knowledge or, if after reading, on the 
content of the text. 

Contextualising/setting the 
context 

Bransford & Johnson, 
1972* 

Setting of the context by means of description of 
participants, places, purposes, etc. 

Inclusion of rhetorical 
frameworks 

Lee & Riley, 1990 

 

Inclusion of clues on formal and content schemata 
in the rubric, e.g. “This passage presents a 
collection of descriptions of some activities the 
French do during their leisure time. These activities 
demonstrate an interest in both personal enrichment 
and communication with others” (Lee & Riley, 
1990). 

Pre-questioning Strangman & Hall, 2004 Answering questions before the main skill practice 
text. 
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3.5. ACTIVATIONS OF SCHEMATA IN EFL COURSEBOOKS 

As already delineated in the introduction, the use of coursebooks is massively 

extended in the ELT world nowadays and their major influence on the teaching-learning 

process and participants must be acknowledged and carefully appraised. This is 

especially the case with large scale commercially produced instructional materials, since 

they enjoy a particularly high prestige and reach all the corners of the world. It is 

particularly important that we make sure that these materials reflect the advances of 

knowledge gained through research in SLA, Applied linguistics and contrastive rhetoric, 

among other fields.  
 

Related to this and in a context in which EFL teaching keeps expanding in many 

parts of the world, the application of Schema Theory in terms of bridging the wider gap 

between target and learner’s cultures is essential. Commercially published textbooks, 

however, do not seem to pay enough attention to the implications of cultural schemata. 

As Steffensen and Joag-Dev (1984) asserted at the time, 

 

While foreign language teachers and theorists have been aware of the fact 

that students from different cultures will bring different systems of 

background knowledge to the comprehension process, pedagogical methods 

and materials have not always reflected this insight (p. 48).  

              

Later, Wallace (1997) also states that “the adoption of established British EFL 

texts in these more traditional countries [in the far East]”, can turn out to be unsuitable 

concerning the schemata students take to the classroom as well as in the thinking and 

problem solving skills (p. 372). Although the mismatch of schemata would not be so 

striking, this could also be said of the Latin American context. The author also paid 

Reflection and elaboration 
about previous knowledge 

Strangman & Hall, 2004 Pre-oral/written reflection and elaboration about 
previous knowledge on the topic. 

Post-questioning Beck & McKeown, 1981 Answering of questions after the main skill practice 
text. 

Self-questioning Singer & Donlan, 1982 Training students in bringing to mind previous 
knowledge to create questions about the text. 

Group activation (KWL 
strategy) 

Ogle, 1986 Oral reflection and brainstorming by learners -
aided by the teacher-, followed by identification of 
knowledge gaps and what they learnt. 
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attention to the inappropriateness of schemata in the IELTS examination. Alptekin 

(1993) suggests that ELT materials writers should “try to build conceptual bridges 

between the culturally familiar and the unfamiliar in order not to give rise to conflicts” 

in the learners, and doing this by means of exploiting “cross-cultural comprehension”, 

and target culture and personal experience as  “reference points for the interpretation of 

unfamiliar data” (p. 141-142).  
 

Tomlison (1998/2011) argues that a way to make students feel at ease in the 

learning experience and consequently learn more, is for coursebook writers to include 

texts and images which the learners potentially relate to their own culture (p. 9) and link 

the students’ and the book’s worlds.  
 

Moreover, and crucially, given the bulk of coursebooks available for choice, 

advice on materials evaluation and selection for teachers has barely addressed the issue 

either. The most direct reference found was that of Littlejohn (1998/2011), who includes 

the general concept of schemata in his “process competence” notion which refers to 

learners’ knowledge (of concepts, social behaviours and language structure), affects 

(attitudes and values) and abilities (p. 184). Rubdy’s (2003/2005) “Dynamic Model of 

Materials Evaluation” consisting of 110 questions, only briefly mentions “the function 

of world knowledge” -as opposed to the learners’ world knowledge- when exemplifying 

the “accords” with “broader educational concerns” (p. 54). It also questions whether the 

materials are sensitive to the learners’ values and beliefs or relates the learners’ and 

target cultures (p. 52) and if the proposed lexis is relevant to the learners’ background (p. 

53). Paradoxically, the only schema that is brought to attention directly is that of the 

teachers: does the book define and expand the teacher’s schemata? (p. 50). In his 

introduction to the materials development book he edited, Tomlison (2003/2005) 

suggests focusing on the extent to which “the materials help learners achieve 

connections with their own lives” (p. 21). 
 

On the other hand, the activation of schemata might not be present in the 

coursebook but rather suggested in the teacher guide. Checklists for these 

complementary materials do raise the issue of activation, mainly of cultural schemata, 

but the focus is, once more, teacher’s schemata rather than students’. This seems totally 

relevant in the sense that NNS (non-native speaker) teachers must themselves have the 

background knowledge in the first place, to then be able to activate or build it for 

students. To exemplify this, Colman (1986) tells the experience he had observing a class 
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in Java. Students did not know what cornflakes were in a breakfast picture in their book 

and neither did the teacher. Without finding any reference in the teacher guide and no 

Internet, she created an explanation making it an alcoholic drink from the West (p. 25-

26). Likewise, Cunningsworth and Kusel’s (1991) teacher manual checklist explicitly 

refers to the guide’s adequate prediction of problems in understanding the “cultural 

setting or background” and also in helping teachers cope with them by informing and 

explaining (p. 134). Hemsley’s (1997) checklist, on the same lines, questions the 

presence of “enough cultural information to enable the teachers to interpret 

appropriately the situations represented in the teaching materials” (p. 78). All in all, 

schema activation and building is paradoxically both an explicit and a tacit requirement 

of instructional materials.  

 

3.6. CONCLUSION 

The present chapter has dealt with the relevance of schemata activation in 

foreign language teaching and learning and presented studies that have been conducted 

in this specific area. I have also explored the controversy over ELT instructional 

materials’ application of this and other key principles and reflected on the importance of 

so doing.  

As can be deduced from the content explored, the issue of schema activation in 

ELT practices and commercially published materials is of great importance as well as to 

some extent a controversial issue. The assessment of the actual extent to which it is 

attempted and performed in coursebooks is highly relevant, though as yet it is still a 

mostly unresearched topic.  
 

In the following chapter, I will describe and justify the methodological approach 

and clarify decisions taken during the research process as well as recount the research 

experience. 
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Chapter IV: Methodology 

 
 
 

CHAPTER IV: METHODOLOGY 

The present chapter expands the initial description of this study presented in the 

introduction, unfolding the aims, working hypotheses and research questions, the 

research design and the sample selection criteria and process of the present study. It also 

describes the instruments adopted to gather and analyse the data and the coding system 

designed based on the patterns that emerged during the analysis.  

 

4.1. RESEARCH DESIGN 

The main objective of the present study is to determine to what extent the 

activities in EFL coursebooks from major publishers used in the period 2000-2010 in 

the city of San Luis, Argentina, feature and activate students’ content, cultural and 

formal schemata; observing if there is any change in frequency of schemata activation 

along the period of time evaluated. It further aims at establishing the overall amount of 

activities that activate each type of schemata and describe the techniques used for the 

activation (e.g. accompanying images, previewing, titles) across the four skills in each 

instance of activation.  
 

Following a hypothetic-deductive approach some hypotheses were posed, such 

as that over the period 2000-2010 a variation of frequency of activation was expected 

across the four skills in activities in internationally published coursebooks used by the 

selected schools in their beginner EFL classrooms. It was further hypothesised that 

during the period selected, there would be a growing tendency to activate content, 

cultural and formal schemata. It was also hypothesised that the analysed textbooks 

might present variation in activation of any type of schemata depending on the skill 

featured and, finally, that there could be differences regarding activation in the student 

books as compared to the teacher guides. 
 

The following general research question was thus derived: 
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How did the activation of schemata develop across the four skills in the EFL 

textbooks used in the years 2000, 2005 and 2010 in three state secondary schools in the 

city of San Luis, Argentina? 
 

In order to gain supporting evidence for this general question, the following 

specific questions were addressed: 

1. How often are content, cultural and formal schemata activated across the 

2000-2010 time span?  

2. How does activation compare across the four skills?  

3. What techniques are used for the activation of content, cultural and formal 

schemata? 

4. How does the activation presented in the textbooks relate to the activation 

presented in the teacher books? 

4.2.  RESEARCH METHOD 

Because of the probing nature of the present study, the research design chosen 

follows an exploratory, descriptive approach based on document analysis, with the 

document considered as resource (Prior, 2011). A mixed model research design 

(Cameron, 2009) was adopted consisting of an interaction of both quantitative and 

qualitative methods. Firstly, descriptive content analysis was applied to analyse the 

textbooks in terms of the realisation of each type of schemata and their degree of 

activation in the sample. Qualitative data of this sort should be of great value in terms of 

potential for enhancing understanding and improvement of practices of coursebook 

production and use. A quantitative methodology was also applied in order to describe 

and interpret tendencies in relation to the activation techniques found to be used 

throughout the sample, this with a view to obtaining ideographic knowledge about the 

phenomenon in these particular texts. Some data tables were then translated into charts. 

Statistical analysis was applied throughout the process of analysis in order to identify 

patterns in the data.  

4.3. CONTEXT OF THE STUDY 

The city of San Luis is located in the centre of Argentina. In 2001 it had 153.322 

inhabitants (Indec, n.d.). There is a public and a private national university in the city, 
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but it lacked a teacher training institution -including an EFL teacher training program- 

for a long period of time, until the year 2000. This caused the EFL teaching vacancies 

available in secondary schools to be filled by advanced language students graduated 

from private language schools with little or no pedagogical training. Research on local 

teachers’ beliefs and practices carried out by the new teacher training College IFDC-San 

Luis (Puchmüller, Gioia, Páez & Suarez, 2011) suggests that teachers follow the books 

uncritically, do not activate students’ schemata (p. 15) and do not promote higher order 

thinking processes (p. 10). In this context, it is of great interest to evaluate the materials 

teachers have used to teach the target language, since these are likely to dictate contents 

and ways of teaching in the classrooms. 

4.4. DATA COLLECTION AND SAMPLING 

This study analyses coursebooks that had been and were being used in secondary 

schools in San Luis. For that purpose, a sampling mechanism was devised to select 

books used by a significant number of students and teachers. It was intended that the 

sample be representative of the materials the greatest possible number of students in the 

context were exposed to; for this reason, the process of data collection started with 

information gathering about the most populated schools in the city. A list of these 

secondary schools was obtained from a school inspector form the provincial Ministry of 

Education and the top three were selected. Information on the instructional materials 

that had been and were being used in the elementary level English courses in these 

schools was gathered by means of questioning the schools’ EFL teachers in informal 

conversation. These informal interviews and a process of review of the syllabuses for 

the target years were aimed at gathering data regarding the coursebooks used. Notes 

were taken on the information gathered through this means. The choice of level was 

made in response to evidence that seemed to demonstrate that the greater effects of 

schemata activation are gained among students with limited command of the target 

language (Tudor, 1988; Hudson, 1982).  
 

Since the aim was to observe whether there had been any development regarding 

schema activation over the previous ten years, I decided to sample one book used at the 

beginning of the decade (2000), one used in the middle (2005) and one at the end (2010) 

in each of the three schools selected. During this process, however, two of the three 

most populated schools had to be discarded as sources of data because, in two of the 
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targeted years, they did not use coursebooks at all or used them only sporadically in the 

form of photocopies given to students (which were unrecoverable). Moreover, one of 

them had been founded after 2001. Due to this, the next two schools in the list had to be 

sampled instead. A total of five schools were finally visited (see page 98 in Appendix A 

for the full list) towards the end of 2011. The final three schools sampled were: Escuela 

Maestras Lucio Lucero, Colegio Juan Crisostomo Lafinur and Colegio Juan Pascual 

Pringles. 
 

In order to compare the activation techniques present in student books and 

teacher guides and verify that any absence of activation in the student books was made 

up for by suggestions of activation present in the teacher guides, the corresponding 

teacher books were also part of the sample. Table 2 below shows the final sample of 

coursebooks (see Table 10 in Appendix A for publication details). The unit of data 

collection was each of these nine books sampled and their corresponding teacher guides.  
 

It is worth mentioning that some problems were found during the data gathering 

process regarding the teacher guides. Some of the teachers formerly in the posts were no 

longer working in the schools and even if the same teachers were holding the post, 

obtaining the teacher guides was extremely difficult since in most cases teachers did not 

have them nor were there copies available in the school libraries. Nevertheless, after a 

long and hard search process, all the teacher guides were eventually obtained. 

4.4.1. SAMPLE 

The final sample was comprised of sections from the following coursebooks 

(and their corresponding teacher guides): 
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It is worth stating that all the sampled units finally chosen were digitalised as jpg 

files and reassembled into PDF documents. The identification code designed for each 

coursebook included an initial capital letter to signal the school, followed by the last 

two figures of the year in which it was used; LL05, for example, was used for the book 

used in the year 2005 at Lucio Lucero School (see Table ¡Error! No se encuentra el 

origen de la referencia.11 in Appendix A for a full account of the coding). 

4.4.2. THE BOOKS 

The nine sampled books were published by five leading international publishing 

houses. Two of them are published by the relatively new -1992- Richmond ELT, part of 

the Santillana Publishing Group belonging to Prisa, the world’s leading Spanish and 

Portuguese-language business group in the fields of education, information and 

entertainment. A further two books are published by Pearson Education, a branch of 

Pearson, reportedly the largest book publisher in the world (Jones, 2010). One of these 

two is in alliance with Tinta Fresca belonging to the Clarin Group, leading in the Latin 

American communication market.  Another two are published by Oxford University 

Press, which claims to be the world's largest university press (Oxford University Press, 

2012) dating back to the middle ages. Macmillan Heinemann, which belongs to the 

Macmillan Book Publishing Group (Macmillan, 2008) publishes two more of the books. 

 

School 

Year 

2000 2005 2010 

Colegio Juan 

Crisostomo 

Lafinur 
 

Your turn 1 

Richmond(N00) 

 

In Focus 1 

Pearson (N05) 

Headway Beginners 

Oxford University Press 

(N10) 

Colegio Juan 

Pascual Pringles 

 

Generation 2000 

Heineman (M00) 

Explorer 1 

Macmillan Heinemann 

(M05) 

Adventurers Elementary 

Oxford: Oxford University 

Press (M10) 

Esc. Maestras 

Lucio Lucero 

Polimodal English 1 

Macmillan Heineman 

(LL00) 

Your choice next 1 

Richmond (LL05) 

Chat 1  

Pearson Education-Tinta 

Fresca (LL10) 

    

Table 2. Coursebooks -and their corresponding publishers- used in the specified three years in the three schools 
sampled. 
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Finally, one of the books is published by Heinemann, currently belonging to Houghton 

Mifflin Harcourt from the United States. 
 

LL00: Polimodal English I -Macmillan Heineman- is co-authored by local and 

foreign authors. The names and contexts mentioned are adapted to the local context (e.g. 

names and places such as Claudia, Diego, Chacabuco are used) and it is aimed at 

secondary schools.  

LL05: Your choice next I -Richmond- features topics and characters not related 

to the local context. It is targeted at an adolescent audience; this is evidenced in the 

cartoon style pictures and the topics (e.g. astronauts in space, pop singers, being in love).  

LL10: Chat I -Pearson Education with Tinta Fresca- is, unlike most of the other 

sampled coursebooks, a book by local authors. Topics and images are clearly aimed at 

secondary schools, with instructions in Spanish both in the student book and in the 

teacher guide. It is adapted to the local market: the names, places, etc. featured belong 

to the Argentinian context.  

N00: Your turn I -Richmond- is targeted at adolescent audiences. It features 

topics for this age group and seems to be aimed at an international audience since no 

references to our local context were observed. 

N05: In Focus I -Pearson- is aimed at an adolescent audience, the characters and 

stories featured respond to the interests of this age group. It introduces some local 

elements such as people’s names and football clubs.  

N10: Headway Beginners -Oxford University Press- seems to be targeted at a 

wider international market. It does not present any local reference and it features a 

varied selection of topics and characters, and the language content is presented in great 

depth. The age group targeted appears also to be wider since topics such as work are 

emphasised. 

M00: Generation 2000 -Heinemann- makes extended use of images. It seems to 

target a wide age span, since some topics and characters are relevant to young adults 

(e.g. borrowing your father’s car) while yet others are suitable for teenagers (e.g. 

treasure hunt) and it features drawings. 

M05: Explorer I -Macmillan Heinemann- is written by Latin American authors. 

The types of images (cartoons and drawings) and the general outline (font and colours) 

point towards a secondary school audience.  

http://www.hmhco.com/
http://www.hmhco.com/
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M10: Adventurers Starter -Oxford University Press- is aimed at an adolescent 

audience. The topics and characters are varied and there is no reference to the local 

context. 

4.5. INSTRUMENTS 

After this initial data collection process, an instrument for text analysis was 

designed to be able to break up the data collection units into their minimal element, in 

this case, activities. This was used to organise the data and allowed the researcher to 

find the categories under exploration which emerged from the data. The labels selected 

to be included in the instrument were: the type of schema featured, whether there was 

activation or not, in the context of which skill and what activation technique was used 

when there was activation. The tool consisted of a descriptive double entry table for 

each of the sampled set (both coursebook and teacher guide) in which information about 

each of the activities was recorded and categorised. The actual section from the books 

was also cut and pasted as an image in the chart, which allowed an easy access and 

return to each element by simply temporarily enlarging the image.  

One table was used for each of the nine sets of student book-teacher guide 

sampled. Each table consists of the number of rows equivalent to the number of 

activities in the section and columns for the following information: 1) the type of 

schemata featured -content, cultural or formal-, 2) the skill -listening, reading, writing or 

speaking-, 3) the area of language involved -grammar, pronunciation or vocabulary-, 4) 

whether there is activation or not, 5) the activation technique/s used in the student book 

-e.g. use of images-, and 6) the activation technique/s suggested in the teacher guide -e.g. 

suggestions for questioning- (see Table 13 in Appendix A). Finally, the instances were 

tallied in Word Excel spreadsheets for each set of materials in order to observe any 

emerging pattern. 

4.6. DATA ANALYSIS 

Initially, I intended to select the two central units of each book for analysis. 

However, the ample variation among the sampled books in terms of unit types and 

length, dictated the need for different choices in that respect. There was no harmony 

among the books regarding the labelling of the units into which they were divided, their 

extension or even the criteria of what constituted a unit. In some cases, one unit 
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consisted of up to 13 pages, whereas, in others, there were only two pages in each unit. 

Out of the nine sampled books, for example, two had two page-long sections labelled 

“units”/”lessons” all throughout. The remaining seven, meanwhile, had between seven 

and thirteen page-long “units”. The number of subsections in each unit of this group of 

books varied between as little as two or as many as eight. Polimodal English I, for 

example, included within unit 2, lessons 1, 2 and 3, followed by a Consolidation section, 

a Grammar review and an Extended Practice sections, and two Curriculum Connection 

sections. Given these circumstances, and in an attempt to ensure a rigorous approach to 

the selection, the criteria that follow were adopted to sample the units. A total number 

of at least 7 of the central pages of each coursebook were selected irrespectively of the 

number of units featured along those. On the basis of this, in the cases in which one unit 

included more than this minimum number of pages, and considering that the book’s 

rationale might be only fully developed along the whole unit, all of that particular unit 

was taken as a sample together with any other section not necessarily labelled within it, 

until the next unit starts. In these cases, the final sample for the books could include as 

many as 13 pages (e.g. Polimodal English I). The minimum of 7 pages reflected the 

length of the shorter units (not counting the very short two pages units) in the sample. 
 

In an attempt to observe and describe the instances of activation of content, 

formal and cultural schemata throughout the sampled sections, the technique for data 

collection and analysis consisted of codification of the data regarding type of schemata, 

activation and technique used. Each activity was analysed with the purpose of 

identifying the type of schemata featured (content, formal or cultural, and additionally, 

language related content was also identified) and whether it was activated, the skill 

targeted by the activity (speaking, writing, reading and listening) and the way in which 

the schemata were activated (prediction, image exploitation, mind mapping, etc.). 
 

For purposes of triangulation of information and to ensure that further processes 

of activation intended by the book authors were also included in the sample, the teacher 

guides of each book were also examined in detail and the information was recorded in 

the same table. It was assumed that some proposed component of the activities might 

not be present in the student books but only featured in the materials for the teachers in 

order to be carried out by the instructors orally or through other means.  
 

The unit of data analysis was the instances of realisation of each type of 

schemata throughout the text. On the other hand, for the analysis of the activation 
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techniques, the unit of data analysis was reduced to each instance of activation. The unit 

of observation was each activity in the analysed units in each of the coursebooks. In 

previous studies focusing on ELT textbook activities (as related to the application of the 

theory of Multiple Intelligences) both Botelho (2003) and Leonardi de Olivera (2009) 

opted to exclude grammar references and reviews from their analyses. In this study, on 

the contrary, these activities/sections were included in a preliminary analysis, 

considering that such a choice would be revealing in terms of the way grammar is 

tackled by the materials in those cases in which it was present in conjunction to any of 

the four skills. In her study, Leonardi de Olivera also considers shorter activities 

labelled separately from other main activities as one with the “mother” activity. The 

approach in the present study, in order to be able to identify links between activities (in 

case subsidiary activities were acting as warming up, pre- or post-activities) and any 

schema activating function, was to consider what appears to be sub activities as 

independent activities. In some instances, shorter activities were proposed only in the 

teacher guides but had no counterpart in the student books. These were also considered 

as independent activities and numbered in the overall counting for that set of materials. 

In this way, the activity delimitation criteria initially took the limits used by the 

coursebooks. However, when there were many sub activities under one label, each 

step/element was discretionarily assigned to the same activity, or considered as an 

activity in its own right depending on the purpose (whether the new step was intended 

only to check the previous activity or there was a completely new aim) and skills 

practice.  
 

The information was arranged in the already described descriptive double entry 

tables to allow for the subsequent tallying of frequencies of occurrence. For an 

accessible identification and classification of each element, all the featured activities in 

each book sampled were numbered overall, without making separate counts for each 

section within a sampled unit or for groups of related sub activities. If referred to 

individually, any given activity would be coded with the coursebook it belongs to, in the 

way already mentioned (capital letter plus year used) followed by the activity number. 

The letters S or T at the end refer to whether the activity appears in the student book or 

teacher guide respectively. 
 

The coding system for the different elements under analysis that gradually 

developed in the process of description and analysis of the data includes: 
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4.6.1. TYPES OF SCHEMATA 
 

C: content, Cu: cultural and F: formal; language related content was also 

individualised: CL. During the analysis, it soon became clear that individual activities 

sometimes involved more than one type of schemata. Due to this, it was decided that for 

an activity to be classified as activated, if there were more than two types of schemata at 

stake, at least one had to be activated.  
 

4.6.2. SKILLS 
For the purpose of the analysis, a broad concept of the four skills was used in 

which both contextualised and purposeful reading/speaking/writing/speaking activities 

of relatively extended texts as well as activities that included only word or sentence 

reading/saying aloud were included. The first letter of each skill was used for the coding 

system (R, W, S and L). Activities that were labelled by the coursebooks as both 

reading and writing at the same time, were only counted as reading, unless the 

suggestions in the teacher guides indicated that the listening was proposed to be done 

before students read the text. Otherwise, that is, if both were done at the same time, i.e. 

reading while listening, it was assumed that the main skill put into practice by students 

would be reading (e.g. activity N00-1-S). 
 

The data analysed was tallied and percentages worked out for each of the 

elements under observation. The normalisation process involved calculating the 

percentages over the overall number of activities in each book in order for the results to 

be representative in relation to their own overall incidence. Though the nature of this 

study is primarily qualitative, a frequency analysis was performed so as to be able to 

draw conclusions in relation to the tendency of occurrence of types of schemata and 

strategy for activation, and, in turn, to be able to triangulate that tendency with the data 

obtained qualitatively.  

The initial categories for analysis of activation technique were taken from the 

theory and are listed on page 38. Categories emerging from the data were, however, also 

added to the initial list.  The resulting list used is presented in Table 12 in Appendix A. 

4.7. CONCLUSION 

This chapter outlined the research design behind the present study. Aimed at 

exploring the use of schemata activation in ELT commercially published instructional 
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materials, it uses a mixed-method descriptive approach, focuses on document analysis 

and uses frequency analysis to describe activation as related to the different skills and 

types of schemata as well as defining the activation techniques used. The section also 

provided a detailed description of the instruments and processes of data gathering and 

analysis. In the next chapter the results obtained in the analysis will be presented.  
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Chapter V: Results and Discussion 
 

 

CHAPTER V: RESULTS AND DISCUSSION  

 

The current chapter is made up of two main parts. It initially presents some 

general findings obtained in an initial exploratory face. Although this data does not 

answer any of the research questions posted in this study, it is considered to be of great 

contextualising value. Secondly, with a deeper level of scrutiny, it presents the results of 

the data analysis as related to each of the research questions. It also includes the 

discussion of all these findings. 
 

5.1. GENERAL EXPLORATORY FINDINGS 
 

Some very interesting general data which was relevant to the topic of the present 

study but does not specifically answer any of the research questions was found.  This 

data is considered worth mentioning and thus observations regarding three issues in 

particular are presented: schemata found to be featured in the sample, the inclusion of 

the traditional four skills throughout the sample and, finally, a brief reference to 

building of schemata.   
 

1. Regarding the types of schemata featured in the books under analysis, it is 

observed that content schemata are the most often featured type of schemata with 85.8% 

occurrence, this including language related schemata with an average of around 44.8% 

of occurrence (see Table 3 below). A striking observation in relation to the featuring of 

schemata is that the occurrence of cultural schemata in the sample is very low, reaching 

only 2.8% of the instances. It is also worth pointing out that even though most of the 

activities featured only one type of schema per activity (72.4% of all the activities in the 

sample), a substantial 27.6% featured two or more types of schemata. One activity 

could feature, for example, both formal and cultural schemata, regardless of whether 

these schemata were activated or not (see Figure 24 in Appendix C).  
 

 

 

 

 
Table 3. Instances of occurrence of each type of schema in the entire sample (340 activities). C refers to 
content schemata, Cu to cultural schemata and F to formal schemata; within language related schemata 
(CL), the following notations are used: CL G-grammar; CL V-vocabulary; CL Pr-pronunciation. 
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Book/Schemata C  CL G CL V CL Pr Cu F Total  No of 

activities 

Total 188  90 91 25 13 52 459 340 

% 41.0  19.6 19.8 5.4 2.8 11.3 100 0 

 
2. If the activities in the sample are observed, the percentage of activities that 

practice one or more of the four skills is relatively high in all the books. As can be 

observed in Figure 4 below, there is a slight increasing tendency to include skill practice 

along the decade. The year 2005, however, shows a slight deviation from the tendency 

marking a peak point. 

 

 
Figure 4. Average of activities featuring the four skills (calculated 
over each the total number of activities in each book). 

 

 

Specifically, if the tendencies within each skill are observed in the time span 

(Figure 5), the frequency of featuring of listening skill related activities shows a 

growing tendency, whereas reading skills practice shows a negative tendency. If the 

year 2000 is considered in isolation, a disproportion shows between the amounts of 

listening and reading activities, whereas at the end of the period, there is a relative 

balance in skills featured. This variation would point to a general growing tendency 

towards multiskill instruction, in line with suggestions in the literature (Hinkel, 2006). 
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Figure 5. Yearly averaged percentages of activities featuring each of 
the four skills (calculated over the overall number of activities in each 
coursebook). 

 

3. The instances of building of schemata across the skills were very low (see Table 

4). Of the 459 instances of schemata identified in the sample, only 17 implied building 

of schemata in skills related contexts6. The building was found to be done by means of 

exemplification, explanation, description, the use of images and meaningful rubrics and 

encouragement for research. 

 

Table 4. Percentages of the overall instances of building (B) of 
each type of schema for the different skills (the same notation was 
used for schemata). 

 
 Type of schemata C B CL B Cu BF B Total

L 1 1

R 5 2 1 8

S 4 1 5

W 2 1 1 3

Total 11 3 2 2 16  
  

 

Following, the results of the data analysis will be presented as related to each of 

the research questions. 

                                                 
6 The building of schemata was originally an issue to be observed; the preliminary data, however, showed 
a minimal amount of building. In consequence, it was decided that the focus would be exclusively on 
activation processes. 
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5.2. RESEARCH QUESTION 1 

How often are content, cultural and formal schemata activated across the 

years 2000-2010? 
 

Content schemata 
 
 Activation of content schemata at the beginning and end of the ten-year period 
was relatively high (see figure 6) and stable; the tendencies in the mid period data, 
however, are much lower, presenting nearly half the activation of the other years.  

  

 
 
Figure 6. Trends in activation of content schemata 
in the period. 

 

Cultural schemata 
 

The data showed striking results in relation to cultural schemata. Contrary to 

expectations, the occurrence of cultural schemata was unexpectedly low: only 3.8% of 

the overall occurrences of schemata in the activities (not necessarily featured on their 

own, though) was of this type. Furthermore, in few of these instances of occurrence 

there was activation. Reading skill practice was the only skill in which there was 

activation (Figure 7) and this only in one year.  
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Figure 7. General trends in the activation of 
cultural schemata. 

 
These results seem particularly puzzling, especially if we consider Fuchs’ 

(2011) reports -in his summary of coursebook research in all disciplines – stating that 

multicultural issues are addressed today as opposed to they being ignored in the 1980s 

(p. 24). As mentioned earlier, differences in word meaning, patterns of thinking, world 

interpretation and writing -among others- between different cultures have been reported 

(Sharifian, 2009; Janca & Bullen, 2003; Bao-he, 2010; Santos & Suleiman, 1993; 

Fageeh, 2011). On the basis of this, expectations regarding a considerable presence of 

cultural elements in EFL books would not be unreasonable. Furthermore, cultural 

schemata were and are one of the preferred types of schemata studied by researchers. 

Practice, however, at least in relation to coursebook writing, seems to go in a different 

direction. It could be hypothesised that in response to the surge in research focusing on 

nativisation and cultural differences in the Middle East (Razi, 2004; Alpakein, 2006; 

Jalilifar & Assi, 2008; Erte & Razi, 2009; Sayeh, 2009; Rokhasi, 2012) publishing 

houses have chosen to avoid cultural content altogether in their products targeted at 

international markets. However, this hypothesis is not supported by the fact that many 

of the sampled books seemed to be targeted at Latin American audiences rather than at a 

wide international market. This can be deduced from the inclusion, in many of the 

books, of names and elements from the local culture and the fact that the books LL00, 

LL10, M05 for example, are co-authored by writers from the Latin American region 

whereas LL10 is co-edited with local publishing houses.  
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In the context of Argentina, this low featuring of cultural schemata in books that 

are likely to be still used in the classrooms is particularly meaningful since intercultural 

reflection has recently been introduced in the foreign language curriculum for secondary 

education (Resolución CFE N° 181/12). 

 Formal schemata 

Finally, regarding formal schemata, and as can be observed in Figure 8, globally, 

there is a slight decreasing tendency in activation during the period. Activation in the 

year 2005, however, is again mostly a point of incongruity with the rest of the years, 

showing a very low percentage of activation.  

  

Figure 8. General trends in the activation of 
formal schemata. 

   

General tendency 
 If we analyse the general progression in the selected years (see Figure 9 below), 

there is constant presence of activation at the beginning and end of the ten-year period, 

although the year 2005 breaks the pattern with slightly less than half the activation 

(41% compared to 84%) of the other years. Specifically, the activation of formal 

schemata shows a marginally decreasing trend, whereas cultural schemata, except for a 

peak in 2005, stays flat with no activation in the beginning and end years of the period. 

Unfortunately, since no previous studies have been carried out on the topic, a 

comparison of these results with other findings becomes unfeasible. 
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Figure 1. General trend of activation of content, 
cultural and formal schemata. 

5.3. RESEARCH QUESTION 2 

How does activation compare across the four skills?  
 

General trends 
As previewed above, the general tendency regarding activation of content, 

cultural and formal schemata across all the skills along the period analysed points 

towards constant presence (Figure 10). If we focus on each of the four skills, 

percentages of activation show a general rising tendency in all the skills if these are 

considered independently of the type of schema they feature. The year 2005, 

nevertheless, does score dissonant results if compared to the other two years, presenting 

slightly lower activation in reading and writing skill practice but higher activation in 

listening skill practice (100%); speaking follows a rising tendency.  
 

 
Figure10. Yearly averaged percentages of presence of activation in skills related 
activitites in the featured years. 
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Content schemata 
The activation of this type of schemata in all skills is relatively high (well 

above 70%) and there is a general rising tendency along the 2000-2010 period, with the 

exception of listening skill practice which has a decreasing tendency (see Figure 

11Figure 2). Given the fact that this last skill has traditionally been among the more 

researched within Schema Theory -although far less than reading-, its marked decrease 

in activation cannot be overlooked. This relatively high level of activation of content 

schemata is in line with the central role assigned to content schemata and their 

activation in Schema Theory.  

 
 

 
Figure 21. Comparison of percentages of activation (over the yearly 
overall instance of occurrence of each skill) of content schemata in 
the sampled years. 

 

Additionally, it must be pointed out that the year 2005 represents, yet again, a 

break in the tendency, in this case with just below 53% less activation than in the other 

two years averaged.  
 

Cultural schemata 
As stated in the previous section, this type of schemata had very low 

occurrence and an even lower degree of activation. Cultural schemata were not featured 

at all in listening skill practice in any of the years and, although featured in speaking 

and writing skill practice they were found not to be activated at all. Reading related 

activities, on the other hand, did show activation, conforming to the popularity of 

schemata activation in reading skill practice in the literature (Aldreson, 2000; Ajideh, 
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2003; Alexander & Fox, 2004; Al-Issa, 2006; Alptekin, 2006;7); this occurred, however, 

only in one of the three years: 2005 (see Figure 12Figure 13).  

 
Figure 132. Comparison of percentages of activation (over the 
yearly overall instance of occurrence of each skill) of cultural 
schemata in the sampled years8.  

 

Given the fact that there has been a marked revival of interest in cultural schemata 

during the last seven years, the results obtained, which show neither activation nor 

inclusion of this type of schemata in 2010 are not encouraging. Even when the recent 

research highlights the importance of cultural schemata for comprehension in language 

learning contexts (Razi, 2004; Alpakein, 2006; Jalilifar & Assi, 2008; Erte & Razi, 2009; 

Sayeh, 2009; Rokhasi, 2012), this has not had an impact on materials design. The 

question remains whether these important findings will eventually be introduced in 

coursebooks in the near future. 

 

Formal schemata 
 

 Finally, formal schemata show a rising tendency in activation during the period 

2000-2010 in listening and speaking skills, whereas there is no change in reading skill 

practice and a slight decrease in writing. As presented in Figure 13, the case of listening 

skills practice is worth noticing since the increase in activation is very marked reaching 

                                                 
7 Calfe & Greitz Miller, 2005; Anderson & Pearson, 1992; Anderson, 1993; Erten & Razi, 2009; Çekic, 2007; Carrell 
& Eisterhold, 1992; Carell & Eisterhold, 1983; Carrell, 1983; Grabe & Stoller, 2001; Guthrie & Wigfield, 2000; 
Hudson, 1982; Jalilifar & Assi, 2008; Johnson,  1982; Lee & Riley, 1990; Nassaji, 2002; Nolan, 2002; Pratt & Krane, 
1981; Razı, 2004; Reynolds, Taylor, Steffensen, Shirey & Anderson, 1982; Rokhasi, 2012; Ruddell & Urnau, 2004; 
Sharp, 2002; Sharp, 2008; Shen, 2004; Steffensen & Joag-Dev, 1984; Taglieber, Johnson & Yarbrough, 1988; Tudor, 
1988; Xie, 2005; Yopp & Dreher, 1994; Yu-hui, Li-rong & Yue, 2010; Zhang, 2008; Zhao & Zhu, 2012. 
8 Note: 0 stands for schemata that is featured but not activated, whereas Not featured implies that these 
schemas were not present. 
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a 67% of activation in the year 2010, whereas it shows no activation in 2000 and no 

featuring in 2005.  

 

 
Figure13. Comparison of percentages of activation (over the 
yearly overall instance of occurrence of each skill) of formal 
schemata in the sampled years. 

 

Like in many other aspects, the results for the year 2005 are not consistent with 

the beginning and end of the period. It shows considerably lower activation in reading -

notably less than half the activation (38%) observed in the other two years- and 

speaking (67% of the occurrence in the year 2010), no activation in writing practice and, 

as mentioned before, no featuring of the type of schema in listening practice. It must be 

highlighted that this inconsistency in activation, as well as in the other elements studied, 

was observed across all the analysed aspects for the year 2005. The possible reasons for 

this phenomenon remain unexplained and beyond the scope of this study.  

5.4. RESEARCH QUESTION 3  

What techniques are used for the activation of content, cultural and formal 

schemata? 

The activation techniques analysed were mainly based on categories in the 

literature on the field -systematised in the chart on page 38-; others, however, emerged 

from the data. A number of techniques suggested by theorists, on the other hand, were 

not found in the sample; this was the case of inclusion of rhetorical frameworks, 

construction of semantic map, previewing the text and peer questioning. Overall, the 

activation techniques most used for activation of schemata across skills were: links to a 

previous activity, use of images and the appearance of a triggering element in the 
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title or rubric. In Figure 14 below the distribution of techniques used –including details 

about skills- can be observed; Table 20 in Appendix C shows the specific amounts and 

percentages. 

Vocabulary pre-teaching -another technique much discussed by authors such as 

Carrell (1984), Johnson (1982) and Taglieber, Yarbrough and Johnson (1988) - was not 

considered as a category in the analysis since it is, strictly speaking, a case of building 

of schemata and hence falls outside the scope of the present work. For the detailed list 

of categories used for analysis, both from the literature and emerging, see Table 12 in 

Appendix A.  

 

 
Figure 144. Overall instances of activation techniques used to activate in the four skills 
in the coursebooks (with specific reference to each skill). 

 
Following is a detailed discussion of techniques. 

 

Links between activities 
Links to a previous activity as means of activating schemata was the most 

frequently used technique in all skills except in reading in which use of images scored 

slightly higher with a 52% over a 47% of use. Activation by means of links with 

previous activities was examined in terms of what the relationship with the previous 

activity was. It was found that the types of links established were of three kinds: 1) pre-

questioning and post-questioning (Beck & McKeown, 1981; Strangman, & Hall, 2004; 

Erten & Razı, 2009) and 2) gap-filling, True or False and main skill practice (which 

reflected the presence of a pre-activity and is presented in Table 5) were the first two.   
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Table 5. Example of main skill practiced with links to a pre-activity: the immediate previous activity 
introduced the topic by the use of Shakira's photo and questioned about her occupation in the title, 
whereas activity LL10-18-S consisted of the main reading skill practice. 
 

L10-17-S LL10-18-S 

  

 

 

 

 

The third type of link was similarity in/recycling of the topic, an example of 

which can be observed in Table 6 below. Type 3 was the most frequently found in all 

skills except in reading, in which post-questioning and post-activities were more 

frequent. Overall, nevertheless, links related to the topic were the most recurrent. 

 

Table4. Links between activities through recycling of topic in the context of a different skill practice and 
context. 

N00-7-S N00-8-S N00-9-S N00-10-S 

 

 

Other instances of activation by links with a previous activity, nevertheless, were 

rather poor due to the fact that the link was not reinforced in the rubric as was the case 

of the following example (LL-05-8-S, Figure 15): 
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In this activity, students had been dealing with the book characters expressing opinions 

about different pop stars and agreeing and disagreeing with each other’s opinions along 

the previous four activities; there is, however, no reference to that or a change of focus 

towards the students’ own opinions in this new activity, which would have helped 

learners instantly position themselves in the new task. The same poorly developed links 

between activities could be observed in language related schemata, as in the case of 

M10-8-S (Figure 16), which had been preceded by three activities dealing with these 

items of vocabulary in the context of a reading passage about a woman going on a 

Safari and its post-activities. Links with previous activities could have easily been 

emphasised, however, as can be observed, there is no reference at all to any other 

activity. 
 

 

 

 

 

 

 
 

The high frequency of use of previous activities to activate students’ previous 

knowledge would also denote that coursebooks have been designed taking sequencing 

into account, so that the links between the elements surely result in a sense of continuity 

across the material as opposed to an amalgam of unrelated activities. The use of this 

technique would prove highly beneficial for reducing the cognitive load for students 

since they can readily assign the already activated schemata to new activities. 

Figure 5. LL05-8-S: a poor use of 
links with previous activities. 

Figure 6. M10-8-S. 
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Images 
The use of images was the second most popular activation technique with 28% 

occurrences. Images scored high frequencies in activation of formal schemata, as a way 

of exemplifying/describing genres (letters, surveys, television guides) or in some cases 

the genre itself was characterised by images, as in the case of comic strips and picture 

biographies. Although no specific methodology was used in the present study for the 

analysis of images, a basic observation of these and a comparison with the activity they 

targeted showed that, in some occasions, the images did not necessarily activate the 

relevant schema. Such is the case of activity M10-29-S (Figure 17), in which the images 

used do not necessarily activate the schemata of camping and school trips, suggesting 

that careful attention should be paid both by textbook producers and users to detect and 

repair these mismatches. 

 

 

Triggering elements in the titles/rubrics  
 

The third most frequently used technique involved the inclusion of triggering 

elements in the titles/rubrics with a 20% of occurrence. It was particularly preferred in 

listening activities but it took a uniform third place in the other three skills. It was also 

Figure17. Misleading use of images: activity M10-29-S. 
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very often used in language related content, though in these cases in a rather poor way, 

since there was no reference to the meaning of the language or the function performed 

through it, which could have built schemata and activated already acquired language. 

On the contrary, almost in all cases, the two or three options that were to be used to fill 

in the gaps or simply the grammar element targeted appeared in the titles, e.g. activity 

LL05-13-S in Figure 18 below.  
 

 
Figure 187. Activity LL05-14-S. 

 

The techniques following in frequency were exemplification with 7% of 

occurrence (particularly high in writing activities), setting of the context of the activity 

to guide students to activate the relevant schemata, scoring 5% occurrence, and the use 

of personal questions, with 3%. It is noticeable that, although recommended by 

theorists (Carrell & Eisterhold, 1992; Erten & Razı, 2009 King, 1994 as cited in 

Strangman & Hall, 2004), brainstorming of the text had a very low incidence (0.3%), 

whereas pre-viewing of the text had no occurrence at all. 
 

Techniques and types of schemata 
 

Regarding the relationships between the types of schemata and the techniques 

used, the trends in content related activities coincide with the general trends regarding 

the favoured choices (see Figure 19). There seems to be, though, a slight decrease in 

frequency along the time period. This does not contradict the tendency towards a 

general increase in activation, since it must be remembered that there were usually more 

than one technique used at any one time. 
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Figure 8. Activation techniques used to activate Content Schemata in each of the three years 
(coursebooks). 
 

In the case of cultural schemata, it is observed that links with previous activity 

and images are again the most used activation techniques with 44% occurrence each. 

This is presented in Figure 20 below and in Table 43 in Appendix C. The case of this 

type of schemata is problematic since it must be remembered that its featuring in the 

year 2000 was non-existent and its minimal occurrence in the year 2010 presented no 

activation, hence, no evaluation of the tendencies in techniques used along the whole 

period can be ventured. 
 

 
Figure 20. Activation techniques used to activate Cultural Schemata in each year 
(courrsebooks). 
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Finally, formal schemata were activated mainly by means of images (39%), also 

through the use of a triggering word in the rubric/title (33.9%) and links with previous 

activities (17.9%) –see Figure 21 Figure 219 and Table 44 in Appendix C.  
 

 
Figure 219. Activation technique used to activate formal schemata in the different years 
(coursebooks). 

 
The genre related elements featured were: sports club membership pass, letter 

(x2), picture bibliography, comic strip (x2), description of a person, personal business 

card, advertisement, interview (x2), personal information form, personal profile, family 

tree, person's description (x2), TV guide, survey (x4), shopping exchange, picture story, 

telephone conversation (x2), e-mail, web-page (x 2), postcard, conversation and 

physical description. Apart from the occasional naming of the genres in rubrics and 

titles, there was no further reflexion, descriptions of their purpose, audience, etc., i.e. 

genre/form related text previewing (Carrell, 1984b) that could activate students’ formal 

schemata. 

5.5. RESEARCH QUESTION 4 

How does the activation presented in the textbooks relate to the activation 

presented in the teacher books? 
 

In order to triangulate data, activation was also observed in the teacher guides 

corresponding to each book. The results point to most activities being activated both in 

the student books (82%) and in the teacher guides (91%), as can be observed in Table 7 

below. However, almost half of the percentage of activities not activated at all in the 
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coursebooks was activated exclusively in the teacher guides, i.e. around 9 % of all the 

activities sampled were activated only in the teacher books. This result points to the 

importance of promoting the use of teacher guides, especially among novice teachers 

and those with less training. Although more experienced teachers would be expected to 

proceed to activation regardless of the omissions in the coursebook, less experienced 

teachers and those who lack the relevant schemata might not provide optimal activation. 

 
Table 7. Yearly averaged percentages of overall activation in the sampled 
books (calculated over each year’s occurrence). 

 

 

Year 2000 2005 2010 Total %

Activated  in the C 79.8 80.7 85.8 82

Not activated in the C 20.2 19.3 14.2 18

Activated only in the TG 11.8 5.4 8.5 9  
 

The frequencies of occurrence of suggestions for activation proposed in the 

teacher guides confirmed the major trends observed in the coursebooks, with 

suggestions for the exploitations of images in the student books and of links with 

previous activities scoring high (15.1% and 14.5%). Unlike results from the student 

books, recommendations to setting the context of the activity, nevertheless, scored 

equally high with a 15.1% (Figure 22 below). Other relatively frequent techniques in the 

teacher guides were brainstorming, elicitation of expected content, exploitation of the 

examples in the book and new exemplification by the teacher. As in the student books, 

there was no instance of strategy training in schema self-activation in the teacher guides 

either. This has been a topic that has attracted the attention of several researchers 

(Singer & Donlan, 1982; Yopp & Dreher, 1994; Ogle, 1986; Carrell, 1984b; Webster, 

2001; see page 26); the fact that it was not present in the sample, however, was not in 

line with these suggestions. As can be observed, the categories that emerged from the 

data analysis of the teacher guides were more and, in some cases, different from the 

ones considered for the student books (for the full list see Table 13 in Appendix A).  
 

Regarding the techniques suggested for activation as related to skills, the results 

corresponding to speaking practice are surprising. Considering the low number of 

research studies found in the literature, the expectation would have been for them not to 

be particularly activated; the number of techniques suggested (29.7%), however, is 

comparable to the ones for reading (30.8%). Writing and listening skill practice are the 
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ones with less activation suggested as compared to the others, but the amount is still 

fairly high (19.2% and 20.3% respectively). 
 

   
Figure 2210. Overall instances of suggested activation techniques for the four skills in the teacher 
guides (with specific reference to each skill). 

 

All in all, the general amount of suggestions for activation in the teacher guides 

has a 25% increasing tendency along the ten-year period, as can be observed in Table 8 

below. 

Table 8. Techniques suggested in the teacher guides for the ten-year period. 

Techniques 2000 2005 2010 

Image exploitation 9 4 12 
Reference to previous activity 8 9 9 
Personal question 2 8 7 
Authentic materials/realia/flashcards 2 2 2 
Elicitation of schemata 9 9 3 
Elicitation of expected words 0 4 0 
Brainstorming/Elicitation of expected 
content 4 9 5 
Setting of the context 8 4 14 
Exemplification 6 5 2 
Exploitation of title 2 1 0 
Exploitation of example 2 0 11 

Total 52 55 65 
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In the coursebooks, on the other hand, there is a 21% decreasing tendency which 

can be seen in Table 9.  

 
Table 9. Techniques used in the coursebooks along the ten-year period. 

Technique  2000 2005 2010 

Previous activity 45 35 39 
Image 30 32 26 
Personal question 4 4 3 
Exemplification 11 7 4 
Setting of the context 7 4 5 
Brainstorming/Elicitation of Sch. 1 0 0 

Total 98 82 77 
 

   

In addition to this, the activation in the teacher guides appears to be richer in 

terms of number of techniques suggested. As can be observed in the two tables above, 

while there are twelve different techniques suggested in the teacher guides, only six 

techniques are used in the textbooks, some of which present some deficiencies as 

mentioned in the previous sections. It could be interesting to investigate the reasons 

accounting for this observed disparity between tendencies regarding amount of 

activation techniques used and their quality in coursebooks and teacher guides. 
 

Furthermore, it was observed that the techniques used in the student books 

sometimes did not match the ones suggested in the teacher guides. On some occasions 

for example, there were personal questions included in the coursebook as a means to 

triggering a particular schema, but there were no suggestions to make the most of them 

in the teacher guide, whereas the rest of the suggestions in the latter were extremely 

detailed. This is to be expected since the two are in many cases not written by the same 

authors. There is, however, an urgency for resources to be both linked and mutually 

supportive to really enhance teaching practices and the potentialities of the materials.  

Regrettably, no other studies comparing activation of schemata in student and teacher 

books are available to contrast with these results. 

5.6. CONCLUSION 

This chapter has reported on the results of the data analysis as related to each of 

the specific research questions. It has also interpreted and discussed the findings and 

related these, whenever possible, to the scarce previous research available, deriving 
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consequences and practical considerations. In the next chapter, the conclusions and 

applications of the present study will be presented. 

 



 

 
 

Chapter VI: Conclusions and Applications 
 
 
 

CHAPTER VI: CONCLUSIONS AND APPLICATIONS 

The aspects of Schema Theory explored in the present study are highly relevant 

to ELT practices. It aimed at determining what schemata are presented in the 

coursebooks we use in our classroom, whether these schemata are activated and how 

that is done. Furthermore, it intended to detect any tendencies along a ten-year period of 

time. By means of a descriptive approach based on document analysis and a mixed 

method research design, the study analysed a sample of sections of coursebooks and 

teacher guides used locally in the city of San Luis, in the period 2000-2010 looking to 

answer the above questions.  

The following is a summary of the main results obtained: 

 The activation of all types of schemata across skills is relatively even, though it 

must be noted that, as expected, activation in reading is slightly higher than in the 

other skills. Contrary to expectations (considering that research on schemata 

activation has focused on reading and listening almost exclusively) activation in 

listening activities, on the other hand, showed the lowest frequency. 

 There is a very high frequency of linking between activities across the units. 

 Cultural schemata are extremely disregarded both in terms of featuring and 

activation, which is an issue for concern given the importance that has recently been 

given to this type of schemata in the academic world. 

 There is a greater variety of techniques suggested for activation in the teacher guides 

than in the student books, probably due to the same fact that both are, in general, not 

written by the same authors.  
 

The working hypothesis that there would be a variation in the activation of 

schemata along the ten-year period was partially refuted, since the activation of content 

schemata was relatively unchanged. However, formal schemata decreased in activation 

and the activation of cultural schemata was minimal. The hypothesis posing variation in 

activation depending on which skill practice the schema was embedded, was to some 

extent, also refuted, since although the activation in listening skill practice was slightly 
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lower than in the rest of the skills, the fluctuation was not substantial. The last 

hypothesis venturing that there would be differences between activation in the student 

books as compared to those suggested in the teacher guides was confirmed. The teacher 

guides suggested additional techniques besides those used in the coursebook, both in 

types and number, which could have made activation richer. 

6.2. CONTRIBUTIONS OF THE STUDY  

To some extent, the scantiness of research analysing schema-related issues in 

EFL internationally-produced coursebooks makes the present work unprecedented. As 

mentioned in the introduction, schema-related issues have been identified by researchers 

(Crawford, 2002/2005) as inadequacies of ELT commercial instructional materials. The 

present study coincides with this earlier research in relation to materials failing “to 

contextualise language activities” and foster adequate “cultural understanding” (p. 81). 

Additionally, the links of the present study to a specific context -ELT in the city 

of San Luis- with particular characteristics and needs imply that the results can be of 

significance for local improvement in ELT practices. As research suggests, local EFL 

teachers’ conceptions and practices point to lack of inclusion of higher level processes 

(Puchmüller, Gioia, Páez & Suarez, 2011, p. 11) and an uncritical attitude when using 

coursebooks (p. 15). In response to this, the results of the present study indicate a need 

for trainers to aim at developing awareness of activation techniques used in 

coursebooks, their weaknesses and the value of teacher guides in terms of suggestions 

for activation. 

At the same time, it is a comprehensive study, which sheds light on many 

aspects of EFL textbooks and their connections to the teacher guides that accompany 

them. Furthermore, it indirectly challenges coursebooks as sources of authority and 

prestigious elements in the classrooms (Ur, 1996/2009), a process that I judge highly 

valuable in itself.  

6.3. LIMITATIONS  

The present study centres solely on materials for general English at beginner 

level and in formal education, whereas the results of similar studies analysing materials 

aimed at other contexts or higher levels of language could produce different outcomes. 
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Furthermore, the types of materials under analysis are those published by international 

publishing houses, so studies of teachers’ or institutionally produced materials might 

reveal different tendencies. Finally, it must be mentioned that the coursebooks 

corresponding to the years 2000 and 2005 are not likely to be still in use at schools at 

present. 

6.4. RECOMMENDATIONS FOR FUTURE RESEARCH  

The present study tried to establish the way in which schemata were 

implemented in coursebooks. In addition to this, it would also be relevant to investigate 

how schemata are activated in the classrooms and what beliefs about schemata and their 

activation teachers hold.  

Another issue that was beyond the scope of the study and could be of interest for 

future lines of research refers to the inadequacies observed in the information regarding 

the year 2005, since most of the elements analysed showed dissonant data. Likewise, 

future research might focus on the mismatch reported between the general tendencies 

regarding amount of activation and quality and types of techniques used in the 

coursebooks as compared to the teacher guides throughout the ten year period under 

study. 
 

Furthermore, regarding the building of schemata, Bransford (1984) pointed out 

that in the earlier times of Schema Theory most studies had targeted schemata activation 

but few focused on the building of schemata. Judging by the scarcity of previous 

literature on the issue, this still seems to be the case. This fact, together with the very 

low number of instances of building of schemata found in the preliminary explorations 

of the  present study suggest that exploration on whether and how the above is done in 

coursebooks would also be of interest.  

6.5. IMPLICATIONS AND APPLICATION OF THE RESULTS 

The results of this study could have important implications for school and 

educational authorities, teachers, teacher trainers and EFL book writers and publishers. 

The findings suggest the need for teachers to have easy access to teacher guides 

in their institutions. It is imperative for authorities at schools to ensure the supply of 
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EFL teacher guides to their libraries; this should also be a priority for educational 

governmental authorities in charge of providing EFL books to schools. In the city of 

San Luis, for example, many schools have been sent sets of coursebooks in numbers to 

be used by whole classes by the national government, but the accompanying teacher 

guide and audio material were not included. This suggestion is based on two facts:  1) 

for half of the activities that were not activated in the coursebooks, suggestions for 

activation were provided in the teacher guides, and 2) the activation suggested in the 

later showed to be much richer and more elaborated than that provided in the student 

books. On the same lines, it is pertinent to mention again that most of the teacher guides 

needed for this study were not gathered from teachers in the school or from the school 

libraries, thus confirming that the access to these resources is limited.  

Teachers need to be aware of some of the relative effectiveness of the activation 

techniques sometimes used in coursebooks, especially the poor use of links with 

previous activities and images-schema mismatches. Furthermore, they should be trained 

to develop other activation techniques suggested by researchers which, however, tend 

not to be favoured by book authors (e.g. previewing the text, peer/student pre-

questioning, pre-writing/discussing schemata). They must also be aware that teacher 

guides, on the other hand, provide a rich and elaborate source of suggestions for 

activation of students’ schemata and that these resources should be exploited. 

Furthermore, teachers should teach students how to activate their own previous 

knowledge independently. Training students in the recognition of tasks’ schema-related 

needs and giving them tools to bring to mind the relevant familiar schemata could help 

them be more independent in their language learning, to say the least. Finally, teachers 

must be particularly aware of the low amount of cultural schemata presented in 

coursebooks in order to increase these quantities in line with the new governmental 

curriculum guidelines for secondary education (Resolución CFE N° 181/12).  
 

Teacher trainers, for their part, should ensure schema activation is a 

sufficiently emphasised topic and that trainees and teachers undergoing CPD are 

adequately exposed to the main research findings in relation to this concept. Teachers 

should also be instructed on effectively tested activation techniques that, though not 

used in commercially produced textbooks, have proven to be effective (such as 

previewing the text, peer/student pre-questioning, pre-writing/discussing of schemata). 

They should also be made aware of the value of teaching self-activation strategies so as 
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to raise awareness among teachers and trainees. As mentioned before, coursebooks 

many times act as teacher training manuals (Richards, n.d.; Harwood, 2005) so it could 

be of great use for trainers to make teachers conscious of the techniques authors use and 

their degree of effectiveness. Most importantly, trainers should make teachers aware of 

the relative lack of cultural content in books and guide them on what and how to include 

it. 

Finally, the results of the present study could be of great value for EFL book 

writers and publishers. Their products could be improved by providing more 

meaningful links between activities and greater schemata activation in the rubrics by 

means of contextualisation and previewing of the texts. The other issue that should be 

addressed by authors is the featuring and activation of cultural schemata. While the non-

featuring status in the year 2000 improved to featuring in subsequent years, the presence 

in the year 2010 was minimal and there was no activation at all. Although formal 

schemata were moderately featured, an increase in featuring of this type of schemata 

could greatly help students’ overall comprehension and learning of the language. 

Embedding the linguistic content in a variety of genres could provide a context for the 

language to be learnt rather than the grammar, vocabulary and pronunciation of the 

target language in isolation, as was the case in a good number of the activities analysed. 

Finally, including researchers’ suggestions for training in self and peer schemata 

activation techniques would also be of great advantage.  

6.6. FINAL COMMENTS 

Coursebooks for ELT nowadays, to some extent, dictate the curriculum 

(Littlejohn, 1998; McGrath, 2006) making their careful evaluation crucial to ensure the 

important assumptions in the process of learning and teaching a language are reflected 

in them. In this context, a proper application of Schema Theory can make a great 

difference in students’ comprehension, motivation and success during their process of 

language learning. Some of the findings from the present study can be a point of 

departure for reflexion and improvement of practices within EFL teaching and materials 

design. 
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Table10. Full detailed information of the sampled coursebooks and teacher guides. 
 

 
 
Table 115. Coding system for each book together with the characteristics of the unit/s and number of 
pages sampled. 
 

                
School 

Year 

2000 2005 2010 
Colegio Juan 
Crisostomo 
Lafinur (N) 

Downie, M. (1996). Your 
turn 1. Student’s book. 
Londres: Richmond 
 
 
Taylor, S. (1996).Your turn 
1. teacher’s Book. London: 
Richmond 
 

Abbs, B. et al (2008). In 
Focus 1. Student’s book. 
Bs As: Pearson 
 
 
Abbs, B. et al (2005). In 
Focus 1. Teacher’s book. 
Harlow: Pearson Education 

Soars J. & Soars L. (2007). 
Headway Beginners. 
Student’s book. Oxford: 
Oxford University Press 
 
Maris, A. et al (2002). New 
Headway Beginners. 
Teacher’s book. Oxford: 
Oxford University Press 
 

Colegio Juan 
Pascual Pringles 
(M) 

Granger C. & Beaumont D., 
(1993).Generation 2000. 
Student’s book. Madrid: 
Heineman 
 
Granger C. & Beaumont D. 
(1993).Generation 2000. 
Teacher’s book. Madrid: 
Heineman 

Garcia Cahuzac, S. & 
Tiberio, S. (1999). Explorer 
1. Student’s book. Bogotá: 
Macmillan Heinemann 
 
Cresta, E. et al (1999). 
Explorer 1. Teacher’s book. 
Bogotá: Macmillan 
Heinemann. 

Wetz, B. (2009). 
Adventurers Starter. Oxford: 
Oxford University Press 
 
Mark, G. et al (2005). 
Adventures Starter. 
Teacher’s book. Oxford: 
Oxford University Press 

 Esc. Maestras 
Lucio Lucero 
(LL) 

Battersbury, A. et al 
(1998). Polimodal English 
1. Santiago de Chile: 
Macmillan Heineman 
 
Villareal, O. (1999). 
Polimodal English 1. 
Buenos Aires: Macmillan 
Heineman 
 

Downie, M. et al (2001). 
Your choice next 1. Buenos 
Aires: Richmond.  
 
 
Otermin, S. (senior ed.) 
Your Choice Next 1 
richmond publishing 
London 2000 
 

Otavio de Barroso Suoza, L. 
(2008). Chat 1, student’s 
book. Buenos Aires: Pearson 
Education-Tinta Fresca 
 
  Casuscelli, L. & Gandini 
M. (2007). Chat 1. Libro 
para el maestro. Buenos 
Aires: Pearson Longman 

                
School 

Year 

2000 2005 2010 
Juan Crisostomo 
Lafinur (N) 
 

N00: Your turn 1 
8 pages sampled: 1 unit 
with 6 subsections 

N05: In Focus 1 
8 pages sampled: 1 unit 
with 4 subsections  

N10: Headway Beginners 
9 pages unit sampled: 1 unit 

with two loose subsection  
    
Juan Pascual 
Pringles (M) 

M00: Generation 2000 
7 pages sampled: 4 units  

M05:Explorer 1 
8 pages sampled: 1 unit 
with 4 subsections 

M10:Adventurers Starter 
7 pages sampled: 1 unit 

with 4 subsections  

Maestras Lucio 
Lucero (LL) 
 

LL00: Polimodal English 1 
13 pages sampled: 1unit 
with 8 subsections 

LL05:Your choice next 1 
 9 pages sampled: 1 unit 
with 8 subsections 
 

LL10: Chat 1  
9 pages sampled: 5 Lessons  
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SCHOOLS VISITED  Escuela “Paula Domínguez de Bazán”   Escuela Pública Experimental Desconcentrada Nº 3 “Dr. Carlos Juan Rodriguez”  Colegio Nº 1 “Juan Crisostomo Lafinur”  Centro Educativo Nº 8 “Maestras Lucio Lucero”  Escuela Normal “Juan Pascual Pringles” 
 
 
INSTRUMENTS 
 
 

 
 

Figure  23. Chart used for data analysis. 
 
CATEGORIES  
 
Table 126. Final list of categories emerging from the analysis of data from the coursebooks (items 
marked * are only based on concepts by these authors but might have concepts by this study’s author 
included; categories marked ** were entirely developed by this study’s author).     
 

                                                 
9 In most of the cases the authors cited have not developed the concepts but merely mentioned it or used it 
in research, generally without a specific definition. 

   Activation technique Author9 Description 

Use of pictures Taglieber, Johnson & 
Yarbrough,  1988* 

Inclusion of images accompanying text/activities 
for illustrative purposes or as part of the 
task/activity. 

Use of triggering elements in 
titles, rubrics & others 
adjacent to the text  

Hartley & Davies, 1976 in 
Lee & Riley, 1990* 

Use of titles, rubrics and other adjacent elements to 
the text/activity that are relevant to the schema, 
including instructions. 

Brainstorming/elicitation of 
schemata 
 

Ogle, 1986 Presence of questions to students based on a 
specific keyword that would trigger the relevant 
information (whole class).  

Contextualising/setting the 
context 

Bransford & Johnson, 
1972* 

Setting of the context by means of description of 
participants, places, purposes, etc. 

Links with previous 
activity** 

 Presence of links with previous activities 
(immediate or not) that would make students 
continue focusing on the target schema by sending 
the students back to the previous activity or 
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mentioning of any of its constituents. 

Personal questioning**  Presence of a direct question to students on a 
personal detail relevant to the targeted schema. 

Exemplifying**  Presence of an example to depict the targeted 
schema. 

Peer questioning King, 1994 * Encouraging students to ask and answer each other 
guided, self-generated questions.  

Previewing the text Carrell & Eisterhold, 
1992;  Shen, 2004 

It would include not only presenting an outline of the 
text to read but might also involve teaching key 
concepts that might be socially or culturally alien for 
the readers or structures and specialised vocabulary 
(Carrell & Eisterhold, 1992). 
Previews are introductory materials presented to 
students before reading to provide specific 
information about the contents of the reading 
materials (Shen, 2004) 

Construction of Semantic 
map 

Carrell, 1984b;  Pearon & 
Spiro, 1984; Strangman, 
& Hall, 2004* 

Drawing a semantic map on the basis of students’ 
previous knowledge or, if after reading, on the 
content of the text. 

Inclusion of rhetorical 
frameworks 

Lee & Riley, 1990 
 

Inclusion of clues on formal and content schemata 
in the rubric, eg. “This passage presents a collection 
of descriptions of some activities the French do 
during their leisure time. These activities 
demonstrate an interest in both personal enrichment 
and communication with others” (Lee & Riley, 
1990) 

Suggested activation 
technique Suggestions for the teacher: 

Reference to previous activity to refer to previous activities and/or what has been done in them (e.g. “ Ask 
students what Kevin’s father wants -in the cartoon story on page 32-. Students 
re-read the story if necessary”, N00-3-T). 

Image exploitation to mention, discuss, describe the images included in the students book (e.g. 
“Focus on the picture of the Treasure house”, M00-21-T). 

Personal question to ask students personal questions related to the relevant schema (e.g. “Do you 
watch/like soup operas? Which ones do you watch? N05-15-T). 

Exploitation of example to refer, discuss the example present in the book (e.g. “In this exercise students 
write about themselves. Focus attention on the examples in the speech bubbles”, 
N10-18-T). 

Exemplification to provide examples/further examples related to the relevant schema (e.g. in 
M00-23-T teachers are expected to provide examples of directing students to 
different places in the school.). 

Setting of the 
context/contextualising 

to reconstruct/tell students the situation in which the text is produced/to be 
produced, characters involved, purpose, etc. (“Tell students they are going to 
hear a conversation between Jack and Priya talking about music” LL05-3-T) 

Exploitation of title to read the title and use it as a means of focusing student’s attention on the target 
schema (e.g. “Discuss the title of this unit. What could it mean? What topics 
does it suggest? LL05-1-T). 

Elicitation of expected 
content/prediction 

to ask students what they expect the content of the text will be. (e.g. “Ask them 
[students] what they think happens in the story”, M05-3-T) 

Authentic 
materials/realia/flashcards 

to use/show students real objects/flashcards/posters that are related to the target 
schema (e.g. N10-11-T suggests asking students to bring photographs from their 
families). 

Brainstorming/Elicitation of 
schemata 

to ask students to figure out what the content of the text will be (e.g. “Ask 
students what they associate the word ‘suspense’ with.”, M05-2-T) 

Elicitation of expected words to ask students to provide words related to the relevant schema (e.g. “give 
students five minutes to write any words or names they can think of related to 
the world of music”, LL05-9-T) 

Table 137. List of emerging categories for activation technique in the teacher guides. 
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N00-4 Your turn 1 Unit 4 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Students’ coursebook Page No, presence of 

activation & mode of 

activation  

Teachers’ guide Page No, presence of 
activation & mode of 
activation 

Sk
ill

 

A
re

a 

CL 1  

 

P. 32  
A: Image 
A: Triggering 
element in the 
rubric/title 

 

P. 37  
A: Image exploitation 
A: Elicitation of expected 
words 

 V 

C 
F 

2 

 
 
 
 
 

P. 32  
A: Image (both) 

 

P. 37  
R  
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C  
CL 

3  

 
 

P. 33 

 
A: Previous activity 
(CL-G & C) 
B: Exemplification 
(CL-Pr) 

 

 

 

P. 38  
A: Previous activity(CL-
G, C) 
B: Exemplification (CL-
Pr) 

L G  
Pr 

C 
CL 
 

4 
 
S          V 

 

P. 33  
A: Previous 
activity(CL-V & C) 
 

 

P. 38  
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CL 5 

 

P. 33 

 
(The image does 
not activate the 
schema) 

 

P. 38  
B: Exemplification  G 

CL 6 

 

P. 33  
 
A: Previous activity 
(both) 
A: Image (G) 

 

P. 38  
A: Previous activity (both) W G 
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Cu  
CL 
C 

7 
 
R        V 

 

P. 33  
A: Image (C) 
A: Triggering 
element in the 
rubric/title (C & 
CL) 
 
 

 
 

P. 38  
A: Brainstorming (both) 

C 
 

8 

 

P. 33  
 
A: Previous activity  

 

P. 38   
B: Explanation of Sch  
A: X 

R 
(p-a) 
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C 9 

 

P. 33  
A: Previous activity 
  

P. 38  
A: Previous activity 
 

S  

C 10 

 

P. 33  
A: Previous activity 
A: Triggering 
element in the 
rubric/title  

P. 38  
W  

CL 11 

 

P. 34  
A: Setting of the 
context 
A: Image 
A: Previous activity 

 

P. 39  
A: Previous activity 
 

              V 
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CL 12 
 
L           V 

 
 

P. 34  
A: Setting of the 
context (L) 
A: Previous 
activity(V, L) 

 

P. 39  

C 13 

 

P. 34  
A: Previous activity 

 

P. 39  
A: Setting of the context 
A: Elicitation of schemas 

 
R 

CL 14 

 

P. 34    

 

 

 
 

P. 39    
            G 
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CL 15 

 

P. 34  
B: Encourage 
research 
A: Previous activity 

 

P. 39 

 
A: Previous activity 
B: Comparison w/ SS 
culture/reality/lang. 
 

               G 

CL 16 

 

P. 34  

 

P. 39  
A: Elicitation of expected 
content (both) 
 

W         G 

CL 17 

 
 

P. 35  
 

 

P. 40  
A: Elicitation of expected 
content 

               G 

CL 
C 

18 

 

P. 35 (V) 

 
A: Previous activity 
 

 

P. 40 (V) 

 
A: Exemplification(C-S) 

S          V 

CL 19 
                Pr 

 

P. 35  
A: Image 
B: Description 

 P. 40  
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CL 20 
 
             Pr 

 

P. 35  
B: Image (Phonetic 
symbols and 
drawings) 

 

P. 40  
A: Elicitation of schemas 
B: Explanation of Sch 

CL 21  

 

P. 35  
A: Previous activity 

 

 
 

P. 40  
    L     Pr 

CL 22 
 

P. 35  

 

P. 40  
               Pr 
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CL 23 
 

       V 

 

P. 35  
A: Image  
 

 

P. 40  
A: Exemplification 
A: Image exploitation 
A: Elicitation of expected 
words 
 

CL 24 
L         V 

 

P. 35  
A: Previous 
activity(V) 
 A: Image (L) 

 

P. 40  
 

CL 25 

 
 

P. 35 

 
A: Previous activity 
(both)  

 

 

P. 40  
             G 

            V 
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CL 26 

 

P. 36  
A:Image  

 

P. 41  
A: Setting of the context 
A: Elicitation of schemas 

 G 

CL 
C 

27 

 

 

P. 36  
A:Image (all) 

 

P. 41  
A: Elicitation of schemas 
(all) 
A: Exploitation of image 
(C) 

S G 
V 
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CL 
C 

28 
W        G 
             Pr 

 

 

P. 36  
A: Previous 
activity(W-C, G) 
A:Image(W, G) 
A: Exemplification 
(W,G) 
X(Pr) 

 

 

P. 41  
A: Elicitation of schemas 
(Pr) 
B: Comparison w/ SS 
culture/reality/lang.(Pr) 
X (G, C) 

CL 
C 

29 
 
   R       G 
              V 

 

P. 36  
A: Previous activity 
(C-R & G, V) 
A:Image (C-R, G,V) 

 

P. 41  
A: Image (C-R & G, V) 
 

C 
CL 

30 
 

P. 36  
A: Previous activity 
(C, CL-G-V) 
A:Image(C-W, G)  

P. 41  

W G 
V 

C 
CL 

31 
 
S         V 

 

P. 37  
A:Image (all) 
A: Personal 
question all) 

 

P. 42  
A: Elicitation of schemas 
(V) 
B: Exemplification (V) 
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CL 
C 
F 
Cu  

32  

 

P. 37  

A: Image (F,C-R) 
A: Previous activity 
(V) 

 

 

P. 42    

R V 

C 33 

 

P. 37  
A: Exemplification 
(L) 

 

P. 42  

A: Setting of the context L  

C 34 
 
R 

 
 
 
 
 

P. 37  

A: Previous activity 

 

P. 42  

A: Reference to previous 
activity 
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C 35 

 

P. 37  

A: Previous activity 

 

P. 42  

A: Previous activity S 
 

 

C 36 

 

P. 37  

A: Previous activity 

 

P. 42  

A: Previous activity 
A: Setting of the context 

W  

CL 37 

 

p. 38  

A: Image (V) 
A: Triggering 
element in the 
rubric/title (V) 

( Pr) 

 

P. 43  

A: Elicitation of schemas 
(Pr) 

 (V) 

 V 
Pr 

CL 38 

 

P. 38  

A: Image 
A: Previous activity 

 

P. 43  

A: Previous activity 
B: Exemplification 

 V 
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CL 39 
 
             V 
             Pr 

 

P. 38  

A: Image (V) 
X(Pr) 
 

 

P. 43  

B: Encourage SS to 
research (Pr) 
X(V) 

CL 40 
 
            V 
            G 

 

P. 38   
A: Previous activity 
(V) 
X(G) 

 

P. 43  

B: Encourage SS to 
research (G) 
X(V) 

C 41 
 
S 

 

P. 38  

A: Triggering 
element in the 
rubric/title 

 

P. 43  
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CL 
C 

42 
R         G 

 

P. 39  

A: Triggering 
element in the 
rubric/title (both) 

 

P. 44  

C 43 
 
W 

 

P. 39  

A: Previous activity 

 

P. 44  

A: Realia 

C 44 
 
S 

 

P. 39  
A: Image 

 

P. 44  
A: Exemplification 
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CL 45 
 
          V 

 

P. 39    

 

P. 44    

CL 46 
 
  L     Pr 

 
P. 39  
A: Previous 
activity(L) 
A: Triggering 
element in the 
rubric/title (Pr) 
  

P. 44    

CL 47 
 
             V 

 
P. 39  
A: Previous activity 
  

P. 44    

CL 48 
 
           V 
 

 

P. 39  
A: Image 

 

P. 44  
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CL 49 
 
          V 
           

 

P. 39  
A: Previous activity 
 

 

P. 44    

CL 50 
 
            V 

 

P. 39  
A: Previous activity 
A: Personal 
question    

 

P. 44  
A: Exemplification 

F 51 
 
 
S 

 

P. 39  
A: Triggering 
element in the 
rubric/title 
A: Previous activity 
 

 

P. 44  
A: Exemplification 
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N05- In focus 1, Unit 4 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Students’ coursebook Page No, presence of 

activation & mode of 
activation 

Teachers’ guide Page No, presence of 
activation & mode of 
activation 

Sk
ill

 

A
re

a 

C 
Cu 

1 

 

P. 26  
A: Image (C-R) 
X (Cu-R) 

 

 

P. 46  

A: Image exploitation (C) 
A: Personal question (C) 
 
B: Description of Sch (Cu) 

R  
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C 
F 

2 

 

P. 27  

A: Image (F, C) 
A: Previous activity 
(C) 
A: Triggering element 
in the rubric/title (F, C) 

 

P. 47  
B: Exemplification (F) 
X (C) 

 
L 

 

CL 
Cu 

3 

 

P. 27  
B: Exemplification (V) 
X (Cu) 

 

P. 47  
B: Description of Sch (Cu) 
A: Elicitation of Sch (CL) 

S V 
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CL 4 

 

P. 27  

A: Triggering element 
in the rubric/title 
 

 

P. 27  

A: Elicitation of schemas  V 

CL 5 

 

P. 27  

A: Triggering element 
in the rubric/title 
   

 

P. 47  
B: Description of Sch 
 

 Pr 

F 6 

 

P. 27  

A: Triggering element 
in the rubric/title 
A: Exemplification 

 

 

P. 47  

B: Exemplification 
B: Description of Sch 

S  
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CL 7 

 

P. 27  

A: Previous activity(V) 
A: Triggering element 
in the rubric/title (L) 
A: Exemplification(V) 

 

P. 47  

L V 

CL 
C 

8 

 
 

P. 28  

A: Triggering element 
in the rubric/title 
(C,CL-L/Pr) 

 

P. 48  

A: Elicitation of schemas 
(Pr) 
B: Exemplification (C) 
 

L Pr 
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CL 9 

 

P. 28  

A: Previous activity 
(Pr) 
A: Exemplification 
(S) 

 P. 48  
S Pr 

CL 10  P. 28  

A: Previous activity 

 

 

P. 48  
A: Exemplification (Pr, 
S) 

S Pr 
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C 
Cu 

11 
 
S 

 
Notes 
Surname: You can also say last name or family name. 
Postcode: In the USA the postcode is called zip code. 

P. 28  

A: Previous activity 
(C) 
A: Exemplification(C) 
B: Explanation (Cu) 

 

P. 48  

 A: Exemplification (C) 
B: Description of Sch (Cu) 

Cu 
F 

12 
 
W 

 

P. 29  
B: Image (Cu, F) 

 
 

P. 48  
B: Exemplification (F) 
B: Comparison w/ SS 
culture/reality/lang. (Cu) 
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CL 13 

 
 

P. 29  

A: Triggering element 
in the rubric/title (V, L) 
 

 

P. 49  

L V 

C 14  P. 29  

 

P.49  

A: Elicitation of schemas W  
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C 
F 

15 
 
S 

 
 

 

P. 29  

A: Triggering element 
in the rubric/title (F, C) 
A: Exemplification (C-
S) 
A: Image (F) 

 
 

P. 49  

A: Personal question  (C) 
B: Description of Sch. (C) 
A: Authentic 
materials/realia (F) 



APPENDIX B N05 

 

126 
 

C 
Cu 
F 

16  

 

P. 30  

A: Image (Cu, F, C) 

 

P. 50  
A: Reference to previous 
activity (Cu) 
A: Personal question (Cu, 
C) 

R  



APPENDIX B N05 

 

127 
 

C 17 

 

P. 30  

A: Previous activity 
A: Image 
 

 

P. 50  
A: Setting of the context 
A: Elicitation of expected 
content 

L  

CL 18 

 

P. 30  

B: Exemplification 

 

P. 50  

A: Elicitation of schemas 
A: Setting of the context 
B: Exemplification 

 V 
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CL 19 

 

P. 31  

B: Exemplification 

- (Keys) P. 51  

 G 

CL 20 

 

P. 31  - (Keys) p. 51  

 G 
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CL 21 
 
W     G 

 

P. 31  
 A: Exemplification 

- (Keys) P. 51  

CL 22 

 

P. 31  

A: Previous activity 
A: Exemplification 

- (Keys) P. 51  

 V 

CL 23 

 

P. 31  

A: Previous activity 
A: Exemplification 

- (Keys) P. 51  

 V 
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C 24 

 

P. 31  - (Keys) P. 51  

S  
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C 25 
 
R 

 

 
 

P. 32  

A: Image 
A: Triggering element 
in the rubric/title 

 

 

 

P. 60  

A: Image exploitation 
A: Elicitation of expected 
content 
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C 
F 

26 

 

P. 33  

A: Triggering element 
in the rubric/title (F) 
A: Image (F, C) 

 

P. 60  

A: Image exploitation (C) 
A: Elicitation of expected 
content (C) 
X (F) 

L  

C 
F 

27 

 

P. 33  

A: Previous activity 
(C) 
A: Triggering element 
in the rubric/title (F) 
 

 

P. 61  

A: Previous activity (C) 
B: Image (F) W  

C 28 

 

P. 33  
A: Setting of the 
context 
A: Exemplification 

 

P. 61  

A: Exemplification S  
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N10-4 Headway beginners (8 pp.) 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Students’ coursebook Page No, presence of 

activation & mode of 
activation 

Teachers’ guide Page No, presence 
of activation & 
mode of activation 

Sk
ill

 

A
re

a 

CL 1  

 

P. 24  
 

 

P. 27  
A: Elicitation of 
expected words  

 G 

C 2 

 

P.24  
B: Exemplification 
 

 

P. 27  
A: Exploitation of 
example 
B: Exemplification 

S  

C 3 

 

P. 24  
A: Image 
A: Triggering in the 
rubric/title 

 

P. 27  
A: Image exploitation 
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R 
 

- 

 
CL 4 

 

P. 25  
B: Exemplification 

 

 

P. 27  
B: Description of Sch  G 

C 5 

 

P. 25  
A: Previous activity  
A: Exemplification 
 

 

P. 27  

W 
(p-a) 
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CL 6 

 V 

 

P. 25  
A: Image  

P. 27  
 

CL
C 
F 
(Family 
 tree) 

7  

 

P. 25  
A: Image (F-L) 
A: Previous activity (C-L) 
A: Exemplification (CL-
V) 

 

 

 

 

P. 27-28 (CL) 

 
A: Image exploitation 
(F-L & C-L) 
A: Reference to 
previous activity (C-L)  

L 
(p-a) 

V 
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C 
CL 

8 
 

 

 

P. 25  
A: Previous activity (C-S) 
B: Exemplification (CL-
G) 
X:A (CL) 

 

 

 

P. 28  
A: Exemplification 
(CL-G) 

 (C-S) S G 
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C 9 

 

P. 26  
A: Image ( C) 

 

 

P. 28  
A: Image exploitation 
(C) 

L  

C 10 

 

P. 26  
A: Previous activity  
A: Image 
A: Exemplification 

 

 

P. 28  
 W 

(p-a) 
 

C 11 

 

P. 26  
A: Previous activity  
A: Exemplification 

 

 

P. 28-29  
A: Authentic 
materials/realia 
A: Exemplification 

S  
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C 12 -  

 

P. 28-29  
A: Authentic 
materials/realia 
A: Reference to 
previous activity 
 

S  

CL 13 

 

P. 26  
A: Exemplification (G) 

 

P. 29  
A: Exploitation of 
example (G) 

 G 
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C 14 

 

P. 27  
A: Image 
A: Triggering in the 
rubric/title 

 

P. 29  
A: Image exploitation 

R  

C 15 

 

P. 27  
A: Previous activity 

 

P. 29  
A: Elicitation of 
expected content 

R 
(p-a) 

 

CL 16 

 

P. 27  
A: Exemplification 

 

P. 29  
A: Exploitation of 
example 

 G 
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C 
F 

17 

 

P. 27  
 

 

 

 

P. 29  

 
A: Exemplification (F) 

L 
 

 

C 18 
 

P. 27  
A: Exemplification 
A: Personal question 

 

P. 29  
A: Exploitation of 
example 

W  

CL 19 

 

P. 27  
A: Exemplification 
 

 

P. 30  
A: Exploitation of 
example 

 G 
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C 20 

 

P. 27  
A: Exemplification 

 

P. 30  
A: Exploitation of 
example 

S  

C 21 

 

P. 27  
A: Exemplification 

 

P. 30  
A: Exploitation of 
example L  

CL 
F 

22 

 

P. 27  

 

P. 30  

 
A: Exemplification (F)  G 
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C 
F 

 
 
23 

 

 

P. 28  
A: Image (C) 
A: Exemplification (F) 

 

 

P. 30  

 
A: Exemplification 
(F) 

R  
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C 24 

 

P. 29  
A: Image 
A: Previous activity 

 

P. 31  
A: Exploitation of 
example R 

(p-a) 
 

C 25 

 

P. 29  
A: Exemplification 
A: Previous activity 

P. 31  
A: Elititation of sch 
A: Exploitation of 
example 

S  

C 
F 

26  

 
 

P. 29  
A: Personal question (C) 

 

 

P. 31  
 

A: Elititation of sch (F) 
B: Exemplification 
(F) 

W  

CL 
C 

27 

 

P. 30  
A: Triggering in the 
rubric/title (C-Pr) 

 

P. 31  

L Pr 
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CL 28 

 

P. 30  
A: Image 
A: Previous activity  

 

P. 31  
B: Explanation of Sch  
B: Exemplification  Pr 

CL 
C 

29 

 

P. 30  (CL ) 
 

A: Exemplification (C-L) 
A: Triggering in the 
rubric/title (C-L) 
 

 

P. 31  
A: Setting of the 
context (C-L) 
A: Exemplification 
(CL) 

L Pr 

CL 30 

 

P. 30  
A: Triggering in the 
rubric/title (Pr) 
A: Exemplification (S)  

P. 31  
A: Exploitation of 
example (S) 

S Pr 

CL 31 

 

P. 30  
A: Previous activity (Pr) 
A: Exemplification (S) 

 

P. 31  
A: Exploitation of 
example (S ) S Pr 
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CL  
 

32 

 

P. 30  
A: Triggering in the 
rubric/title (CL) 
A: Exemplification (CL) 

 

P. 32  
A: Exploitation of 
example (CL) 

 V 

C  
F 
(Phone  
conver. 
& 
personal 
card) 

33 

 

P. 31  
A: Triggering in the 
rubric/title (F) 
A: Image (F) 
B: Image (F) 

P. 32  
A: Image exploitation 
(F) R 
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F 
(Personal 
card) 

34 

 

P. 31  
A: Image  
A: Previous activity  

 

P. 32  
 

W  

F 
(Phone  
conver. 

 
 

35  
 

P. 31  
A: Image  
A: Previous activity  

 

 

P. 32  
 S 
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M00- Generation 2000 Units 28,29,30&31 

Sc
he

m
a 

 a
ct

iv
at

ed Activity Students’ coursebook  Page No, presence 
of activation & 
mode of activation 

Teachers’ guide Page No, presence of activation 
& mode of activation Skill Area 

CL 1  
 

 

 
 

No page No.  
A: Elicitation of schemas 
A: Exemplification 

 G 
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CL 2 
 
           Pr 

  

 

 
A: Elicitation of schemas 
B: Description of Sch 
A: Reference to previous 
activity 
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CL 3 
 
          G 

  

 

 

 
A: Reference to previous 
activity 
B: Explanation of Sch 
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151 
 

CL 4 
 
           G 

  

 

 

C 
 

5 
 
S 
(pr-a) 

 

P. 54-55  

A: Triggering 
element in the 
rubric/title 
A: Image 

 

 
A: Image exploitation 
A: Setting of the context 
A: Exploitation of title 
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152 
 

 



APPENDIX B M00 
 

153 
 

C 6 
 
R 

 

P. 56  

A: Previous 
activity 
A: Image 
A: 
Exemplification 
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154 
 

C 
 

7 

 

P. 56  
A: 
Exemplification 
A: Previous 
activity 
  
A: Personal 
question       
 

 

 A: Exploitation of 
example W 

(p-a) 
 

C 
F 

8 

 

P. 57  

A: Image (F,C) 
A: Triggering 
element in the 
rubric/title (F,C) 

 

 
A: Image exploitation (C) 
A: Exploitation of title (C) 
 
X (F) 

R  
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F 9 
 
W 

 

P. 57  

A: Previous 
activity 
A: Image 

 

 

F 10 

 

P. 57  

A: Previous 
activity  
 

 

 
R  
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F 
CL 
C 

11 
 
R         G 

 

P. 58  

A: Image (F) 

 
A: Triggering 
element in the 
rubric/title (CL) 
X (C-R) 

 

 

  
(It could have potentially been 
previous activity, but it is not 
because it is information for 
the teacher only) 

CL 12 
 
           G 

 

P. 58  

A: Triggering 
element in the 
rubric/title 

 

 

CL 13 

 

P. 58  

A: Triggering 
element in the 
rubric/title 

 

 
 G 
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CL 
C 

14 
 
  W     G 

 

P. 58  

A: Personal 
question  (C) 
A: Triggering 
element in the 
rubric/title (G) 
A: 
Exemplification 
(G) 

“  

CL 
C 

15 

 

P. 59  

A: Image (C) 
A: Setting of the 
context (C, G) 
A: Triggering 
element in the 
rubric/title (G) 
 

 

 
R G 

CL 16 

 

P. 59  

A: Triggering 
element in the 
rubric/title 

 

 
 G 
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CL 17 
 
            G 

 

P. 59  

A: Triggering 
element in the 
rubric/title 

 

 

CL 18 

 

P. 59  

A: Triggering 
element in the 
rubric/title 

 

 
 V 

C 19 

 

P. 59 

 
A: Image 
A: 
Exemplification 

 
 

 
W  
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C 20 
 
 
S 
(pr-a) 

-  

 

 
A: Image 
A: Exemplification 

CL 
C 

21 
 
R         V 

 

P. 60  

A: Previous 
activity (V) 
A: Image (C, V) 
A: Triggering 
element in the 
rubric/title (C) 
 

 

 
A: Image exploitation (C) 
A: Setting of the context (C) 
B: Description of Sch (V) 
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C 22 

 

P. 61  

A: Previous 
activity  
A: Image  
A: Setting of the 
context 

 

 
A: Image exploitation  
A: Setting of the context 
 

R  

C 23 

 

P. 61  

A: Previous 
activity  
A: Setting of the 
context 
A: 
Exemplification 

 

 A: Exemplification 

W  
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CL 24 
 
S        G 

-  

 

 
A: Elicitation of expected 
content 
 

C 25 -  
A: Previous 
activity 

 

 
A: Reference to previous 
activity 
 

W  

C 26 -  
A: Previous 
activity 

 

 

S  
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M05-  Explorer 1, Unit 6 

Sc
he

m
a 

ac
ti

va
te

d 

Act  No 
& type  

Students’ book Page No, presence of 
activation & mode of 
activation 

Teachers’ guide Page No, presence of activation 
& mode of activation 

Sk
ill

 

A
re

a 

F 1    

 
 
 

p. 30 

 
A: Triggering element in 
the rubric/title 

 

p. 49  
B: Explanation of Sch. 
A:X 

S - 

C 2 
 

30 

 
A: Personal question 

 

49  
A: Elicitation of schemas  
A: Personal question  

S 
(pr-a)  

 

C 
CL 
 

3  
S        V 

-   

 

p. 30-31  (CL) 

 
 B: Image (C) 
X(A-C) 

 
 
 
 
 
 
 
 

p. 47 

 
A: Elicitation of expected 
content (C) 
B: Explanation of Sch. 
(CL) 
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C 4  
R      
 

 

 

 

 

 

p. 30-31 

 
A: Images 
A: Previous activity 

 

 
p. 47 

 
A: Elicitation of expected 
words 
 



APPENDIX B M05 

 

164 
 

C 5  
R 

 

p. 31 
 

 

p. 48 
 

C 6  
 
 R  

 

p. 31 
 

 

p. 48 
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CL 
 

7 
 

W 

 
 

G 

 

p. 31 
 

 

 
 

p. 48 
  

 

CL 
 

8   

 
 
 
 

p.32 

 
A: Image (CL) 

 

p. 48  
 

L V 

CL 
F 

9 
S     G 
         V 

 

 
 

  
A: Image (CL-V, F: the 
picture format in pairs 
triggers the “spot the 
difference” type of 
activity) 
A: Exemplification (CL-
G) 

- p. 49  
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CL 
F 

10 

 

P. 32  
 
A: Triggering element in 
the rubric/title (F) 
A: Image (F) 
A: Image (CL-V) 
 

 

P. 49   
(an introduction to the 
activity situation could 
have been suggested) 

S V 

CL 11 
            G 

 

P.33  

 

P. 49  

CL 12 
 

      G  

P. 33  
A: Triggering element in 
the rubric/title 

 

 

P. 49  
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C 
F 

13 
 
          G 

 

33  
A: Previous activity (CL) 
A: Image (F) 

 

49  

CL 14 

 

33 
 

 

49  
 G 

C  
Cu 

15 
 
R 

 
 
 
 
 
 
 
 

 

 

33 (Cu) 

A: Image (C) 
 

 

 

49  
A: Explicit elicitation of 
schemas (Cu & C) 
A: Elicitation of expected 
words (C) 
B: Teacher description of 
Sch. (Cu) 
B:Comparison with 
students’ culture/reality 
(Cu) 
 
 

CL
F 

16 
 
S      V    

33  
A: Previous activity (CL) 
A: Triggering element in 
the rubric/title (F-S) 

50 X(CL) 
A: Reference to previous 
activity (FG-S) 
B: Description of Sch. (FG-
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C 17  

 

p. 34 

 
A: Images 

 

 

p. 51 

 
A: Image exploitation 
A:Elicitation of expected 
content  
 
 

S  
(pr-a) 

 

C 18  
 
R 
 

 

p. 34 

 
A: Images 
A: Previous activity 
 

p. 51 

 
B: Encourage SS to research 
B: Description of Sch. 
A: Elicitation of expected 
content  
 

 

 

 

S) 
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C 19  
R 
W 

p.34 
 

A: Previous activity (Both 
R & W) 

 

p. 51 
 

C 
CL 

20 

 

p. 35 
  

 

p.51 

 
A:Comparison with 
students’ culture/reality (C) 
 

W V 

C 
F 

21 
 
L      
 

 

P. 35 

 
A: Triggering element/s in 
the rubric (F) 
A: Previous activity (C) 

 

P. 51 

 
A: Elicitation of expected 
content (C & FG) 
 

C 22 

 

 
P. 35 

 
A: Exemplification 
 

 

P. 51 
 S   
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C 
Cu  

 
23 

 
P. 35 

 
B: Images 
A:Image 

 

P. 51  
 

S  

C 24 

 

P. 37 

  
A:Image 
A: Personal question 
  

P. 52   
A: Image exploitation 
A: Elicitation of schemas S  

CL 25 

 

P. 37 
 

 

P. 52  

 V 

C 26 

 
P.  37  
A:Image 
A: Previous actvity  

P. 52   
A: Image exploitation 
A: Elicitation of expected 
content 
 S  

(Pr-a) 
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C 27 

 

 

 
P. 36-37 

  
B: Image 
A: Previous activity 

 P. 52 

 
 
A: Personal question about the 
topic 
A: Elicitation of expected content 
  

 R  
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C 28 
R 

 

P. 37  

 

P. 52  

C 29 

 

P. 37  

 

p. 52  

S  
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M10- Adventurers 1, Unit 6, 7 pp. 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Student’s coursebook  Page No, presence of 

activation & type of 

activation  

Teacher’s book Page No, presence of 
activation & type of 
activation 

Sk
ill

 

A
re

a 

C 1  

 

P. 57 

 
A: Triggering element in 
the rubric/title  

P. 57 

 R  

CL 
 

2 

 

P. 57 

 
A: Image  
A: Triggering element in 
the rubric/title 

 

 

P. 57  

A: Elicitation of 
schemas 
A: Personal 
question 

L 
 

V 
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C 
Cu  

3 
 
S 

 

P. 57  
A: Previous activity 
A: Personal question 
A: Image 
 

 

P.57  

C 4 
 

 

P. 58  

A: Image 
A: Triggering element 
in the rubric/title 
  

 

P. 58  

A: Image 
exploitation 
A: Personal 
question 
A: Elicitation of 
expected content 
 

S 
(p-a) 
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C 5 
 
R 

  
 

P. 58  

A: Previous activity 
A: Image 
A: Triggering element 
in the rubric/title 

 

 



APPENDIX B M10 

 

176 
 

C 6 
R 
(p-a) 

 

P. 58  

A: Previous activity 

 

P. 58  

C 
CL 

7 

 

P. 58  

A: Previous activity 
(CL) 
A: Image (C) 

 

 

P. 58  

A: Reference to 
previous activity (C) 
 
A: Personal 
question (CL) 
 
A: Elicitation of 
expected words 
(both) 

 

V 
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CL 8 

 

P. 58  

A: Triggering element in 
the rubric/title 
 
B: Exemplification 

 

P. 58  

B: Explanation of 
Sch 

 

G 

CL  9 

 

P. 59  

A: Triggering element in 
the rubric/title 
B: Exemplification 

 

 
Students open the grammar section of their notebooks and 
write the labelling some and any. 
Students read and complete the rules. Ask students to write an 
example under each rule. 
,………………. with the class. 
Ask students to  ….  the examples …. 
 

p. 59  

 

G 
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CL 10 
 
           G 

 

 

P. 59  
A: Exemplification 
A: Previous activity 
B: Explanation of Sch 

 
*Read the example with the class. Ask students why some is used in 
the sentence (it is an affirmative sentence). 
*Students choose the correct word. 

  
Countable and uncountable nouns 
Aim. Students learn about countable and uncountable nouns  and how 
to use  some and any for countable and uncountable nouns 
Warm up 
* On the board, show a picture of a tap with water coming out and a 
picture of a glass of water. Label the water coming out of the tap 
water and label the glass of water glass of water. 
* Explain that there are two different types of nous in English 
countable and uncountable nouns 
____    ______ at the words “water “ and “glass of water”  
(glass of water) 
*Read the  rules  with the class 
*Students open their notebooks and write countable and uncountable 
nouns 
*Students copy the table. 

 

p. 59  

A: Exploitation of 
example 
A: Authentic 
materials/realia/fla
shcards 
B: Explanation 
 

CL 11 

 

P. 59  

A: Previous activity 
A: Triggering element in 
the rubric/title 

 
Students .. the … in the rules they wrote 
in the grammar section of their notebooks. 

P. 59  

 G 
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CL 
C 
F  

12 
 
  R        G 

 

P. 59  

A: Image (C) 
A: Previous activity (G) 

 

 
 
*Read the activity with the class. 
*Students complete the  
*Play the cassette students listen and check 

P. 59  

CL 13 

 

P. 59  

A: Triggering element in 
the rubric/title 

 

P. 59  

 Pr 

CL 14 

 

P. 59  

 

P. 59  

 Pr 
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C 
F 

15 
 
W 

 

P. 59  

A: Previous activity 
(F,C) 
A: Triggering element 
in the rubric/title 

 

P. 59  

A: Reference to 
previous activity 
(both) 

A: Setting of the 
context (both) 
  

CL 
C 

16 

 

 
A: Previous activity (C) 
A: Triggering element 
in the rubric/title (C, V) 
A: Setting of the 
context (C, V) 

 

 
A: Setting of the 
context (both) 
 

W V 
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CL 17 
 
L        V 

 

 

P. 60  
A: Image  
A: Triggering element in 
the rubric/title 

 

P. 60  

A: Personal 
question 
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CL 18 
 
L        V  

P. 60  

A: Triggering element in 
the rubric/title 

 

 

P. 60  

A: Setting of the 
context 
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C 
F 

19 
 
L 

 

P. 60  

A: Triggering element in 
the rubric/title (F, C) 
A: Image (C, F) 

 

 

P. 60  

A: Elicitation of 
schemas (F) 
A: Elicitation of 
expected content 
(C) 
A: Setting of the 
context (C) 
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CL 20 
 
           V 

 

P. 61  
B: Exemplification 

 

P. 60  
B: Exemplification 
A: Elicitation of 
schemas 
B: Comparison w/ 
SS 
culture/reality/lang 

CL 21 
 
           G 

 

P. 61  

A: Previous activity 
A: Triggering element in 
the rubric/title 

 

 

P. 61  

A: Previous activity 
B: Description 
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CL 
C 

22 
 
            G 

 

P. 61  

A: Triggering element in 
the rubric/title (C) 
A: Previous activity (G) 

 

 

P. 61  

A: Previous activity 
(C) 
X (G) 

C 
F 

23 

 

P. 61  

A: Triggering element in 
the rubric/title (C, F) 
A: Previous activity (C, 
F) 

 

P. 61  

A: Previous activity 
(C, F) 
 

S  

CL 
C 

24 

 

P. 61  

A: Previous activity (C, 
CL) 
  

P. 61  

A: Previous activity 
(C, CL) 
 

W G 
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CL 
C 

25 
 
 W      G 
             V 

 

P. 61  

A: Previous activity (C) 
A: Exemplification 
(G,V)  

P. 61  
A: Exploitation of 
example (G) 
A: Setting of the 
context (C) 
 

C 26 

 

P. 61  

A: Previous activity  
P. 61  

W  

C 27 

 

P. 61  

A: Previous activity  
A: Exemplification  

 

P. 61  

W  
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C 28 

 

P. 62  

 

P. 62  

A: Personal question   
A: Setting of the 
context 

L  
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C 
Cu 

29 
 
R 

 

P. 62  

A: Triggering element in 
the rubric/title (C) 
X (Cu) 

 

 

P. 62  
B: Description of 
Sch. (Cu) 
X (C) 
X(Cu) 
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C 
F 

30 
 
R 

 

P. 62  

A: Previous activity (C) 
A: Image (F) 
A: Triggering element in 
the rubric/title (F) 

 

P. 62  

A: Setting of the 
context (C, F) 
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Cu 
F 
C 

31 
 
W 

 

P. 63  

A: Previous activity (C, 
F) 
A: Triggering element in 
the rubric/title (F) 
X(Cu) 

 

P. 63  
 B: Explanation of 
Sch (Cu, F) 
X (C) 
X: A: Cu, F 

C 
F 

32 
 
W 

 

P. 63  

A: Triggering element in 
the rubric/title (F) 
A: Image (C) 

 

P. 63  
A: Setting of the 
context (C) 
 
A: Personal 
question (C) 
 
B: Description of 
Sch (C) 
 
A: Reference to 
previous activity 
(F) 
 

A: Image 
exploitation (C) 
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C 33 
 
W 

 

P. 63  

A: Previous activity 
 

 

P. 63  
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LL00-2 Polimodal English Unit 2 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Student’s coursebook  Page No, presence of 

activation & mode of 
activation 

Teacher’s book Page No, presence of 
activation & mode of 
activation 

Sk
ill

 

A
re

a 

C 
CL 

1 

 

P. 20  
A: Triggering element 
in the rubric/title (C,CL) 
A: Image (C, CL) 
 

 
P. 20  
A: Image exploitation  (V) 
A: Exemplification  (V) 
A: Authentic 
materials/realia/flashcards 
(C) 

 V 

C 2 

 

 

P. 20  

 
 

P. 20  

 
R 
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C 
CL 

3 
 
R           V 

 

P. 20  

A: Previous activity 
(both) 
 

 
P. 21  

CL 4 

 

P. 21  

 

 

P. 21   Pr 

CL 5 

 

P. 21  

A: Previous activity 
 

 

 

P. 21  

L   Pr 
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C 
CL 

6 
 
R      V 

 
 

P. 21  

A: Previous activity 
(V) 

A: Image (C) 
 

P. 21  

A: Authentic 
materials/realia/flashcards 
(C) 
X (v) 

CL 7 
 
          V 

 

P. 21  

A: Triggering element 
in the rubric/title 
B: Exemplification 

 
 

P. 22  
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CL 8 
 
          V 

 

P. 21  

 

P. 22  

CL 
C 

9   
 

P. 22  
 W V 

CL 
C 

10   

 

P. 22  

W V 

F 
CL 
C 

11 
 
W      V 

 

P. 21  

A: Previous activity 
(C, V) 
A: Exemplification (F-
W) 

A: Setting of the 
context (C) 

 

P. 22  
A: Setting of the context(C-W) 
X (F,V) 

C 
CL 

12 
 

P. 21  

A: Previous activity (C, V)  
 

R V 
CL 
C 

13   

 

P. 23  

B: Description of Sch (C) 
X (V), X A(C) 

S V 
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C 14 
 
R 

 

P. 22  

A: Image 

 

P. 23  

A: Image exploitation 
A: Elicitation of expected 
content  

C 15 

 

P. 22  

A: Image 
A: Previous activity 
 

P. 23  

A: Elicitation of expected 
content 

R  

F  
C 

16 

 

P. 23  
A: Setting of the 
context 

 

P. 24  
A: Setting of the context L  
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CL 17 
 
          V 

 

P. 23  P. 24  

A: Personal question 

C 18 

 

P. 23  

A: Previous activity 
 

P. 24  

S  

CL 19 
 
          G 

  

P. 23  

A: Triggering element 
in the rubric/title 
B: Exemplification 
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C 20 
 
R 

 

P. 23  

 

P. 25  

F 
C 
CL 

21 

 

P. 23  

A: Previous activity 
(C, V) 
A: Exemplification (F-
W) 
 

 

P. 25  
A: Personal question (C) 
A: Exemplification (C) 
X (F, V) 

W V 

CL 22 

 

P. 24  

 

P. 26  
B: Exemplification  V 

(pr-a) 
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C 23 
 
R 

 

P. 24  

A: Previous activity 
A: Image 
A: Triggering element 
in the rubric/title 

 

P. 26  

A: Image exploitation 
A: Elicitation of expected 
content 

C 24 

 

P. 24  

A: Previous activity 
 

 

P. 27  

R 
 

 

C 25 

 

P. 25  

A: Previous activity 
A: Triggering element 
in the rubric/title 

 

P. 27  

W 
 

 

C 
CL 
 

26 
 
W        V 
 
  

 

P. 25  

A: Previous activity 
(C,V) 
A: Triggering element 
in the rubric/title (C) 
B: Exemplification (C) 

 

 
 

P. 27  
A: Exemplification (C) 
X (V)  

F 
C 

27 
S 

  

 
P. 27  
A: Previous activity (F, C) 

C 28 
 
L/S 

  

 

P. 27  
A: Previous activity(C) 
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C  
CL 

29 
 
             V 

 

P. 25  

A: Previous activity (v) 

 

P. 28  

C  
CL 

30 

 

P. 25  

A: Previous activity (v) 

 

P. 28  

W 
 

V 
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CL 31 
 
          G 

 

P. 25  

A: Triggering element 
in the rubric/title 
B: Exemplification 

 
 

P. 28  

CL 32 

 

P. 25  

A: Previous activity 

 

P. 28  

A: Previous activity  G 

 
C 33 

 
R 
(pr-a)  

 

P. 26  

A: Image 
A: Elicitation of Sch 
A: Exemplification 
 

 

P. 29  

A: Image exploitation 
A: Elicitation of Sch 
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C 
F  

34 

 

P. 26  

A: Image 
A: Previous activity 

 

P. 29  

R  

C 
F 

35 
 
R 
 

 

P. 26  

A: Previous activity (C) 
A: Triggering element 
in the rubric/title (F) 

 

P. 29  

A: Elicitation of schemas (F) 
B: Explanation of Sch (F) 
X(C) 
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C  36 
 
RI 
(p-a) 

 

P. 26  

 

P. 29  

C 37 

 

P. 26  

A: Personal question    
A: Previous activity 
 

 
Aim: to offer students the chance to react personally to the 
texts 
Main activity: Ask the students to say which place they in 
particular and in the world in general they would like to 
visit and why. 

P. 29  

S 
 

 

C 
CL 

38 

 

P. 27  

A: Previous activity 
(V) 
A: Exemplification 
(C,V) 
 

 

P. 30   

S V 
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C 39 
 
L 

 

P. 27  
A: Setting of the 
context 

 

P. 30     

C 
F 

40 

 

 

P. 27  
A: Setting of the 
context (C) 
B: Exemplification (F) 
A: Triggering element  
in the rubric/title (C) 
A: Exemplification (F-
W) 
A: Image (F-R) 

 

P. 30  

A: Elicitation of schemas 
(C-both) 
A: Exploitation of example 
(F-both) 
A: Personal question   (C-R) 

R 
W 

 

CL 41 

 

P. 27  

A: Previous activity 
  

P. 30  

 G 
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CL 42 
 
         G 

 
 
 
 
 

P. 28  

A: Triggering element 
in the rubric/title 

 P. 31    
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CL 43 
         G 

 

P. 29  

A: Triggering element 
in the rubric/title 

 

   

CL 44 

 

P. 29  

A: Triggering element 
in the rubric/title 

“    
 G 

CL 45 
 
              G 

 

P. 29  

A: Triggering element 
in the rubric/title 

“    
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CL 46 

 

P. 29  

A: Triggering element 
in the rubric/title 

“    
 G 

CL 47 

 
Put the sentences in the correct order 

P. 30  

A: Triggering element 
in the rubric/title 

“    
 G 

CL 48 

 
This is what Joel does every 
week

P. 30  

A: Triggering element 
in the rubric/title 
A: Setting of the 
context 

“    
 G 
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Write questions using how often…? 
a. How often does Joel make his bed? 

CL 49 

 

P. 30  

A: Triggering element 
in the rubric/title 
 

“    
 G 

CL 50 
              G 

 

P. 30  

A: Triggering element 
in the rubric/title 
 

“    
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CL 51 
     
  
           G 

 

P. 30  

A: Triggering element 
in the rubric/title 
 

“    

CL 52  

 

P. 30  “    
 G 

C 53  P. 31  

A: Triggering element 
in the rubric/title 
A: Images 

 
 

P. 32  

R  
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C 54 
 
R 

 

P. 31  

A: Previous activity 
A: Images 

 

P. 32  
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C 
 

55 
 
R      

 

 

P. 32  

A: Images 
A: Triggering element 
in the rubric/title 

 

P. 32  

A: Elicitation of schemas 
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C 56 
R 

 

 

P. 32  

A: Images 
B: Encourage research 

 

P. 32    
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214 
 

C 57 
R 

 

 

P. 33  

A: Triggering element 
in the rubric/title  

 

 

P. 32    
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C 58 

 

 

P. 33     

 

P. 32    

R  

C  
F 

59 
 
R 

 

 

P. 33   

A: Triggering element 
in the rubric/title 

 

P. 32    
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LL05- (Your choice next 1 Unit 2 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Student’s coursebook  Page No, presence of 

activation & mode of 
activation 

Teacher’s book Page No, presence of 
activation & mode of 
activation 

Skill Area 

C 1 

 

P. 14  
P. 24  
A: Personal question 
A: Elicitation of schemas 
A: Exploitation of title 
A: Elicitation of expected 
content 
A: Reference to previous 
activity 
B: Description of Sch. 

R  
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C 2 

 

P. 14  

A: Image 
B: Description 

 

P. 24  
 
R 
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C 3 
 
L 

 

P. 15  

A: Image 
A: Setting of the 
context 

 

P.25  

B: Exemplification 
A: Setting of the context 

C 
 

4 

 
 
 

P. 15  

A: Previous activity  
 

 

P. 25  
R  

 

CL 5 

 

P. 15 
 

 
 

P. 25  

B: Comparison w/ SS 
culture/reality/lang. 

 V 
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CL 6  
 
V 

  

 

P. 25  

A: Reference to previous 
activity 



APPENDIX B LL05 

 

220 
 

C 
CL 

7 
 
R        G 

 

 

P. 16  

A: Previous activity 
(C) 
A: Setting of the 
context(C) 
A: Exemplification 
(G) 
 

 

 

P. 26  

B: Exemplification (G) 
X (C) 
X A(CL) 
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CL 
C 

8 
           G 

 

P. 16  

A: Previous activity 
(both) 
 

 

P. 26  

Cu 9 

 

P. 16  

A: Image 
A: Triggering element 
in the rubric/title 

 

P. 26  
A: Elicitation of expected 
words 

R 
(pr-a) 
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Cu 10 
 
R 

 

P. 16  

A: Previous activity 
A: Image 

 

P. 26  

C 11 

 

P. 16  

A: Previous activity 
A: Image 

 

P. 26  
L  

C 12 

 

P. 16  

A: Previous activity 
A: Personal question    

 

P. 26  
S  

CL 13 
 
           G 

 

P. 17  

A: Triggering element 
in the rubric/title 

 

P. 27  

A: Exemplification 
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C 
CL 

14 

 

P. 17  

A: Triggering element 
in the rubric/title 
X (C) 

 

P. 27  

A: Exemplification 
X (C) 

R G 

C 15 

 

P. 17  

A: Previous activity 
A: Image 

 

P. 27  

S  

C 
 

16 
 
S         

 

P. 17  

A: Previous activity 
A: Image  
 

 

P. 27  

A: Elicitation of expected 
words  
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C 
CL 

17 

 

P. 17  

A: Triggering element 
in the rubric/title (G-
both) 
A: Previous activity 
(C-RI) 
A: Image (C-both) 

 

P. 27  

R 
S 

G 

CL 18 

 

P. 18  

A: Previous activity 
A: Exemplification 

 

P. 28  
B: Exemplification 

 G 
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CL 19 
 
            G 

 

P. 18  

A: Previous activity 
A: Triggering element 
in the rubric/title 
  

P. 28  

CL 20 

 

 

P. 18  

A: Previous activity (G) 
 
X (V) 

 

P. 28  

 G 
V 

C 
CL 

21 

 

P. 18  

A: Previous activity (G) 
A: Triggering element 
in the rubric/title(G) 
X (C) 

 

P. 28  

W G 

C 
CL 

22 

 

P. 18  

A: Previous activity (G) 
A: Triggering element 
in the rubric/title(G) 
X (C) 

 
P. 28  

W G 
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C 
CL 

23 

 

P. 18  

 

P. 28  

R 
S 

G 

CL 24 P. 18  

A: Previous activity (Pr, 
LII) 
A: Example (LII) 

 

 

P. 28  

B: Description of Sch (Pr) 
X: A(CL) 

L Pr 
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CL 
C 

25 
 
           V 

 1. Look at the credits of the film in the cinema screen. Match 
the names and the people in the pictures. 
                   Professions                 Number 

Cameraman 
Casting director 
Costume designer 
Director 
Lighting technician 
Makeup artist 
Script writer 

 

P. 19  

A: Image (C, V) 
A: Triggering element 
in the rubric/title (C) 
 

 

 
 

P.29  
A: Elicitation of expected 
words (V,C) 
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C 26 

 
2. Identify the three members of the cast. What are their 
names? 

P. 19  

A: Previous activity 
A: Image  

 

P. 29    

 V 

CL 27 

 
3. Match the words and the objects. 
You can use your mini-dictionary on pages 104-128. 
Mask   script   chair   wig 

P. 19    

 

P. 29    

 V 

CL 28 

 

P. 19  

A: Previous activity 
A: Image 

 

P. 29    
 
 

V 
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C 
F 

29 
 
R 

 

P. 20  

A: Image (C) 
 A: Setting of the 
context (C) 
A: Triggering element 
in the rubric/title (F) 

P. 30  

A: Image exploitation 
A: Elicitation of expected 
content 
A: Setting of the context (F) 
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CL 
 

30 
 
R           V 

 

P. 20  

A: Previous activity 
 

 

P. 30  
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C 31 
L 
S 

 

P. 21  

A: Previous 
activity(L,S) 
A: Personal question 
(S) 
  

 

 

P. 31  

A: Elicitation of schemas 
(both) 
A: Personal question (both) 
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CL 32 
 
          V 

 

P. 21  

A: Previous activity 
 

 

P. 31  

C 33 

 

P. 21  

A: Previous activity 
 

 

P. 31  

A: Authentic 
materials/realia/flashcards
  

S  
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C 34 
 
S 

 

P. 21  

A: Previous activity 
 

 

P. 31    

F 
 

35 

 

P. 21  

A: Previous activity 
A: Image 

 

P. 31    
R  

C 36 

 

P. 21  

A: Previous activity 
A: Image 

 

P. 31  
S  
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C 
F 

37 

 

P. 21  

A: Exemplification (C, 
F) 
A: Previous activity 
  

P. 31  

A: Reference to previous 
activity (C) 
X (F) 

W  

C 38 

  
ASTRONOMY 
1. Read these statements. Which of them are true? 
1.Mars is bigger than Earth 
2.Saturne is smaller than Neptune 
3.Venus is nearer to the sun than Jupiter 
4. Pluto is further from the sun than Mercury 

P. 22  

B: Image 
A: Triggering element 
in the rubric/title 

 

P. 32  

 
A: Image exploitation 

R 
(pr-a) 

 

C 39 

 
2. Now answer these questions. 
1. Which is the biggest planet? 
2. Which is the smallest planet? 
3. Which is the nearest to the sun? 
4. Which is the nearest to the sun? 

P. 22  

A: Previous activity 
B: Image 

 

P. 32    
R  
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C 40 
 
R 

 
3. Read these notes from an astronaut’s diary 

P. 22  

A: Previous activity 
A: Image  

P. 32  
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C 41 
 
R 

 
Are the statements true or false? 
1. The air is more polluted on Earth than in the Space Shuttle 
2. Astronauts wear special space clothes inside the shuttle. 
3. Astronauts sit on chairs to eat. 
4. Astronauts can sleep standing up or lying down. 
5. There are soft mattresses on the bulk beds. 

P. 22  

A: Previous activity 
B: Image 

 

P. 32  

CL 42 
 

 

 

P. 23  

 

P. 33  
A: Elicitation of expected 
content 

 
 

G 
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CL 43 
 
            G 

 

 

P. 23  

 

P. 33  
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LL10- (Chat Lessons 7,8,9,10 & 11 

Sc
he

m
a 

 a
ct

iv
at

ed
 Activity Student’s coursebook  Page No, presence of 

activation & type of 
activation 

Teacher’s book Page No, presence of 
activation & type of 
activation 

Sk
ill

 

A
re

a 

CL 1  P. 20   

 

P. 26  

 V 

C 2  P. 20  
 

 

P. 26  
A: Setting of the context L 

(pr-a) 
 

CL 
F 
C 

3 

 

P. 20  

A: Setting of the 
context (C) 
A: Previous activity 
(C, V) 
A: Image (F, C) 
 
A: Triggering 
element in the 
rubric/title (C) 

 

P. 26  

A: Previous activity (C) 
X (F, CL) 

R V 
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CL 4 
 
S          V 

 

P. 20  

A: Previous activity 
 

Suggestion in previous lessons 
2. Oral expression(E-S-E) Pedile a los alumnos que escuchen el CD y que 
todo el grupo repita cada frase. La repetición en 
grupo es la primera práctica de pronunciación, 
sin exponer individualmente al alumno. 

P. 27  

CL 5  

 
 

P. 21  
B: Exemplification 

 

P. 27  
A: Exploitation of 
example 

 G 

CL 6 

 

P. 21  

A: Previous activity 
 

 

 
A: Exploitation of 
example 

 G 

CL 7 

 

P. 21  

 

 
WII G 
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CL 
C 

8 
 
R          G 

 

P. 21  

A: Previous activity (C) 
X (CL) 
 

  

C 9 

 

P. 21  

A: Previous activity 

 

P. 27  
W  

CL 10   

 

P. 28  
 V 
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C 11 
 
L 
(pr-a) 

 P. 22  

 

P. 28  
A: Setting of the context 

CL 
F 
C 

12 
 
R         V 

 

P. 22  

A: Setting of the 
context (C) 
A: Previous activity 
(C, V) 
A: Image (F,C) 
 
A: Triggering element 
in the rubric/title (C) 

 

P. 28  

A: Previous activity (C) 
X (F,CL) 

C 
CL 

13 

 

 

P. 22  

A: Previous activity 
(C,CL) 
B: Exemplification (C-
SI) 
B: Explanation (V) 

 
Suggestion in previous lessons 
2. Oral expression(E-S-E) Pedile a los alumnos que escuchen el CD y que 
todo el grupo repita cada frase. La repetición en 
grupo es la primera práctica de pronunciación, 
sin exponer individualmente al alumno. 

P. 28  

S V 
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CL 14  

 

P. 23  

A: Previous activity 
A: Image 

 

P. 29  
L V 

CL 15 

 

P. 23  

A: Image 

 

P. 29  

A: Reference to previous 
activity 

W V 
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CL 16  
- 

P. 24  

 

 

P. 30  

 V 
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C 17 
(pr-a) 

 

 
 

P. 24  

A: Image 

 

 

P. 30-31  

A: Image exploitation 

L  

C 18 

 

P. 24  

A: Previous activity 
A: Image 

 

P. 30-31  

A: Previous activity 
 

R  

CL 19 

 

P. 24  
B: Exemplification 
B: Explanation 

 

P. 31  
B: Explanation of Sch  G 

C 20 

 
P. 24  

A: Previous activity 
 

 
P. 31  

S  
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CL 21 
 
           V 

 

P. 25  

A: Triggering element 
in the rubric/title  
A: Image 

 

P. 31  

 A: Setting of the context 
A: Image exploitation 
A: Exemplification 

CL 22   

 

P. 32  

 V 

C 23 
 
L 

 
 
 

P. 26  

 

 

P. 32  
A: Setting of the context 
A: Elicitation of expected 
content 
A: Personal question 
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C 
F 

24 
 
R 

 
 

 

P. 26  

A: Setting of the 
context (C) 
A: Previous activity 
(C) 
A: Image (F,C) 
 
A: Triggering element 
in the rubric/title (C) 

 

P. 32  

A: Previous activity (C) 
X (F) 

C 25 

 

P. 26  

B: Explanation 
A: Previous activity 

 

P. 32  
 S  

CL 26 

 

P. 27  

A: Triggering element 
in the rubric/title (V) 
X(Pr) 

 

 

P. 33  
B: Description of Sch (Pr) 
X (V) 
X: A (CL) 

R V 
Pr 
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C 27 
 P. 27  

A: Previous activity 

-  
S  

C 28 

 

P. 27  

A: Previous activity 
A: Setting of the 
context  
 

 

P. 33  

A: Setting of the context  
 

L  

CL 29 

 

P. 27  

A: Previous activity 

 

P. 33  

 G 

CL 30 
L         V 

 

P. 27  

A: Exemplification 
A: Triggering element 
in the rubric/title 
B: Explanation 

 

P. 33  
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CL 31 
 
           V 

 P. 28  

 

 
 

P. 34  

A: Authentic 
materials/realia/flashcards 

C 32 
 
RI 

 

P. 28  
A: Image 
A: Triggering element 
in the rubric/title 

P. 34  

A: Setting of the context  
A: Personal question 
A: Elicitation of expected 
content 
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C 33 
 
R 
 

 

P. 28  

A: Previous activity 
 

 

P. 34  

CL 34 
 
          G 

 
 

P. 29  

A: Exemplification 

 
 

P. 35  

B: Description of Sch 

CL 35 
 
SII      G 

 

P. 29  

A: Exemplification 
A: Image 

 

P. 35  

A: Exploitation of example 
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C 
F 

36 

 

P. 29  

A: Previous activity (F, 
C) 
 

 

P. 35  
A: Setting of the context(C) 
A: Reference to previous 
activity (C, F) 

W  

 



 
 
 
 

APPENDIX C 

DATA ANALYSIS  
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GENERAL DATA 
 

Table 14. Percentage of activities that feature the 4 skills along the period 
 

Year 2000 2005 2010 
% of activities related to 
the 4 skills over each 
books total number of 
activities 

64.0 78.2 73.0 

 

Table 15. Each book’s amounts of skills-related activities. 
 

Book N10 N05 N00 M10 M05 M00 LL10 LL05 LL00 Total 

Skills related activities 27 21 30 23 24 17 26 33 40241

Total No activities 35 28 51 33 29 26 36 43 59 340

% 77.1 75 58.8 69.7 82.8 65 72 76.7 67.8   
 

TYPES OF SCHEMATA 
 

 
 

Figure 24. Number of types of schemata featured per 
activity (calculated over the overall number of 
activities). 
 
 

 

 
 

 
 
 
 
 
 
 
 
 
 
 
 

72,4 

24,4 

2,9 0,3 

Types of schemata featured 

per activity 

1 

2 

3 

4 

Table 16. Instances of occurrence of each type of schema in each book (340 activities). 

 Book/Schema C 
CL 
G 

CL 
V CL Pr Cu F Total  

N# of 
activities 

LL00 37 24 15 2 0 8 86 59 

LL05 27 10 10 1 1 3 52 43 

LL10 18 8 19 1 0 4 50 36 

M00 14 10 2 1 0 4 31 26 

M05 17 6 7 0 2 6 38 29 

M10 21 5 7 2 3 7 45 33 

N00 17 16 22 9 2 3 69 51 

N05 15 4 6 4 5 9 43 28 

N10 22 7 3 5 0 8 45 35 

Total 188 90 91 25 13 52 459 340 
% 41.0 19.6 19.8 5.4 2.8 11.3 100  

Note: The following capitals refer to: C- content schemata, Cu- cultural schemata, F: formal schemata; 
within language related schemata (CL): G-grammar; V-vocabulary; Pr-pronunciation. 
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Figure 15. Comparison of the featuring of each type of schema in each 
of the years analysed. 

 

ACTIVATION 
 

 
 
 
 
Table 18. Overall activation of schemata per skill in the student books.  

 

 

0 

10 

20 

30 

40 

50 

60 

2000 2005 2010 

P
er

ce
nt

ag
e 

Year 

Comparison of yearly featuring of 

types of schemas 

C 

CL 

Cu 

F 

Table 17. Activation in coursebooks and teacher guides (C: coursebook; TG: teacher guide).    

Book N10 % N05 % N00 % M10 % M05 % M00 % LL10 % LL05 % LL00 % 

Total number 
of activities 
 

35  28  51  33  29  26  36  43  59  

Activated in 
C 
 

31 88.6 25 89 44 86 31 93.94 24 82.8 20 76.9 27 75 36 83.7 45 76.3 

No activation 
in C or TG 
 

0 0 2 7.1 3 5.9 1 3.03 8 27.6 1 3.85 5 13.9 3 6.98 9 15.3 

Activation 
only in TG 
 

4 11.4 1 3.6 4 7.8 1 3.03 1 3.45 5 19.2 4 11.1 4 9.3 5 8.47 

Book   N10   %   N05   %   N00   % 
        
M10    %  M05   %   M00   %   LL10    %   LL05   % 

        
LLL00   % 

Total number 
of activities 
 

35  28  51  33  29  26  36  43  59  

Activated in 
C 
 

31  88.6 25 89 44 86 31 93.94 24  82.8 20 76.9 27 75 36  83.7 45 76.3 

No activation 
in C or TG 
 

0 0 2 7.1 3 5.9 1  3.03 8  27.6 1 3.85 5 13.9 3  6.98 9 15.3 

Activation 
only in TG 
 

4  11.4 1 3.6 4 7.8 1   3.03 1  3.45 5 19.2 4 11.1 4 9.3 5  8.47 

No activated 
in the C 
 

4  11.4 3 11 7 14 2  0.061 9  31 6 23.1 9 25 7 16.3 14  23.7 

Skill/Type of            
schema 

C 
X 

C 
A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A F X F A 

Total 
X 

Total 
A Total 

L 5 22 0  16  0  0 2 3 7 41 48 
R 11 62 3 18 5 3 2 15 21 98 119 
S 8 41 6 14 4  0 2 9 20 64 84 
W 7 30 8 13 2  0 2 10 19 53 72 

Total  31 155 17 61 11 3 8 37 67 256 323 

Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
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Table 19. Overall activation of schemata per skill in the teacher guides.  

 
  
 
 
 
 

 
Figure 26. Comparison of percentages of activation (over the 
yearly overall instance of occurrence of each skill) of language 
related schemata in the sampled years. 

 

ACTIVATION TECHNIQUES  

Table 20. Occurrence of each activation technique in the courcebooks with 
calculated percentages over the overall occurrence of techniques. 

Activation technique L R S W Total 

% of 
overall 
techniques 

Previous activity 15 42 31 31 119 37% 
Image 12 47 21 8 88 28% 
Personal question 0 0 7 4 11 3% 
Exemplification 3 1 7 11 22 7% 
Setting of the context 5 7 1 3 16 5% 

0 

10 

20 

30 

40 

50 

60 

70 

80 

90 

100 

P
e
rc

e
n

ta
g

e
 

L                     R                    S                    W     
Skills 

Activation of Language related Schemata in 
2000, 2005 and 2010 

2000 

2005 

2010 

Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- 
cultural schemata, F: formal schemata; within language related schemata (CL): G-grammar; 
V-vocabulary; Pr-pronunciation. 
 

   

Skill/Type of            
schema  

C 
X 

C 
A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 7 24 13 5 0 0  1 3 21 32 53 
R 38 38 19 4 3 2 16 7 76 51 127 
S 23 23 12 9 2  0 1 3 38 35 73 
W 18 16 11 9 2  0 7 5 38 30 68 

Total  86 101 55 27 7 2 25 18 173 148 321 
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Triggering element in the 
rubric/title 14 27 10 10 61 19% 
Brainstorming/Elicitation of Sch. 0 1 0 0 1 0.3% 
Previewing  0  0  0  0 0 0% 
       

Total  
    

311 
  

 
 
 
Table 21. Overall activation techniques used in the teacher guides as related to skill 
practice involved. 

 
Technique/Skill L R S W Total 

Reference to previous activity 3 6 7 9 25 

Image exploitation 4 11 8 3 26 

Personal question 5 6 4 2 17 

Exemplification 1 2 7 3 13 

Setting of the context 12 6 2 6 26 

Exploitation of title 0 2 1 0 3 

Elicitation of expected content 5 7 5 1 18 

Authentic materials/realia/flashcards 0 1 4 1 6 

Brainstorming/Elicitation of schemata 4 7 7 3 21 

Elicitation of expected words 0 4 0 0 4 

Exploitation of example 1 1 6 5 13 
 

 

DATA FOR EACH BOOK 

ACTIVATION 
School N 
2000 
 
Table 22. Overall activation of schemata per skill in the student book N00 
 Skill/Type of  

schema C X 
C 
A 

CL 
X 

CL 
A Cu X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 0  2  0 4 0  0  0  0  0 6 6 
R  0 8  0 4 2 0  0  2 2 14 16 
S  0 8 1 2 0  0  0  1 1 11 12 
W  0 5 1 3 0  0  0  0  1 8 9 

Total  0 23 2 13 2 0 0 3 4 39 0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- 
cultural schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-
vocabulary; Pr-pronunciation. 
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Table 23. Overall activation of schemata per skill in the teacher guide N00  
 
Skill/Type of   

schema C X 
C 
A 

CL 
X 

CL 
A Cu X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 0  2 4 1 0  0  0  0  4 3 7 
R 3 5 1 3 1 0  2 0  7 8 15 
S 2 6 2 2 0  0  0  1 4 9 13 
W 3 1 1 3 0  0  0  0  4 4 8 

Total  8 14 8 9 1 0 2 1  19 24  0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; 
Pr-pronunciation. 
 
2005 
 
Table 24. Overall activation of schemata per skill in the student book N05  
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 1 3 0  2 0  0   0 0  1 5 6 
R  0 2 0  0  1 1  0 1 1 4 5 
S 1 2 0  2 2 0  1 2 4 6 10 
W 1 0  0  1 1 0  1 0  3 1 4 

Total  3 7 0 5 4 1 2 3 9  16  0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
 
 
Table 25. Overall activation of schemata per skill in the teacher guide N05 
Skill/Type of   

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 1 1 2 0   0 0  0  0  3 1 4 
R  0 2 0  0   0 1 1 0  1 3 4 
S 1 3 1 1 1 0  0  1 3 5 8 
W 0  1 1 0  1 0  1 0  3 1 4 

Total  2 7 4 1 2 1 2 1  10 10  0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
 
2010 
Table 26. Overall activation of schemata per skill in the student book N10  
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L   6   3     1 1 1 10 11 
R 1 4           2 1 6 7 
S 1 5 1 2       1 2 8 10 
W 1 3         1 2 2 5 7 
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Total  3 18 1 5 0 0 2 6     0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- 
cultural schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-
vocabulary; Pr-pronunciation. 
 

 
 Table 27. Overall activation of schemata per skill in the teacher guide N10 
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 2 5 2 1 0  0  0  2 4 8 12 
R 1 4 0  0  0  0  0  2 1 6 7 
S  0 5 0  3 0  0  1 0  1 8 9 
W 2 0  0  0  0  0  1 0  3 0 3 

Total  5 14 2 4 0 0 2 4 9   22 0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; 
Pr-pronunciation. 
 
 
School M 
 

2000 
Table 28. Overall activation of schemata per skill in the student book M00 
 Skill/Type of  

schema 
C 
X C A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 0  0  0  0  0  0  0  0  0 0 0 
R 1 5 0  3 0  0  0  3 1 11 12 
S 1 2 1 0  0  0  0  0  2 2 4 
W 0  5 1 0  0  0  0  1 1 6 7 

Total  2 12 2 3 0 0 0 4  4 19  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
 

 

 Table 29. Overall activation of schemata per skill in the teacher guide M00  
 
 Skill/Type of  

schema 
C 
X C A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 0  5 2  0  0  0  0  0 2 5 7 
R 1 6 4  0  0  0 3  0 8 6 14 
S 4 0  2 1  0  0  0  0 6 1 7 
W 1 1 1 1  0  0  0 1 2 3 5 

Total  6 12 9 2 0 0 3 1  18 15  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
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2005 
 
Table 30. Overall activation of schemata per skill in the student book M05  
 
 Skill/Type of  

schema 
C 
X 

C 
A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L  0 1  0 1  0  0  0 1 0 3 3 
R 3 5  0  0 1  0  0  0 4 5 9 
S 2 6 1 3 1  0  0 4 4 13 17 
W 1 1 2  0  0  0  0  0 3 1 4 

Total  6 13 3 4 2 0 0 5 11   22 0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- 
cultural schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-
vocabulary; Pr-pronunciation. 
 
 
 
Table 31. Overall activation of schemata per skill in the teacher guide M05  
 

 Skill/Type of  
schema 

C 
X 

C 
A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F 
G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L  0  0  0  0  0  0  0  0 0 0 0 
R 3 3 2  0  0  0 3  0 8 3 11 
S  0 2 1 1  0  0  0  0 1 3 4 
W 2 3 1  0  0  0 1  0 4 3 7 

Total  5 8 4 1 0 0 4 0  13  9 0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- 
cultural schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-
vocabulary; Pr-pronunciation. 
 

 
2010 
Table 32. Overall activation of schemata per skill in the student book M10. 
 

    Skill/Type of  
schema C X C A 

CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 1 2  0 2  0  0  0 1 1 5 6 
R  0 6  0 1 1  0 1 1 2 8 10 
S  0 3  0  0 1  0  0 1 1 4 5 
W  0 9  0 3 1  0  0 3 1 15 16 

Total  1 20 0 6 3 0 1 6  5  32 0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation 
 

 
 Table 33. Overall activation of schemata per skill in the teacher guide M10  
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 
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L 1 2 0  3  0  0  0 1 1 6 7 
R 4 2 0   0 1  0 1 1 6 3 9 
S 1 2 0   0 1  0  0 1 2 3 5 
W 4 5 0  3 1  0 1 2 6 10 16 

Total  10 11 0 6 3 0 2  5 15  22  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
School LL 
2000 
 
Table 34. Overall activation of schemata per skill in the student book LL00. 
  Skill/Type of   

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X F A 

Total 
X 

Total 
A Total 

L  0 3 0  1 0  0  1  0 1 4 5 
R 3 16 1 3 0  0  1 1 5 20 25 
S 2 4 1 1 0  0  1  0 4 5 9 
W 2 5 2 3 0  0   0 2 4 10 14 

Total  7 28 4 8 0 0 3 3  14  39 0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation 
 
 
 
Table 35. Overall activation of schemata per skill in the teacher guide LL00  
 
 Skill/Type of    

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X F A 

Total 
X 

Total 
A Total 

L 1 2 1 0  0  0  1 0  3 2 5 
R 15 8 5 0  0  0  2 3 22 11 33 
S 4 2 2 0  0  0  0 0  6 2 8 
W 3 3 4 1 0  0  2 1 9 5 14 

Total  23 15 12 1 0 0 5 4 40   20 0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
2005 
Table  36. Overall activation of schemata per skill in the student book LL05 
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A Cu X 

Cu 
A 

F G 
X FG A 

Total 
X 

Total 
A Total 

L  0 3 0  1 0  0  0   0 0 4 4 
R 3 9 1 4 0  2  0 2 4 17 21 
S 1 8 1 1 0  0   0  0 2 9 11 
W 2 1 0  2 0  0   0 1 2 4 6 

Total  6 21 2 8 0 2 0 3  8 34  0 
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
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Table 37. Overall activation of schemata per skill in the teacher guide LL05 
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A Cu X 

Cu 
A 

F G 
X FG A 

Total 
X 

Total 
A Total 

L 2 2  0 0  0  0  0  0  2 2 4 
R 9 3 4 1 1 1 1 1 15 6 21 
S 7 2 2 0  0  0  0  0  9 2 11 
W 2 1 2 0  0  0  1 0  5 1 6 

Total  20 8 2 1 1 1 2 1  31 11  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
 
2010 
Table 38. Overall activation of schemata per skill in the student book LL10  
 
 Skill/Type of  

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L 3 2 0  2 0  0  0  0  3 4 7 
R 0  7 1 3 0  0  0  3 1 13 14 
S 0  3 0  3 0  0  0  0  0 6 6 
W 0  1 2 1 0  0  0  1 2 3 5 

Total  3 13 3 9 0 0 0 4 6  26  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 
 

 Table 39. Overall activation of schemata per skill in the teacher guide LL10 
  Skill/Type of 

schema C X C A 
CL 
X 

CL 
A 

Cu 
X 

Cu 
A 

F G 
X 

FG 
A 

Total 
X 

Total 
A Total 

L  0 5 2 0  0  0  0   0 2 5 7 
R 2 5 3 0  0  0  3  0 8 5 13 
S 4 1 2 1 0  0   0  0 6 2 8 
W 1 1 1 1 0  0   0 1 2 3 5 

Total  7 12 8 2 0 0 3 1  18 15  0 
Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu- cultural 
schemata, F: formal schemata; within language related schemata (CL): G-grammar; V-vocabulary; Pr-
pronunciation. 
 

 

ACTIVATION TECHNIQUES 
 
2000 
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Table 40. Overall activation techniques used in the coursebooks for the year 2000 as related to skill practice 
involved. 
 

Technique/ Skill L R S W Total 

A: Previous activity 6 16 9 14 45 

A: Image 1 20 5 4 30 

A: Personal question 0 0 2 2 4 

A: Exemplification 1 1 2 7 11 

A: Setting of the context 3 2 0 2 7 

A: Triggering element in the rubric/title 1 10 3 3 17 

A: Elicitation of Sch. 0 1 0 0 1 

Total 12 50 21 32 12 
 
 
Table 41. Overall activation techniques suggested in the teacher guides used in the year 2000 as related to 
skill practice involved. 
 

Technique/ Skill L R S W Total 

A: Image exploitation 0 4 4 1 9 

A: Reference to previous activity 2 1 4 2 9 

A: Personal question 0 1 0 1 2 

A: Authentic materials/realia/flashcards 0 1 0 1 2 

A: Elicitation od schemata 0 5 2 2 9 

A: Elicitation of expected words 0 0 0 0 0 

A: Elicitation of expected content 0 2 1 1 4 

A: Setting of the context 2 2 2 2 8 

A: Exemplification 0 0 3 3 6 
A: Exploitation of title 0 1 1 0 2 

A: Exploitation of example 0 0 0 2 2 

Total 4 17 17 15 53 
 
Activation techniques and types of schemata 
Content schemata 
Table  42. Activation techniques used to activate content schemata. 
 

Technique 2000 2005 2010 Total % 

Previous activity 36 25 32 93 37.8 

Image 27 23 18 68 27.6 

Personal question 4 3 3 10 4.1 

Exemplification 6 5 12 23 9.3 
 
Setting of the context 
 

7 4 4 15 6.1 

Triggering element in the 
rubric/title 
 

15 5 16 36 14.6 



262 
 

Brainstorming/Elicitation of 
Sch. 

1 0 0 1 0.4 

Previewing 0 0 0 0 0.0 

Total 
   

246 
  

Cultural schemata 
 
Table 43. Techniques used to activate cultural schema. 
 

Technique 2000 2005 2010 Total % 

Previous activity 2 2 0 4 44.4 

Image 1 3 0 4 44.4 

Personal question 0 0 0 0 0.0 

Exemplification 0 0 0 0 0.0 

Setting of the context 0 0 0 0 0.0 
 

Triggering element in the 
rubric/title 

0 1 0 1 11.1 

 

Brainstorming/Elicitation of 
Sch. 

0 0 0 0 0.0 

Previewing 0 0 0 0 0.0 

Total 
   

9 
  

 
Formal schemata 
 
Table 44. Techniques used to activate formal schemata. 
 

Technique 2000 2005 2010 Total % 

Previous activity 1 3 6 10 17.9 

Image 5 8 9 22 39.3 

Personal question 0 0 0 0 0.0 

Exemplification 2 2 1 5 8.9 

Setting of the context 0 0 0 0 0.0 
Triggering element in the 
rubric/title 4 9 6 19 33.9 

Brainstorming/Elicitation of Sch. 0 0 0 0 0.0 

Previewing 0 0 0 0 0.0 

Total 
   

56 
  

 
2005 
Table 45. Overall activation techniques used in the coursebooks for the year 2005 as 
related to skill practice involved. 
 

Technique/ Skill L R S W Total 

A: Previous activity 6 13 11 5 35 
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A: Image 6 14 11 1 32 

A: Personal question 0 0 4 0 4 

A: Exemplification 1 0 4 2 7 

A: Setting of the context 1 2 1 0 4 

A: Triggering element in the rubric/title 6 5 5 3 19 

A: Elicitation of Sch. 0 0 0 0 0 

Total 20 34 36 11 101 
 
 
Table 46. Overall activation techniques suggested in the teacher guides used in the year 
2005 as related to skill practice involved. 
 

Technique/ Skill L R S W Total 

A: Image exploitation 1 4 3 1 9 

A: Reference to previous activity 0 1 1 2 4 

A: Personal question 1 4 3 0 8 

A: Authentic materials/realia/flashcards 0 0 2 0 2 

A: Elicitation od schemata 2 2 4 1 9 

A: Elicitation of expected words 0 4 0 0 4 

A: Elicitation of expected content 3 3 3 0 9 

A: Setting of the context 2 2 0 0 4 

A: Exemplification 1 1 3 0 5 
A: Exploitation of title 0 1 0 0 1 

A: Exploitation of example 0 0 0 0 0 

Total 10 22 19 4 55 
 
 
2010 
Table 47. Overall activation techniques used in the coursebooks for the year 2010 as 
related to skill practice involved. 
 

Technique/ Skill L R S W Total 

A: Previous activity 3 13 11 12 39 

A: Image 5 13 5 3 26 

A: Personal question 0 0 1 2 3 

A: Exemplification 1 0 1 2 4 

A: Setting of the context 1 3 0 1 5 

A: Triggering element in the rubric/title 7 12 2 4 25 

A: Elicitation of Sch. 0 0 0 0 0 

Total 17 41 20 24 102 
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Table 48. Overall activation techniques suggested in the teacher guides used in the year 2010 
as related to skill practice involved. 
 

Technique/ Skill L R S W Total 

A: Image exploitation 3 3 1 1 8 

A: Reference to previous activity 1 4 2 5 12 

A: Personal question 4 1 1 1 7 

A: Authentic materials/realia/flashcards 0 0 2 0 2 

A: Elicitation of schemata 2 0 1 0 3 

A: Elicitation of expected words 0 0 0 0 0 

A: Elicitation of expected content 2 2 1 0 5 

A: Setting of the context 8 2 0 4 14 

A: Exemplification 0 1 1 0 2 
A: Exploitation of title 0 0 0 0 0 

A: Exploitation of example 1 1 6 3 11 

Total 21 14 15 14 64 
 

 
 


