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1 INTRODUCTION

Even though there are ample resources of coursksbaad study materials available for
language courses, it seems that many of them d@moide teachers or learners with
means for dealing with fiction in the language tisabeing taught and learned. The use of
fiction in foreign language learning and teachiraesl not seem to be widely spread in
Finnish schools. Foreign language teachers may ifirmh overwhelming challenge to
include any extensive reading in their courses @dedk and Ferris 2009: 209-210). Even
though teachers seem to have sufficient contentvletge about the language they are
teaching, the combination of attending to bothidictand teaching language brings about a
challenge that can seem impossible, especiallyefttachers have no experience of using

fiction in their teaching.

While there are several challenges in using fictioioreign language teaching, they are
not insurmountable and are clearly outweighed lyntlany benefits. For instance, fictional
texts bring authenticity into the learning event affer a diverse platform for working
with different aspects of learning, such as grammaacticing the four skills (reading,
listening, speaking, writing) and exploring cultukaowledge. Reading fiction as a part of
a foreign language course can also be an enjogxblerience for the student, and indeed it
should be.

The present work is a material package for teachiatign in English. We chose to design
a material package for several reasons. Firstly,imerest in this topic emanates from a
lack of variety in high school course book materiglarticularly those that deal with fiction
in one way or another. A good number of course bankrently available seem to contain
types of activities which invariably adhere to a&uesive pattern. For example, many
Finnish high school English course books consistn@inly three different types of
activities: fill-in the blank exercises, translagifrom Finnish into English and questions
relating to a main text (Benmergui et al 2007, Bavet al 2007). Thus, the diversity in
learning materials suffers. It is particularly retjable that there is such a lack of variety of

different types of activities in the books for thgh school English courses that include
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some use of fiction. Most of the textbooks for ttyipe of course devote just a few pages
for fiction or literature related issues and, i opinion, do not include enough authentic

material derived from works of fiction.

Another reason for choosing this topic is our peasanterest in exploring the potential to
learn foreign languages through fiction. It is galg acknowledged that the time and
resources for language learning in schools argdonand insufficient for fluent language
skills. This fact promotes the potential of infodlnf@nguage learning, for example through
reading fiction in one’s free time. As defined bgh8gurensky (2000: 1), informal

language learning is any learning that occurs dattie curricula of formal and non-formal
education. Thus it can also occur during langudasses in formal education in addition to

the formal learning included in the curriculum.

Perhaps most importantly, we wish to motivate arsphire EFL learners to read in English
and to find enjoyment in their reading. We belighe motivation to learn languages
through fiction may strongly depend on learnersiagal attitudes towards reading fiction.
Therefore we think it is important to change polssibegative attitudes towards reading
fiction and reinforce positive attitudes, and weédo be able to achieve that through our
material package. Thus we wish to provide teachacduding ourselves, with new and

varied course material mainly focused on the udectédn in foreign language teaching.

Our material package is designed to be employea Bmnish high school English course,
more specifically the course that deals with thertas of culture and literature, although it
may also be used as the material for an additiooatse not included in the curriculum.

The material will therefore be directed to languégpgners who are approximately 17-18
years old. High school students already have pialgngood foundation skills in English

language, having usually studied it for seven yegapimary and secondary school prior to
starting high school. Also, many Finnish high sdhstoidents consume vast amounts of
different kinds of media in English in their freené and, thus, often acquire new
vocabulary and language skills outside formal etlonaThe novel we have chosen to be

read in this course i¥he Time Machindy H.G. Wells. This choice was influenced by
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availability of material, the length and linguisttomplexity of the novel and also the

themes of the story.

Our material package has two main theoretical fesu&irstly, our aim is to explore the
four different skills in language learning: readirgptening, speaking and writing. The
activities of the material package are intendeprtvide the learners with practice in all of
these areas. These skills may be also be labele@captive (reading, listening) and
productive (speaking, writing) skills. Each onetbése is equally important in language
learning. In the Finnish National Core Curriculug®Q3: 103) it is clearly stated that the
students need to be provided with opportunitieseton in all of the above four areas.
Therefore, this material based on the four langusigis can be directly linked to the

Finnish National Core Curriculum (2003). Moreovére organisation of the material in
accordance with the organisation into the four legge skills may be familiar and improve
its accessibility to language teachers and learrteven though all of the skills will be

included in the material package, reading as &wkllfunction as its core in the same way
that the novel we have chosehhe Time Machinby H.G. Wells - works as the core of the

course.

Secondly, the pedagogical method we have chostsksbased language teaching. Task-
based teaching also adheres to the importance mimemication and authenticity in

language learning which are essential in both CEEBO3) and the Finnish National

Curriculum (2003), and may even have contributeth&increased role of communicative
language teaching. According to Nunan (2004: 1lxKthased language teaching has
strengthened [...] the emphasis on learning to concatathrough interaction in the target
language”. Also, since the starting point of ounrse is a novel, which is an authentic text,
task-based teaching with its emphasis on authgntithy be considered a suitable method

for our course.

Other recent material packages for English counses employed various approaches such
as the schematic theory of reading (Kotilainen 20&8d perceptual learning styles

(Marjakangas & Sauvola 2012). Schematic theory esfdmg focuses mainly on what
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happens in the reading process from a cognitivepeetive. The schema theory proposes
that when learners read (or receive informatiomfiemother source) they attempt to fit the
new knowledge into a memory structure in order takensense of the newly gained
information. In other words, readers try to makesge of the new information by
incorporating to it what they already know about #ubject (Aebersold and Field 1997:
16-17). Even though we have not chosen to use ¢hensatic theory of reading as our
theoretical framework, some of the general litei@ton reading argues that the concept of
background knowledge - i.e. the reader’s knowledfyeontext and other texts - can be
treated as almost synonymous to schema, one okdheconcepts in schematic theory
(Aebersold and Field 1997: 8, Hedgcock and Fe®B92 Urquhart and Weir 1998: 70). In
that sense, we do take into account some of therlymag processes connected to reading

that are also present in the schematic theoryaufing.

We will start by discussing the four language skahd their role in language learning and
teaching. Then we will move on to consider readmghore detail and specifically reading
fiction in a foreign language. This section incladbfferent reading strategies, justification
for using fiction in foreign language teaching ahd principles for choosing a particular
work of fiction for teaching purposes. We will thewtline the theory for task-based
language teaching and further discuss it in thdecdrof the four language skills and also
the use of fiction in a foreign language classroobastly we will discuss our material

package and how it reflects our theoretical baakigdo including the four language skills

and task-based language teaching.

2 FOUR SKILLS IN LANGUAGE LEARNING

The Finnish National Core Curriculum (National Cd&arriculum for Upper Secondary
Schools 2003) acknowledges the four language skills&anguage teaching. The NCC
(2003: 103) states that in foreign language teaghime students “must be provided with
opportunities to listen, read, speak and writedifierent purposes on every course, even
though the priorities emphasised vary from coumsedurse”. This, however, is only a

general outline and for instance Nation (2008: tig¢sses the value of language-focused
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learning and fluency development aside to meangged input (reading, listening) and

output (speaking, writing) in a language course.

Johnson (2008) presents a classic division ofsskillanguage learning into four mediums:
speaking, writing, listening and reading. Thesdsskre also often labelled as receptive and
productive skills. In addition, Johnson (2008) eanikes the importance of acknowledging
that each of these skills involve active processieme of the skills should, therefore, be
considered as passive reception of information.pidesthe classical division, Johnson
(2008) also raises a question about the relevahteeoseparation of the skills. He states
that they are more or less interconnected andthiegt should be dealt with together. For
example, the receptive skills of reading and listgninvolve common comprehension
processes, such as bottom-up and top-down progeSdnese processes will be explained
in more detail in a later chapter on reading. Reg@ixercises could thus be easily changed
into listening exercises. It is important to realithat there are similarities and

interconnections between the skills as well asdiifices (Johnson 2008: 278).

The activities in this material package will be amged according to the classic view of
language skills. The organisation of the matesaasily accessible to EFL teachers since it
is compatible with the language goals and criteri@ommon European Framework of
Reference (2003). Moreover, teachers may findlpfbketo be able to focus on the type of
activities which best meet the needs of individaatners. However, the language skills are
hardly used in isolation outside the classroom.sJhue wish to put emphasis on the
versatility and the pervasiveness of language ms$ka material package, rather than focus

on certain aspects of language use in isolation.

Despite the fact that all of the four skills areually important, the core of this material
package will be reading. As the first hand resowfcinis material is a written text, reading
comprehension will build the foundations for leagnEnglish. In the next chapters, we will
first briefly introduce speaking, writing and lisiag as language learning skills and finally
turn to discussing reading in more detail. A clogmw at reading fiction in a foreign

language will be taken in the next chapter.
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2.1 Speaking

Speaking was previously seen as a repetitive siler than a communicative one. The
environmentalist approach, which influenced th&dfef language learning until the end of
the 1960s, had an underlying assumption that thvaee nothing else to speaking beyond
merely repeating, imitating and memorising inpuygste 2010, Martinez-Flor, Us6-Juan
and Soler 2006). The subsequent audio-lingual ndeéimophasised drills and repetition of
grammatical structures, associating speaking withodg (and often native-level)
pronunciation. This view of language learning isedily linked to behaviorism, which
associates learning with a mechanical stimulusti@asequence and considers the agency
of the learner irrelevant. During the past few dlesathe emphasis has shifted from the
behaviorist approach to communicative competendelamimportance of fluency has been
emphasised along with accuracy. Speaking has semwaledged as a complex cognitive
process involving several stages of processing @Btaate 2010) and also as “an
interactive, social and contextualised communieagvent” (Martinez-Flor, Us6-Juan and
Soler 2006: 139).

The fluency of a speaker is affected by speakemdeunge of several linguistic and
exralinguistic aspects (Thornbury 2005: 11-26).r&kiguistic knowledge involves topic
and context knowledge which help speaker to congméhmessages from other speakers.
For instance, a shared cultural experience ab@aephames or historical facts adds to the
experience of easiness in a speaking event. Howaeeording to Thornbury (2005: 31),
knowing culturally embedded rules of social behavig less important due to the fact that
contemporary language use may involve cross-clileameounters. In these situations the
relevance of culturally specific knowledge is dele. Also, the degree of familiarity
between speakers has a major role in speaking £sartde usually people who know each
other share more information than complete strangeinguistic knowledge, for one,
encompasses the ways language is formed both atsmibght be a typical manner of
uttering certain structures and what kind of grateahand lexical qualities they have. For
a foreign language speaker, genre knowledge iswszful, especially if they wish to learn
about formal ways of speaking such as giving presiems or lectures. Going into more

detail concerning linguistic knowledge, what Tharnp(2005) refers to as extended lexical
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items, such as “You ought to”, “Why don’t you” ov¥6éu’d better”, are among the easily
learned and useful aspects of speaking. Likewisewing about different variants of a
speaking event, such as the status of one’s ictgdo and ways of signalling phases of
speaking, for instance, ending a speaking turn, praye beneficial to be familiar with in

the foreign language. Importantly, also in terms cafr material, Thornbury (2005)

highlights a clear distinction between written asygoken grammar. For instance, the
conditional and passive forms are rarely used okep language. Moreover, Thornbury
(2005) notes, some of relatively frequent aspetspoken grammar such as ellipsis (e.g.
“It might be” versus “Might be”) are often omittécbm language courses. If the aspiration
in language learning is fluency, for both grammad &ocabulary, frequency may be the

most convenient rationale in choosing contentéarming activities.

Accuracy (e.g. pronunciation accuracy), on the ottend, may have gained emphasis in
foreign language learning since it lends itselheatwell to language learning assessment.
Accuracy can be measured against a norm, which snakeery appealing for anyone

evaluating the students’ speaking skills againstlaar, and while the norms are difficult to

determine since there is a great variety of difiereative speakers, blatant deviations from
the norm are still easily detectable (Luoma 200H). Despite the ease of using native
speaker standards in assessment, they cannot ®lthestandard used since the current
trend in language teaching is towards communicativ@petence, and as already stated,
there are numerous different native speaker stdsdarchoose from. It is also practically

impossible for all learners to acquire native skifl all areas of language learning. Still, the
use of native speaker standards cannot be whaltyrégl in language teaching either. They
provide a practical tool for teachers, as longh&y tare not the only assessment tool being
used. Thus, native speaker standards do, to somemtexuide pronunciation and the

teaching of speaking skills, but communicative @ffeeness on the whole is or should be a

main standard for assessment (Luoma 2004: 11).

Also, the correctness of the linguistic forms beusgd is only one aspect of effectively
teaching speaking skills. The students also neeldetdaught what linguistic forms are

appropriate in which context. In other words, spegkequires the learners to produce
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language that is both linguistically correct anagmatically appropriate (Martinez-Flor,
Us6-Juan and Soler 2006: 139). While linguisticuaacy is important, comprehensibility
and pragmatic appropriateness are a wider conoeptnaich more than simply accuracy of
speech. Whereas the linguistic correctness was ssexety emphasised in the
environmentalist and audio-lingual approaches, there recent emphasis on
communicative competence has caused a shift from-focused teaching of speaking to a
focus on meaning. This is congruous with the cémtlea of task-based teaching, which
also emphasises meaning-focused language usetdskibased teaching is an appropriate
method for teaching speaking in a foreign languagea way that focuses on
communicative competence and fluency instead ofirate pronunciation. This focus on
communicative competence is reflected in the spepkasks included in this material,
particularly since the majority of the speakingktasequire the students to communicate

with each other and to produce answers to questiojustification for their own opinions.

2.2 Writing

Writing, as has been the case for all of the famglage skills, has gained significantly
more attention as a separate, individual skill odlying the past few decades. Since
learning a language was seen as a mechanical prowesly involving repetition of speech
at least until the end of the 1960s, writing wasutiht of as a secondary skill to speaking
and as something that merely reinforces the legroingrammar and vocabulary (Uso6-
Juan, Martinez-Flor and Palmer-Silveira 2006: 3B§land 2003: 3). More cognitive
models of writing started appearing in the 1980d #us the learners’ mental processes
during writing began gaining more importance argrble of the learner became that of an
active writer (Uso-Juan, Martinez-Flor and Palmivea 2006: 385-6, Hyland 2004: 7).

This shift of focus from the form to the writingquess has continued since and the act of
learning to write in a foreign language is now seea wider sociocultural context. There
is also an increasing interest in writing as anviddial language skill and how it relates not
only to the other three language skills, but atsedrious other fields of study. Researchers

have gained more understanding on how writing slglbis learned in not only linguistics,
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but also in the fields of psycholinguistics, cogrmtpsychology and sociolinguistics, and it
is now understood that writing is inseparable fritgrcultural and institutional context and,
much like reading, it involves a dynamic interantioetween the text, the writer and the
reader (Us6-Juan, Martinez-Flor and Palmer-Silve0@6: 383). Thus the aim of writing

should always be a communicative one and the wsheuld be aware of their potential

readers while writing a text (Nation 2008: 94).

Not only is writing a communicative event betwebge student, the text and the reader, it
can also be communicative in the sense that theests work with each other during
writing tasks. There are substantial theoretical gedagogical foundations for using
activities that require the students to work inrpair small groups, especially in second
language writing classrooms (Storch and Wigglesw@®06: 157). Nation (2008: 98)
defines tasks that are too difficult for one studerdo alone and benefit from group or pair
work as shared tasks. Many collaborative activitiefreign language writing classes take
place either before or after the writing activitgelf, in the form of brainstorming ideas
together or students giving feedback to each otimethe finished product, and thus the
actual writing process remains individual and pevgstorch and Wigglesworth 2006: 157-
8). However, there is no reason why the writinglftshould not be a collaborative activity.
In fact, Storch and Wigglesworth (2006: 18) argu®ttaccording to the social
constructivist theories of language learning, thedents may work at higher levels of
activity in pairs or groups, compared to workingred, because of the collaboration and
scaffolding activities inherent in group or pair ko Storch and Wigglesworth (2006)
conducted a comparative study on the process tdbayhtive composition, studying 24
individuals and 24 pairs of graduate students istAalia who had studied English as a
foreign language. They discovered that while thesxe no great differences in the
accuracy or complexity of the texts, the learnemlpced significantly more accurate texts
in pairs than individually. They concluded that ajex grammatical accuracy may be the
result of the opportunity for immediate feedbacko(&h and Wigglesworth 2006: 172).
The participants working in pairs were able to eotreach other and also to offer each
other feedback and reassurance (Storch and Wiggtes\W®006: 171). Writing tasks that
are carried out in groups encourage the studentsato from each other and to see each
other as a learning resource (Nation 2008: 99, lda@04: 73).
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According to Hyland (2003: 2) theories of secontglaage writing can be approached as
options to what could be done with students inl#mguage class. These options include
language structures, text functions, themes orc$ppcreative expression, composing
processes, content, genre and contexts of writisgially, teachers apply several of these
focuses in their teaching. Firstly, the structunaéntation views writing as combinations of
lexical and syntactical forms. Knowledge of theserfs and the ability to use them in
creating texts determines good writing along whlke triteria of structural accuracy and
exposition. The second option, focus on text fumgj emphasises the fact that certain
language forms perform particular communicativecfioms. In other words, students
explore patterns exemplified in texts and are gilitle for example, develop effective
paragraphs through the creation of topic senteandsthe development of different types
of paragraphs. Exploring texts and creating rutgsafriting a certain type of text will also
be an aspect this material will focus on concernwgting tasks, along with

expressiveness.

The third and fourth options take into account Wngter's expressiveness and writing
around a certain topic. Teaching emphasises writeva experiences and opinions with
the goal of bringing forth their personal voices.dddition, writing is seen as means for
sharing personal meanings and contrastively tetre-focus and rigid practice writers are
encouraged to be creative and experiment throwgghvirriting. The fifth option focuses on
the writing process. In this process “planningfiiing, revising and editing never occur in
a linear sequence but are recursive, interactivepamentially simultaneous, and all work
can be reviewed, evaluated and revised, even befoyetext has been produced at all”
(Hyland 2003: 11). In this sort of writing procefise purpose of the teacher is to promote
the creativity of the learners and to act as tpeide in the process of drafting, revising and
editing their writings (Us6-Juan, Martinez-Flor aRdlmer-Silveira 2006: 386). The sixth
option in teaching second language writing focusesvhat students are required to write
about. This involves writing around a theme or pidcssuch as pollution, relationships,
stress and so forth. Finally, genres may constiguf@tential starting point for teaching
second language writing. This approach highlightsfact that writers of texts have goals

and intentions in writing texts and communicatiaralg concerning their target audience
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(Hyland 2003, 2004: 9). Each of these optionsnsyne way or another, accounted for in
the various writing tasks of this material.

Nation (2008) lists several principles for teachiogeign language writing skills, which
include learners bringing their own experience kmowledge to their writing, and students
being required to do as much writing as possibentér’'s (2004) view of second language
writing is congruent with Nation’s as he emphasiges building of a reading habit. The
successful cultivation of the reading habit is dej@t upon several factors concerning
writing tasks. Writing tasks should be both appepland relevant for writers, that is,
matching the interests and skills of a certain g@eip and proving useful in future writing.
Moreover, in order to ensure full engagement, wgitiasks should involve writers not only
intellectually but also emotionally (Harmer 2004£)6In order to help students overcome
any problems that might arise in a writing taskrrilar (2004) suggests that a writing task
clearly specifies goals and topic information. Hettask is, for example, the writing of a
poem, writers should have access to informatioruabize topic. Providing the linguistic
forms needed in the writing task, aiding in braomsting ideas and giving the opportunity
to use a specific writing scheme, such as an adeerent, may be of help (Harmer 2004:
62-63).

As with reading, the learners draw from their baokgd knowledge when writing and
apply knowledge gained from the reading they hawveedin that language, actively
constructing and reconstructing ideas in the wgitprocess. Applying the knowledge
gained from reading to their writing is somethihg students will be required to do also in
the context of our material package, as many othbkenes for potential writing tasks will
emerge from the reading material, i.e. the novbeke @mount of writing tasks included in
the material package will also reflect this prideipf writing as much as possible within
the context of the course, and also the requirerfterd relatively extensive project stated
in the course description in the Finnish Nationare€CCurriculum (2003: 104). There will
be several, shorter writing tasks in the matehat function as continuous writing practice
for the students and two longer writing tasks thiditdraw on the reading and other writing

tasks done during the course.
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2.3 Listening

Until the end of the 1960s, listening was seen pasaive skill which had little to no role in
language learning and was largely neglected (Usé-&und Martinez-Flor 2006a: 30). In
the audio-lingual method of language learning aathing, listening was seen as input for
the learners to repeat and imitate in their owrespeln behaviourist terms, the input the
learners listened acted as a stimulus, which prediuwith enough practice, the correct
reaction, i.e. grammatically and phonologicallyrect spoken forms. More recent research
sees listening as more active and interpretivega®evhere “the message is not fixed but is
created in the interactional space between paaiitgd (Nation and Newton 2009: 39).
Brown (2011: 5) defines listening as using the kieolge of individual pieces of language,
such as sounds and grammatical patterns, togethtétr eontextual knowledge, to
understand what we hear. He also states that &aeafilistening and reading being passive
skills was not abandoned until during the 19809¥Br 2011: 3).

This reflects a wider shift towards communicatiampetence in language learning. The
shift from a passive skill to a more active aneiattive process is also precisely what has
happened to how reading as a language skill isepad. Listening and reading, both
receptive skills, share many similarities and sodiféerences as well, which will be
discussed in more detall in the last chapter &f $leiction detailing the connections between
the four language skills. Nowadays behaviourisagdbave significantly less influence on
foreign language teaching. Listening comprehensasrit is now understood, is a complex
cognitive process and has thus been considereel tioebmost challenging language skill to
learn (Uso6-Juan and Martinez-Flor 2006a: 29). Gnather hand, all four language skills
are now seen as interconnected, complex cognitiveegses, and no individual skill can

perhaps be said to be the most difficult one tohea learn.

According to Nation and Newton (2009: 38) the applees to language learning that give
more importance to listening include “a listeningyo period” during which the use of
other skills, mainly speaking, is actively discayed. This sort of early emphasis on

listening is based on views on language teachirag #dre distinctly different from
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approaches such as the audio-lingual one, in wlsténing was reduced to mere input
repeated by the learners. These views that emghélsez role of listening see language
learning and using a language as a cognitive &gtian important part of which is

meaningful listening, which in turn functions ag thasis for other language skills (Nation
and Newton 2009: 38). While there are many valglarents against such a period during
which listening is emphasized at the expense ofothers skills and the use of a strict
“listening-only period” is discouraged by more neceheory and research, researchers
agree that receptive skills, including listeninge a significant part of any language

instruction (Nation and Newton 2009: 39). Listencan of course function as a basis for
other language skills. According to Ellis (2003:),38imple listening tasks can engage
novice learners in meaning-centred activity in a-ttreatening way which can help them
in later production tasks. Thus listening can enage the students to engage in production

tasks instead of discouraging the use of othelsskil

Nation and Newton (2009: 37) argue that while hstg is seen as particularly important
skill in language learning, it is also the leasterstood of all four language skills and

generally overlooked in many language classroonsiléeM has been accepted in foreign
language learning research that the learners mstiaiction and assistance in the skills of
reading and writing, it has also been assumedligtaning and speaking do not require
such focus and instruction since they are skiléd thative speakers acquire automatically
(Nation and Newton 2009: 37). In many cases, liagein a foreign language classroom is
understood in a narrower sense twaring Hearing implies no conscious, complex
cognitive effort to concentrate on making sensetwhéaeing heard, whereas listening
suggests a more active and alert role. Certainlgymtaxtbooks for Finnish high school

English courses do not seem to pay much partiaitantion tohowthe students should be

listening, or teach them any listening techniquedistening strategies (Benmergui et al
2007, Davies et al 2007). At the most, these cotesébooks ask the learner to pay
attention to certain vocabulary items before a tshstening exercise or include a list of

follow-up questions to ensure understanding. Mgjooi the listening exercises in these
textbooks are texts which are also printed in tbekbfor the students to read along while
they are listening. While the option of reading distening to the text simultaneously can

be helpful to students, they might benefit from ihgumore listening tasks where they do
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not have the option of reading and have to conaemtin what they listen. This, of course,
would benefit the students more if they had actedsstening strategies. A more detailed

look at different reading strategies will be takera later section of this chapter, and many
of those strategies can also be applied to listgnaiso a receptive language skill.

Consequently, in the listening tasks in this matene have explicitly mentioned certain

strategies which have already been introduceddstindents in the context of reading. For
example in thes time travel possible?ideo task the students are instructed to listerhfe

main idea as they watch the video.

Moreover, although listening is commonly underst@sdprocessing auditory input, other
factors such as body language can also affect taener input is processed. In this
material, these factors will be present in the $askere the students discuss the events of
the book or other topics and thus use the skillsoath speaking and listening in a
comprehensive way. As language learning is seereasmgly as a complex cognitive
process, the importance of treating listening asetbing the learners actively engage in

and providing the learners with practical listengtgategies, is by no way exaggerated.

Ellis (2003: 38-49) further differentiates betwdestening to comprehend and listening to
learn. In listening to comprehend, the listener nmaye different roles and listen for
different purposes, in addition to using both scagenand contextual knowledge in order
to construct the meaning of what they are listenifige ultimate goal of listening to
comprehend is a communicative one. Listening tanlean the other hand, is qualitatively
different from listening to comprehend and involhagtended processing. The idea of this
conscious process of listening to learn opposesvib® held by many linguists that
acquisition will occur unintentionally when the iears understand the input. Ellis (2003:
45-7) argues that there is a need distinguish @mivikese two, listening to comprehend
and listening to learn, and that learning througitehing can and does happen as a
conscious process. Regardless of whether or motsihe most accurate model of listening
in the context of language learning and teaching weould argue that listening as a skill
requires conscious processing and the use of ilgjesirategies in order to be an effective

skill in language learning.
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2.4 Reading

The act of reading in a foreign language is notleaefined (Aebersold and Field 1997,
Grabe and Stoller 2002, Koda 2005). Up to the dntied 1960s reading had been defined
simply as decoding a text (Us6-Juan and Martinez-ED06b). This idea was replaced by
an increasing interest in comprehension in the §9@ shown by the number of
publications that specifically mention comprehensio relation to reading, which also
corresponds to an increasing academic interestadimg in general (Urquhart and Weir
1998: 20). Decoding itself is arguably an insu#fidi definition of the whole reading
process since, according to the current view, readften also includes understanding the
text that is being read. However, it is possibledad a text written in a foreign language
aloud without understanding any of the words. Tl of reading includes decoding of
linguistic units without comprehending the meanoighe text being read (Urquhart and
Weir 1998: 20). A more complete view of readingemkinto account all the various
cognitive processes involved in the act of readwmgich is incidentally how Urquhart and
Weir (1998: 20) define comprehension.

An influential theory called the schema theory gdiinterest in the reading research in the
late 1970s and the early 1980s. According to tiherma theory, any spoken or written text
does not carry a meaning in itself but gives dioe& for the reader to arrive at an
interpretation of the text (Us6-Juan and Martinkx-R2006b: 265). The thrust behind
schema theory is that comprehension is composddmfparts - a linguistic component
responsible for decoding the text and sending métion to the brain, and a conceptual
component that connects this information to prestexy knowledge structures (i.e.,
schema) (McNeil 2010). It can be argued that ines@ray texts are never complete, but are
being constantly completed in the reading procegsreaders who refer to their own
background knowledge in order to understand whey #re reading (Urquhart and Weir
1998: 43). This may be a particularly accurate whaylescribing the process of reading
fiction. Text-reader interaction (Aebersold andI&i#997: 5, Hedgcock and Ferris 2009:
49, Koda 2005, Uso6-Juan and Martinez-Flor 2006B) P@s been part of the definition of
reading since the schema theory was introducedorfioty to Hedgcock and Ferris (2009:

49) cognitive processes and strategies combinddwaitious types of information from the
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text comprise the process of reading. Reading,galeith the other previously discussed

language skills, is thus a combination of varioogrative processes.

Koda (2005) and Grabe and Stoller (2002) examimgmitive aspects involved in foreign
language reading in detail. Foreign language repdirviewed through reading ability and
comprehension. Koda (2005) names several key coemp®rof foreign language reading:
word recognition, vocabulary knowledge, intrawordiageness and word-knowledge
development, information integration in sentenaegcpssing, discourse processing and text
structure and comprehension. Most of these aspédtseign language reading focus on
specific cognitive and physical processes affectifgreign language reading
comprehension. Word recognition, for example, eterparticular processes of extracting
lexical information from graphic displays of wordad converting graphic symbols into
sound or meaning. According to Grabe and Stoll@022 9-10), simple definitions of
reading in a foreign language provide little inf@tion of the cognitive processes and skills
that function in various combinations in order teate reading comprehension. Moreover,
such definitions ignore the evident impact of fgreilanguage proficiency to reading

performance and the fact that people engage inmgaa different manners.

Yet another concept considered to have significameceading iscontext.In addition to the
physical place of reading, context also refersh gurrounding culture of the reader. The
reading act is thus influenced by the values, telend norms perpetuated within that
culture (Us6-Juan and Martinez-Flor 2006b: 266)ccdmting for the role of context,
Urquhart and Weir (1998: 34) argue that readinditglgoes further than mere language
skills and has to also include pragmatic knowledgéd skills, with the reader interpreting
the text during the reading process and undersignthe text in its context. As the
cognitive view of foreign language reading compretien emphasises skills and processes,
both Koda (2005: 6) and Grabe and Stoller (2002prporate reading purposes to the
definition of foreign language reading. In otherrd® the way readers use a text influences
the combinations of skills and necessary processesading a particular text. Some of the
requirements narrative texts necessitate in tefmmeauling and designing teaching will be

discussed later in chapter 3. Indeed, defining irgadn a foreign language is not
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straightforward and in striving for comprehensiveplanations a variety of views is
essential. For the needs of our thesis we havele@do focus on the various purposes for
reading and also on different reading strategies.

2.4.1 Reading for different purposes

Reading invariably involves decisions considerihg tvay a text is read. According to

Hedgcock and Ferris (2009: 63) it is an importeentt pf any pre-reading activity to help

the students establish different purposes for repdtor the needs of this material we will
consider motivation and purpose similar concepkgtTs, we wish to refer to it as a drive
or interest to do something. In the ideal caseaal@r has a motivation for what they are
reading. A reader may also have several diffemetivations for reading a text. Grabe and
Stoller (2002: 12-16) have identified seven différpurposes for reading.

Reading to search for simple information

Reading to skim quickly

Reading to learn from texts

Reading to integrate information

Reading to write (or search for informatioreded for writing)
Reading to critique texts

Reading for general comprehension

NoakwnNpE

These purposes for reading can be considered astigegabilities employed in reading a
text. Many of the purposes mentioned on the list &iso overlap in a particular reading
event. In other words, one may for example neefir$o skim quickly through a text in
order to reach a general understanding before lsegréor information needed for writing.
The Time Machinewhich is the novel used in this material packagdiction in terms of
its text type and in addition to being a lengthgga of text, it contains different kinds of
information. Several of these purposes for readifbe utilised since they also often
overlap in reading tasks. For exampdading to learn from textwill be one of the main
objectives of the present material package asbelieading to critique textsThe main
interest, however, will be on reading for genenébimation. In the next few paragraphs we

will briefly present the details of each purposeriading.
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When reading to search for simple information,riseeder scans the text for a specific piece
of information. In prose texts this entails slowidgwn to process the meaning of a
sentence in search for clues. In addition, reasansple sections of a text to gain general
understanding. This is callekimming and it is a very common strategy in many reading
tasks. Skimming involves guessing where the wamémmation might be in a text and

using basic comprehension skills to form a genemderstanding of the text.

It is possible to learn from all kinds of texts. dnschool setting, however, students read
texts to learn from them and these texts are asally specifically designed for learning.
Such reading involves the appliance of a varietglalis. The reader needs to remember
detailed information in addition to the main idefaaotext, recognise and build ways to
organise information in the text and be able t& line text to their own knowledge base.
This type of reading is also more time-consuming aequires stronger inferring and
connecting of text information to background knadge. For example, a reader of prose
will often have to make connections between evetitgracters and information about
them. Many prose texts are also rich in intertelityawhich requires more effort and
additional background knowledge from the readen tfiar example, academic texts might

require.

In reading to integrate information the reader toeadecide how important complementary,
mutually supporting or conflicting information ane relation to each other. In addition,
some restructuring of parts of texts in order tooacmodate information from multiple
sources is required, as is the critical evaluatbrihat information. As a point to note,
reading to writeandreading to critique textsnay be seen as task variants of the present
purpose for reading.

The most basic purpose, especially when readingoric is reading for general
comprehension. It supports and underlies other quep for reading. Grabe and Stoller
(2002: 14) argue that its complexity goes beyonchroon assumptions of simplicity - it
actually requires quite an amount of skills. A flteeader processes words automatically

and rapidly, forms a general meaning representaifomain ideas and coordinates many
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processes under limited time constraints. Readingdr texts such as prose for general
understanding may, due to their high demands focgssing, be more challenging than
other purposes for reading. Due to this it is vitalprovide the students with necessary

strategies for reading.

2.4.2 Reading strategies

Language learning strategies and their potentiaiding successful learning in general
have been widely researched. Nevertheless, probtemserning for example conclusive
definitions of language learning strategies havsear For the purposes of this teaching
material a few of the developments in languageniegrstrategy research will be briefly
presented. According to Chamot (2005), who basesviesv of learning strategies on
cognitive theory (Macaro 2006), language learningtegies may be viewed as conscious
and goal driven procedures facilitating a learntagk. A particular language learning
strategy may help a learner in a certain contekieze learning goals the learner deems
important, whereas other learning strategies may baouseful for that learning goal.
Language learning strategy research shows, howehat, defining language learning
strategies is not a simple task. According to Mad@006) there is no certainty of what
language learning strategies actually are or whaly tconsist of. Language learning
strategies may comprise partly knowledge, intenéiod action, or all of them. Researchers
have also tried to categorise language learniregegjires with the purpose of tackling the
problem that some strategies refer to larger phemanthan others and some more abstract
than others. Organising strategies into hierarchigsh as main reading comprehension
strategies and substrategies has been suggestealiivény conclusive results. There has
also been debate whether language learning steatege effective. Arguably, successful
learning cannot be specifically linked to usinggaage learning strategies (Macaro 2006:
322). There are other factors such as motivatiod emividual backgrounds which
evidently have an impact on successful languageilea strategy use. However, language
learning strategy instruction has been deemed tielpfpromoting learning if its focus is
on metacognition and if it is carried out over lgngperiods of time (Macaro 2006: 321).
Introducing learners to learning strategies maypéeeficial and help to make the learners

more self-aware of their learning processes. Thitawareness is particularly important
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because the students will be required to moniteirtown learning and use different
methods of self-evaluating throughout the courgmt&gies are also an essential part of
intensive reading instruction, as will be discussed later chapter (Hedgcock and Ferris

2009, Nation 2008). Thus the use of strategiesri@idn language teaching is justifiable.

Within the context of this material package, with @mphasis on reading skills, explicit
reading comprehension strategies are of interestorling to McNeil (2010), McNamara
(2007) and Taylor et al (2006), reading comprelmnstrategies may be either cognitive or
metacognitive. Cognitive strategies can be appliedthe language itself, whereas
metacognitive strategies are used for planning,itoong or reviewing how interaction
with the text will take place. Both can and shobkl used in foreign language reading
instruction. Reading comprehension strategies d®luamong others, making self-
questions (McNeil 2010), summarising, making infiees, selective attention and using
imagery (lkeda and Takeuchi 2006, Camot 2003). iRstance, making self-questions,
which requires readers to make questions abouiettiehey are reading, has been proven
effective for foreign language readers (McNeil 208BB7). Reading comprehension
strategy research has also given birth to entitestres for instruction. McNamara (2004)
suggests a framework (SERT) for reading in a forédanguage. SERT, Self-Explanation
Reading Training, is based on a technique calléfdegplanation in which readers either
spontaneously or upon prompting explain difficidtts of a text to themselves. SERT uses
strategies such as monitoring comprehension, peaaply and predicting what the text
will say, making bridging inferences to link sepgaraleas within the text, and elaborating
by using background knowledge and logic to undaedstthe text. SERT strives to aid
reading comprehension by combining self-explanatiod specific reading comprehension
strategies. Despite positive experiences in uséagling comprehension strategies, Taylor
et al (2006) also note that in foreign languagelirepcomprehension it is not clear which

type of strategy has the greatest influence inessgfal reading.

According to fairly recent researches (see e.gldkand Takeuchi 2006), the use of reading
comprehension strategies varies according to aersatbreign language proficiency. In

other words, readers with lower level of proficignese strategies for reading differently
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compared to those with a higher proficiency lewvethe foreign language (McNeil 2010).
Usually those with higher proficiency are also olfeaylor et al 2006: 237) he effects of
reading strategy instruction depend on the vargabfethe text. Taylor et al (2006) found
that the variance in reading comprehension stratsgyresults, among other reasons, from
the length of the text to be read. That is to #fathe text is too short, there may be little
opportunity to apply newly learned reading stragsgilf, on the other hand, the text is
excessively long, the readers may be overwhelmed bgd give up reading altogether.
This is particularly relevant for the current makmpackage since the chosen work of
fiction (The Time Machineis neither too long nor short for the target groand it is
unlikely that any of the chapters would cause pwid concerning length. Ideally skilful
use of strategies necessary for effective foreagrgllage reading can gradually empower
readers to become autonomous in foreign languagéing by exploiting reading as a
source of foreign language input for further leagn{(Macaro in Taylor et al 2006). This
observation aligns with the goals of the presertena package. In other words, applying
reading comprehension strategies in foreign languegpding may result in greater
motivation to read for one’s own enjoyment. In tlext few paragraphs we turn to present
in greater detail a number of collaborative readognprehension strategies, including
activating and building background knowledge, usegsory images, questioning, making

predictions and inferences and determining maiasd&oreillon 2007: 10).

Understanding the role of background knowledge ha teading event bears a great
importance to reading comprehension (Moreillon 20, McNamara 2004). Background
knowledge can be viewed as what the reader bringke reading event and each reader
responds differently to a text due to individuapesiences, personality and feelings. From
a pedagogical viewpoint, educators cannot assuméeists to have any background
knowledge of scholarly domains. In order to reastcessful comprehension, readers need
schemata to support the new information and ideeg ¢éncounter. Background knowledge
research indicates that possessing informatiorvaateto a topic aids comprehension
(McNeil 2010: 885, Urquhart and Weir 1998: 63). Evhough the evidence for this is not
always consistent, there is no doubt about thetfattbackground knowledge does have an
effect on reading, especially when the texts aghliti specialised and require specific

background knowledge to be understood (Urquhart ®@eir 1998: 65). However,
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McNamara (2004: 5) posits that even readers withbackground knowledge may deem
reading comprehension strategy instruction helfgulinstance if they promote the use of
general knowledge and logic.

In their reading comprehension strategy instructieachers may support students’
metacognitive skills concerning background knowkdtn the ideal case students learn
how to assess their own needs in terms of what dfreyady know and figure out ways to
gain necessary information. Moreillon (2007) mengica few techniques for activating
background knowledge: brainstorming, asking quastiand sharing connections between
text and background knowledge before, during amer aéading. Keene and Zimmerman
(1997) suggest that connections may be made i theys from text-to-self, text-to-text,
and text-to-world. Each frame helps readers to ntakeections and diagnose the need for
background knowledge. In other words they may beduss self-tools supporting text
comprehension. As with all of the frames, text#tf-grame involves posing questions
which focus on three areas: feelings, experiencesideas. Text-to-text connections are
made between separate texts including images, ayaimunication and texts from
electronic sources. Text-to-world connections imeoknlarging one’s thinking from the
particulars of a text to a wider context such asiadocand political problems. Similar
situations within texts in different times may bargpared. In the ideal case, text-to-world
frame guides readers to explore underlying messages texts and forming their own

opinion about them.

According to Moreillon (2007), sensory imagery sogip reading comprehension. Sensory
images are in close connection with background Kkedge and provide a strong
attachment to memory. Building on sensory knowledgey help in understanding what
one is reading. In fact, fiction often provides features which aim on activating sensory
knowledge. Writers use metaphors and similes tdegthe reader to help shape the sensory
experience of the text. Reading comprehensionegfieg dealing with hearing sense may
best be utilised in reading poetry since rhythm #amgine as devices are appealing to
readers. In terms of touch, teachers may providelews with physical experiences of

textures whenever it is appropriate. Smell ancetasdy be incorporated for example when
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there is an opportunity to compare cultural infotiora This may be realised through
cooking together or opening the classroom windoverder to let moist spring air in to
support the reading experience.

Questions are also an important aspect in improviegding comprehension. Asking
guestions for the purposes of reading comprehemsigst be differentiated from common
pattern of questioning taking place between teaemer students. Moreillon (2007: 59)
mentions that studies have shown that inquiry,alese and evaluation-pattern (IRE) does
not encourage readers to ask questions from theesséVioreillon (2007: 59) also stresses
that the questions should reach beyond knowledgs-Bs well as invite students to make
interpretations and evaluations about the text.ifglkand answering questions before,
during and after reading helps readers establigveldp and maintain an internal
conversation while engaging with text (Moreillon0Z0 59). In addition to asking questions
readers may use predicting and inferring strategié®se strategies may be viewed as
specific questioning strategies which may incretise engagement and motivation of
reading as the reader is encouraged to form hypesheoncerning the text. Predicting and
inferring may be practised at several differenelsvword, sentence, paragraph and page
and chapter levels. Readers may be prompted tthisstrategy by providing them with
sample phrases such as “l suspect that” and quessioch as “What will happen next?”
Predicting and inferring may promote readers’ iat#&on with the text (Moreillon 2007:
83).

What is involved in reading for main ideas depegasatly on the type of text. Moreillon
(2007) specifies that the main idea of a fictiotedt is to explore the characters, setting,
plot and themes. Readers may be helped to detemvhae relevant information within a
text is by the application of a variety of stratesgi For example, setting a purpose for
reading, previewing covers, text features (titRshtitles, captions, charts, maps, timelines
and graphs), slowing down reading when encountarnrigmiliar concepts or words, using
a glossary, sharing ideas about the reading, wgrilown what one has learned and
rereading difficult or unclear parts of the texe among strategies Moreillon (2007)

suggests.
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Grabe and Stoller (2002), Johnson (2008) and Heskgead Ferris (2009) all agree that
instead of teaching reading strategies separatalyiraisolation, which does not help the
students beyond the language classroom, a wideoagp needs to be taken. After all,

students are guaranteed to come across a widdayvafigexts in foreign language outside

the classroom, and they will need different readitrgtegies in order to deal with those
texts. In today’'s world, filled with endless infoation in the form of texts and images,

critical reading skills and the effective use ofading comprehension strategies are
essentially valuable and useful in all areas @f &ihd not just in the fields of education and
academia. Grabe and Stoller (2002: 81-82) assattdiveloping strategic readers, which
requires intensive instruction over a considergig#eod of time, is the goal of reading

instruction. Reading comprehension strategies laus arguably an essential part of any
reading instruction that takes place in a languelgesroom. For this reason, there are
activities in this material which focus specifigalbn reading comprehension strategy
instruction, for example the reading for the gastktin which the students find a text and try
to understand the main point of that text.

2.5 Similarities and differences between the fourkdls

One similarity between the four language skillhaw the way they are perceived in the
field of language learning and teaching has shiitedecent decades since the effects of
behaviourism and the audio-lingual method have isogmtly diminished. The general

change in the field has been strongly towards comecative competence, which is also
one of the main concepts included in the Commorofean Framework of Reference
(2003). All four skills are also now seen simultangly as separate, individual skills that
need to be considered equally in language teachuigalso as belonging to a complex,
interconnected cognitive network comprising all tber separate skills, each affecting the

others in various ways.

Reading, which is the focus of our thesis, can simalild be related to the three previously
introduced language skills. As argued by NatiorO@07), the various listening, speaking
and writing activities included in a course shobé&related to the reading done during that
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course. This is important because otherwise thehasip on reading will be at the cost of
the other three language skills. The use of allf fanguage skills is also encouraged by
task-based teaching pedagogy (Ellis 2003). HedgeockFerris (2009: 189) acknowledge
that even though reading is often considered datesb skill, it can be argued that in fact
reading and writing are closely related to eaclegtparticularly when designing writing
activities that are based on texts that have bead during reading lessons. It can also be
argued that the more the students are exposedtterwmaterial in a foreign language, the
better their own writing in that language will bew®, and thus writing in a foreign
language always benefits from reading in a fordaglguage. Reading a wide variety of
different kinds of texts will of course also makeetstudents more aware of different
writing conventions and genre differences, allomthgm to apply this awareness in their

own writing as well.

Reading and listening, both receptive languagelsskdre also closely connected. As
Urquhart and Weir (1998: 31) argue, the ways incwhthe reader tries to construe the
meaning of a text by, for example, relating it twhground knowledge, are very similar to

the ways in which listeners construe the meaningldadt they are listening, and vice versa.
There are, however, also differences between thesakills. The list of these differences

suggested by Brown (2011: 4) includes, for examible,speed of the input, which often

cannot be regulated when listening while it is gassto control reading speed. There are
also no additional advantages such as intonatidrbady language when reading a text, as
Brown (2011) points out, but such advantages aendavailable when listening, and thus
add to the context which can help a listener dexiphe meaning. Brown (2011: 10) also

states that readers are able to remember more deetfaey can always return to what they
have read and re-read it, whereas listeners hawerstruct the meaning of what they hear
while they are listening. If the listening takeaq® in an interactive situation, it is of course
possible for the listener to ask the speaker teaepvhat they have said or to make
clarifications, which is usually not possible whesading a written text. However, when

students are, for example, listening to a recordm@ language classroom, they do not
usually have the possibility to return to what thewe heard, unlike when reading a text.
Another factor that reading and listening have @ammon is the use of strategies. In a

similar way that pre-reading activities can be hydeeneficial for the students, it is also
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known that pre-listening activities can effectivelgcrease listening comprehension

compared to no pre-listening activity (Brown 2027).

Speaking and writing, which are both seen as pmoducskills, also share some
characteristics. The receptive skills of reading &stening can improve the performance
of these two productive skills. Speaking a fordmmguage requires the student to also have
experience of listening that language, and in alaimvay, experiences of reading in a
foreign language have clear benefits for writinglskas was previously discussed. Some
of the differences between reading and listenirggsested by Brown (2011: 4) can also be
applied to comparing writing and speaking. Learrmdtsn have to construe the meaning of
what they are saying while they are speaking, wihiésy can consider each sentence and
each word more carefully while writing and go bdokthe written text that they have
already produced in a way that is more difficultentproducing speech. On the other hand,
when speaking the learner can obtain immediatstassie from whoever they are speaking
with for example in terms of vocabulary, and thieeotspeaker may even provide this sort
of assistance without being asked to do so, and aitte of speaking can continue
immediately. Writing, on the contrary, may be inb@ted by the need to seek assistance
whether it is from another person or for exampldicionary and the process of writing

might suffer from a constant need to seek suclstassie.

Among researchers, there is little dispute thaifpr language reading is comprised of both
bottom—up and top—down processes (McNeil 2010¥aét, Hedgcock and Ferris (2009:
67) point out that reading is “a complex endeavauolving simultaneous top-down and
bottom-up processing”. According to Aebersold areld~(1997) these hypothetical models
see reading as cognitive activity. In bottom-uprapphes to reading, the process begins at
the bottom level of the text (Urquhart and Weir 8990, Aebersold and Field 1997: 18).
Top-down approaches to reading are usually definedcontrast with bottom-up
approaches, but they are not in fact exact opmositeach other. In top-down approaches,
the process does not actually begin on the leveghefwhole text. Instead, one of most
important parts of processing the text in the topad approach is the set of expectations
the reader has when encountering the text (UrquiradtWeir 1998: 42, Aebersold and
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Field 1997: 18). This idea corresponds to the jesly stated notion that texts are always
incomplete to some extent and are constantly bemgpleted by the reader and the
background knowledge they bring to processing thé they read. Interactive models
combine the two previously described models of irepdnd thus a weakness in one skill
can be compensated by strength in another skiljbrt and Weir 1998: 45, Aebersold
and Field 1997: 18). These models of top-down anttom-up processing are also
associated with listening. Brown (2011: 19) ackrexges that the process is interactive in

practice and that separating the two types of @sing altogether is challenging.

In this material package we are, however, morerested in a variety of purposes for
reading and exploring different reading strategesxlers may utilise to meet specific goals
than the specific reading processes or cognitioegsses that take place during reading a
text. Skills are automatic linguistic processingliaés which work in combinations (e.g.
word recognition, syntactic processing). They dse éhought to be learning outcomes and
gradually automatized. Strategies, however, inclod@e conscious processing, and a
conscious attention to learning processes in gereem important aspect of this material

package.

The present chapter concentrated on examiningdbe language skills, with additional
emphasis given to the skill of reading, includinffedent purposes for reading and reading
strategies. The focus of the next chapter will beeading fictional texts and how they can

be utilized in foreign language learning and teaghi
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3 READING AND TEACHING FICTION IN A FOREIGN LANGUAG E

Since this teaching material concerns using fictionforeign language teaching, it is
important to first come to a clear definition wifadtion actually is. After that we will

discuss the methods of intensive and extensiveingad foreign language teaching and
more specifically reading fiction as a method efgaage learning and teaching, along with
the benefits and challenges of using fiction inaaguage classroom. Finally, we will
consider the factors that need to be taken intsidemation when choosing a work of

fiction for a foreign language course.

3.1 Defining fiction

Majority of the research and theory on the use mfets, poetry, plays and other such
written works in language teaching assembles allthelse under the umbrella term
‘literature’ (Aebersold and Field 1997, Collie aSthter 1987, Hedgcock and Ferris 2009,
Parkinson and Thomas 2004, Showalter 2003). Howesgethere are several definitions for
the word ‘literature’, which may encompass variéusds of written material, including

texts that are non-fictional, it may not be thetliesm to use in the context of this work.

The Oxford English Dictionary defines literature as

The result or product of literary activity; writtemorks considered collectively; a body of
literary works produced in a particular countrypariod, or of a particular genre. (Oxford
English Dictionary 2014)

This is a very broad definition, encompassing aetaof written material in addition to the

kind we mean by literature in this work (e.g. neyelAfter all, there is academiiterature

on the topic of literature in language teaching.@Wkontrasted with ‘literature’, arguably a
somewhat general term, the word ‘fiction’” may bensidered narrower and thus more
appropriate for the needs of this work. For exantpgelgcock and Ferris (2009: 244) note

that they use the term literature “broadly to imidwushort and full-length works of fiction,
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poetry and drama” and thus imply that the terntitic’ is a narrower definition included in
the term ‘literature’, separate from the genresli@ma and poetry. They later state that
fiction “can include full-length novels, short ndse(or novelay, and short stories”
(Hedgcock and Ferris 2009: 265).

The term ‘fiction’ has several meanings as well, the one that provides a specification of
the broader term ‘literature’ needed in our workirtks fiction as

The species of literature which is concerned with narration of imaginary events and the
portraiture of imaginary characters; fictitious qmusition. Now usually, prose novels and
stories collectively; the composition of works diist class. (Oxford English Dictionary
2014)

There are some examples of written works that atecompletely fictional but may have
some fictional elements and thus do not necessfrilynder the term ‘fiction’. However,
these are rare exceptions and of no particularazona the context of our material package
and the novel we have chosen as its starting pdiherefore the term ‘fiction’ or
alternatively ‘a work of fiction’ is sufficient fothe needs of this thesis.

Fictional texts have some characteristics whictirdisish them from other texts, for
example expository texts. Aebersold and Field (J28W Koda (2005) seem to contrast
expository texts with fictional texts. The purpasfeexpository texts is to inform, present
and persuade. A major emphasis is laid on the rdasnof an informative text whereas the
plot forms the core of a fictional text. In infoatonal texts arguments are organised and
further developed to support the main idea of &éx. tin fictional texts, on the other hand,
the development can be viewed through charactetsleVéxpository texts have points
supporting the main idea, fictional texts inclugedal and general vocabulary backing the
message of the text. Informative texts also usphgraand charts which rarely appear in
fictional texts. On the whole fictional texts exttiseveral characteristics which are not
found in informational texts. Koda (2005: 155-15f)ecifies that fictional texts include
characters, settings, complications, plots, aff@tterns and values. Characters are animate

beings with different goals and motives. Settingfer to the time frame and location in
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which the story takes place. Conflicts are problenasn characters encounter. Sequences
of events are called plots, and affect patternsad@ut elements of seeking emotional
intrigue. Finally, values are morals accentuatekxt. The form of a narrative text depends
greatly on author’'s motives. A sequence of eveaishe presented in a variety of ways, for
example by temporal alteration (flashbacks andhftasvards) and parts may be elaborated

and omitted deliberately.

According to Aebersold and Field (1997: 48) expwgitand fictional texts also require
different teaching methods since students findgireres greatly different from each other.
In teaching fictional texts the readers have tdofelthe sequence of events, understand
personalities of the main characters and be abldetpher what message the author
intended the work to illustrate. The language cfidn in its subtlety and discretion creates
challenges for readers (Aebersold and Field 198Y.: owever, according to Koda (2005:
154-157), narrative discourse is easier to undedséamd memorise than other types of texts
because it appeals to readers’ shared knowledfeeokorld. Narrative discourse can also
be more motivating for the students than other tgges, with an interesting plot and
relatable characters compensating for possibleuistig difficulties the students may
encounter in the text. It has also been provendhasal chain statements (how objects and
characters change as a result of events and actewasbetter stored in memory than
information that relates nothing about plot devetept (Koda 2005: 155).

3.2 Intensive and extensive reading in foreign langge teaching

Recent theory and research on teaching reading foreagn language has often been
divided into two different approaches, namely isiea reading and extensive reading
(Hedgcock and Ferris 2009, Nation 2008, Urquhad Afeir 1998). Since this distinction
between the two approaches is mainly a pedagogieal as argued by Urquhart and Weir
(1998: 216), and both of these approaches can dx wigh works of fiction, they will be
discussed here in the context of reading and tegdidtion in foreign language, instead of

the context of reading skills.
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While intensive reading focuses on the close amlyk shorter texts, extensive reading
focuses on the general meaning of a text thatuallyslonger (Hedgcock and Ferris 2009).
Even though many sources clearly distinguish ttaggeoaches from each other and treat
them separately, a case can be made for the uesfubif the simultaneous use of both
approaches when working with the same text, argdatir intention to utilize both intensive
and extensive reading in the context of a courseravlthe students read a novel. First,

however, a closer look at both approaches neebis taken.

Intensive reading lessons consist of texts casefsdllected by the teacher, all students
reading the same text and completing the same isgsrdhe teacher focusing on specific
linguistic features and content aspects of the & various useful reading strategies
introduced by the teacher (Hedgcock and Ferris 2082). As the name suggest, the
intense analysis of a text is integral to this apph. The importance of reading strategies,
already discussed in a previous chapter, is oftaachin descriptions of intensive reading
instruction. Nation (2009: 25) states that inteasiwading can increase learners’ awareness
of language features and reading strategies, awi@prove their comprehension skills.
According to Hedgcock and Ferris (2009: 92), testéstion is a particularly crucial part of
any intensive reading lesson. As the intentiomtdnsive reading is to take a close look at
the text, it is crucial that the teacher selectsxa which is suitable and not overly difficult
for their students in terms of vocabulary, gramuad context. Choosing a suitable text is
also one of the main concerns when teaching fictioa foreign language classroom, a
concern which will be discussed later in this cbapWhile the texts often selected for
intensive reading instruction, such as news adjclean be described as non-fiction,
Hedgcock and Ferris (2009: 261) also argue thatthprity of the features of intensive
reading “can and should apply to the presentatibfiterary texts”. For example, short
stories often have the length and detail necedsarintensive reading. Longer works of
fiction, such as novels, might be included in isiga reading instruction in the form of

short excerpts.

Hedgcock and Ferris (2009: 162) point out that arerisive reading lesson is often

conceived of in terms of what the students areirequo do before, during and after
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reading. Not only does this provide a clear baswecture for designing intensive reading
lessons, but these three phases also clearly ponmdsto the commonly accepted three
principal phases for task-based lesson design, Iggone-task, during task and post-task
(Ellis 2003). Hedgcock and Ferris (2009: 163) enspdeathe importance of pre-reading
activities since they can build the student’s mation and interest, and also give the
teacher the opportunity to introduce reading sgiate that can be very useful for the
students in later stages. Devoting time for theoohiction of reading strategies, while
possibly time-consuming, is something from whick ghudents will certainly benefit later.
Nation (2008: 27) agrees that intensive readingoes present the opportunity for
developing useful reading strategies, such as gge$m context, using a dictionary,
simplifying difficult sentences and taking notesamy of these strategies can and should be
used when reading a work of fiction, as discussedhe previous chapter on reading

strategies.

Extensive reading is often defined also as volyntewading and reading for own
enjoyment. While Hedgcock and Ferris (2009: 20&nawledge that these aspects may
not always be a practical part of classroom teagh@xtensive reading is, according to
them, always “reading for quantity and for genenalaning”. Nation (2008: 50) argues that
because most of the learning that occurs duringnskte reading is incidental and the main
focus is on the story being read, the results afnimg may be limited and it is thus vital to
“have quantity of input with substantial opportugst for vocabulary repetition”. Since
extensive reading does not include the same sdoicas on detail as intensive reading, the
repetition of language items in a longer text rea@xtensive reading lesson ensures the

learning of these language items.

Some of the benefits of extensive reading includgroving comprehension skills,

enhancing background knowledge, building up vocatyuhnd grammar knowledge, and
also promoting confidence and motivation of thereas (Hedgcock and Ferris 2009: 210-
217). It is clear that extensive reading is paltidy suited for teaching works of fiction, as
they are longer pieces of text that are mainly feadwn enjoyment and which have the

advantage of a story and characters that can hailptam the interest and motivation of the
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reader. It is also likely that managing to readhel® novel in a foreign language will boost
the confidence of language learners, particulairysé who may have struggled with the

amount of reading required.

According to Hedgcock and Ferris (2009: 161), isted reading is the more widely used

approach in foreign language reading instructiod amen though extensive reading is
invariably considered not only beneficial but alsecessary for language learning, it is
definitely underused and largely ignored in foreligmguage teaching (Hedgcock and Ferris
2009: 208). Urquhart and Weir (1998: 216) also arthat intensive reading is seen solely
as a classroom activity whereas extensive readingerceived mostly as reading done
outside the classroom, in spare time and oftempleasure. However, it can be argued that
reading for pleasure is something that should beowmaged in teaching as well,

particularly since many students may feel intimedaby longer texts and struggle with an
extensive approach to reading where they do nad teenderstand every single detail in

order to understand the text. Grabe and Stolle022®@0) argue that extensive reading
alone is not enough to develop fluent reading skiblut without extensive reading those
abilities cannot be fully developed. Why then hlas tise of extensive reading methods
been so limited? According to Hedgcock and Fe@#09: 209-210), part of the reason is
that even though foreign language teachers mighavibere of the many benefits of an

extensive reading program, they often lack the ssary skills for planning and organising

such a syllabus. Thus there is clearly a need dorse material that includes extensive
reading. Also a wider use of extensive reading wathin foreign language teaching may
well encourage more teachers to use them. The tapmr of extensive reading is

acknowledged also by those who argue for a baldreteveen the two approaches

(Hedgcock and Ferris 2009: 210).

As there are clear merits to both intensive andrestve reading approaches we will utilize
both methods in the material package. Clearly sofhtlee reading purposes outlined earlier
are better suited for intensive reading instructiamile extensive reading instruction
mostly utilizes reading for general comprehensiiso, the use of a novel as the main

reading material in our material package justities use of both approaches to reading
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instruction. While extensive reading is better eiifor a novel as a whole, intensive
reading can be utilized when working with shortenpts from the novel and other short

pieces of text included in our material.

3.3 Reading fiction as a method of language learrgnand teaching

The use of fiction in foreign language teaching gased significantly more academic
attention during the past few decades, particulamge the 1980s and 1990s, including
suggested approaches to selecting texts and diffemeethods of teaching fiction
(Hedgcock and Ferris 2009: 245). There is no oeardleason for this increased interest in
using fiction in foreign language teaching. Howevecan be speculated that this relates to
a wider interest in informal language learning aghale and also to the diminished impact
of previous approaches to language learning architeg that neglected the use of fiction,
such as the environmentalist and audio-lingual @ggres, which had begun to lose their
status by the 1980s. The emergence of views onuéageg learning and teaching that
emphasize the importance of communicativeness aftdral knowledge is also likely
linked to the increasing interest in using fictionforeign language teaching. The general
academic interest in reading has also increasecke sihe 1970s, which might be a
contributing factor (Urquhart and Weir 1998: 20).

Reading fiction is arguably a great way to extehd tearning beyond the language
classroom and to promote informal language learnliggre are many benefits for using
fiction in foreign language teaching, some of whiate the personal involvement of
students, stimulating interesting ideas and toparswriting, and the development of
critical thinking skills (Hedgcock and Ferris 20@82-3). Furthermore, fiction can serve
two important main functions in foreign languagearfeng: to teach language and to
introduce and reinforce human (social, culturaljtipal, emotional, economic etc.) themes
and issues in the classroom (Aebersold and Fiedd:197). Moreover, as stated in CEFR
(2003: 56), literary studies serve many more edaoicak purposes — intellectual, moral and

emotional, linguistic and cultural — than the pwraksthetic. However, CEFR (2003: 56)
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also points out that “imaginative and artistic usefs language are important both

educationally and in their own right” . HedgcoatdaFerris (2009) argue that so far there
has been little research to either support or disprthe various claims made about the
benefits and problems resulting from using work§ation in foreign language classrooms.

Thus there is clearly a need for more researchhintdpic. Since we are not conducting
research on the benefits of fiction in foreign laage teaching but merely creating a
material package based on this topic, we will doewavailable arguments for and against

the use of fiction in foreign language learning &satching.

3.3.1 Benefits of using fiction in foreign languagkearning and teaching

One of the main arguments for using fiction in fgrelanguage teaching is that it provides
valuable authentic material for foreign languagasstooms. Given its potential for
presenting grammar in context, developing readikiliss exposing students to cultural
artifacts, and facilitating the transition into raoadvanced content courses, the use of
authentic texts in basic language courses has bgdmwaced by many researchers and
practitioners (Polio and Zyzek 2009: 551). The ov$eauthentic materials in language
teaching is also encouraged by both the FinnisloNait Curriculum (2003) and Common
European Framework of Reference, and by task-btessmthing as well (Ellis 2003: 6).
Works of fiction arguably provide the teacher wai endless variety of authentic material

from which to choose the ones that are suitabla fearticular course and target group.

Other significant reasons for using fiction in figre language teaching are cultural
enrichment and language enrichment (Collie andefla87: 3). As it is not always

possible to travel to the countries in which thedstd language is spoken, works of fiction
can provide the learners with cultural knowledgd,an some cases, language similar to
the spoken language of the native speakers of tcylar culture. Hedgcock and Ferris
(2009: 248) point out that of all the different asts of foreign language learning, cultural
awareness and sociolinguistic competence can beadisé challenging to teach. According
to them, the view that literature gives into thegéd culture provides the students with an

authentic and engaging way to develop their comoaiivie competence. Fictional texts are
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often different from the texts the students areduse reading in their language course
books, and while this difference can be a challahgealso arguably beneficial to expose
the students to a variety of texts. Some cours&dyamuch as Benmergui et al (2007) and
Davies et al (2007), do contain excerpts from wodfksfiction, but these are often
fragmented and overlooked in teaching. Readingnaptete novel in a foreign language is
a decidedly different experience from reading oalghort part of one, as it exposes the
student to a greater amount and variety of language

Reading fiction can and should stimulate the sttglgrersonal involvement and interest.
This often happens through the themes and chasaateéhe text. Works of fiction engage
the readers on emotional and intellectual levelsd@tock and Ferris 2009: 252) and since
the emotional involvement of students is rarelyetakito consideration in foreign language
teaching (or in any sort of teaching for that mftéhe use of texts that can engage the
students on an emotional level should be encouragedding works of fiction can also
establish and increase the confidence of the stedsmd create intrinsic motivation for
further reading (Hedgcock and Ferris 2009: 251)ti%bing the students to read more
fiction in English is also one of our main goals tbis material. While the results of this
are perhaps not immediate or easily recognisdideincreased interest in reading fiction in

a foreign language can have a far-reaching effettta students’ lives.

Works of fiction may also provide a model for goedting for students, as they become
more familiar with features of written language atfierent genres. For example, asking
students to write science fiction will arguably Ididetter results after the students have
become familiar with that genre in the language #re studying. Thus reading a variety of
texts can provide the students with new and udsfakground knowledge to be applied in
future writing tasks. Hedgcock and Ferris (20093)258tate that writing about literature
boosts the students’ investment and that the ioterectedness of reading and writing is
crucial to both L1 and L2 literacy development. $heachers should take full pedagogical
advantage of works of fiction and use them in wgttasks.
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The development of critical thinking skills is aedaly an important part of any education.
Critical thinking is also emphasized in many of ttenguage Proficiency Scales for all of
the four language skills in CEFR (2003). In theless®f overall reading comprehension the
highest level (C2) includes the ability to “undearsd and interpret critically virtually all

forms of the written language” (CEFR 2003: 69). &eg fiction can arguably foster

critical thinking skills as the students are regdirto discuss the book they have read
beyond merely confirmations of reading comprehensimstead, the discussion tasks

necessitate the expression and discussion ofilkersts’ own opinions based on the text.

3.3.2 Challenges of using fiction in foreign languge learning and teaching

There are also some problems, or challenges, whieig fiction as a means of teaching a
foreign language. However, most of these are xalbtieasy to solve with careful attention
to the selection of the text and to the needs &ilid sf the target group. It is thus arguably

better to treat these issues as manageable chadlémgead of insurmountable problems.

One of the issues with using fiction in foreign daage teaching acknowledged by
Parkinson and Thomas (2004: 12) is remotenesswiich there are several solutions.
Even novels that are set in remote places or, teisase witihe Time Machinby H.G.
Wells, in distant past or future, include themes eire recognisable and relevant to humans
everywhere. Even if the themes of a particular have not directly relevant to the students
they can still be the source for productive dismussin class. Works of fiction which are
set in remote locations, in time or space, are atgoortant in the way they introduce
students to a variety of different contexts and svay thinking. Reading literature may
increase the capacity for empathy and help to wtaled different points of view (Castano
and Kidd 2013).

Another difficulty arises if the text is too diffitt or too odd for the students. According to
Parkinson and Thomas (2004: 12), in order to im&trphe text the readers need to
recognise the unconventional expression of the mgahey have deciphered. Indeed, it

would not be advisable to introduce students widlsid language skills to a text that
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contains language which has proven demanding ewenative speakers. However, as the
target group of this material package is high stlstadents who are already familiar with
several key aspects of grammar and possess avedlatarge vocabulary, not to mention
how accustomed they are to hearing and seeingdbniglivarious forms of media, reading
a whole novel should not be beyond their abilitiese novel is also relatively short and the
teaching material provides additional help with lldreging vocabulary. The language of
The Time Machines certainly not beyond the capabilities of anrage Finnish high
school student, despite the fact that some of wdeap of the novel may be odd or difficult
for them. The overall comprehension should not esufrom a small percentage of
unfamiliar vocabulary. According to some studieBe toptimum level of unfamiliar
vocabulary in a text for foreign language studest$%, though more recent studies
suggest it may be as low as 2% (Hedgcock and F2009: 94). Often the complexity of
literary language can be perceived as both a difficand an opportunity for further
language learning (Hedgcock and Ferris 2009: 249an be argued that texts that are
already extremely familiar to the students areroéikso texts that students do not need help
with and that these easier and more familiar teddsnot provide the students with
necessary intellectual stimulation and challengagdq 2004: 8). While works of fiction are
often more demanding than the (often shorter) mdieh texts that foreign language
learners are reading, both in terms of the linguisbmplexity and the cultural context,
Hedgcock and Ferris (2009: 258) argue that thisaagpy difficulty is balanced by the
novel’s features that make the novel enjoyable mntlvating for the students to read and
that reading a novel will gradually become easgttree students become more familiar

with the plot and the characters.

An important problem recognised by Parkinson andnids (2004) that is particularly
relevant to our material package is the imbalanevéen the four language skills. The
emphasis has been on listening and speaking in modern foreign language teaching
unless there has been a specific cause to inchedether skills, but when using works of
fiction in teaching, the teacher is ‘forced’ to part emphasis on reading (Parkinson and
Thomas 2004: 12). This is also what we are doingunteaching material: emphasising
reading, occasionally at the cost of the othereHamguage skills. We have attempted to

solve this difficulty by acknowledging this specimicus on reading and by making a
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conscious effort in our material package to incltiteother three language skills and relate
them to reading. A reading element can functiothascore of a language course since it
can produce various activities in the skills oftdieing, writing and speaking and also

provide an opportunity for a deliberate focus omcsjic language features (Nation 2008:

8). Thus the inevitable focus on reading should lm®ta reason against using fiction in

foreign language teaching; instead, it should batéd as the basis for activities involving

other language skills.

The possible negative attitudes of students shalgld be considered in advance, as they
often result from issues that can be resolved withioo much difficulty. Limited reading
experience can understandably result in a negattitede, but this can be relatively easily
resolved by beginning with shorter, easier textsictvis often enough to build a student’s
confidence in their own reading abilities (Hedgcasid Ferris 2009: 256-7). It can also
help to provide additional support for such studantthe beginning of the course and to
ease them to reading a whole novel by first foayusin the reading habits of the students
and the themes of the novel being read, which &bk what we are doing in our material
package. Also, some students may oppose the Ugerafure because they do not think it
is relevant for them. This can be a particularggngicant consideration when regarding the
target group of our material package. Many Finrigjh school students may wish to
concentrate on their upcoming matriculation exatmng and may well perceive studying
literature as superfluous for them. Hedgcock andis-€2009: 257) suggest that the
solution for this sort of problem can be clearlggented course goals and making sure that
the use of literature supports these goals. Furtbes, reading a longer text such as a novel
will undoubtedly improve the students’ reading coem@nsion - a skill which is tested in
the matriculation examinations. They also learn towdeduce meaning from context,
which is arguably an important language skill, woly in written but also in spoken

language.

The imbalance of power and knowledge between thehtr and the student should also be
considered. A traditional approach to teachingrdiigre can often lead to the teacher

lecturing about the author and the text without mparticipation from the students apart



45

from reading the text themselves and answeringtoumssasked by the teacher (Collie and
Slater, 1987: 7-8). Simply having a literary dissioa does not ensure that students will be
pushed to use the language in advanced ways evemn fabed with tasks requiring critical
thinking and advanced language use (Donato andkBra004). A study by Donato and
Brooks (2004) investigated how literary discussiaiforded advanced level students
opportunities to use advanced level speaking fanstisuch as describing, narrating in
major time frames, sharing opinions and argumerggploring alternatives and
hypothesizing. One issue the study reveals isftliattudents to experience speaking in the
advanced ranges of proficiency, discussions muablencomplex thinking in complex
language. Mantero (2002) characterized text-cedttalk in the university-level foreign
language classroom as mainly teacher-centeredtaddrd supported dialogue that did not
take advantage of the majority of opportunities &xtending classroom talk into the
discourse level. In order to avoid this imbalantpawver and the emphasis on lecturing by
the teacher, special care needs to be taken toeeasunteractive learning environment and
active student participation. Parkinson and Tho(@884: 7) agree with this and stress the
importance of encouraging students to engage tHeessewith the text instead of

withdrawing into a passive attitude.

3.4 Choosing a work of fiction for foreign languagdeaching

A variety of factors need to be taken into consatien when choosing a work of fiction for
a foreign language classroom. In intensive readisguction, for example, text selection is
a critical part of the whole process (Hedgcock Badis 2009: 92). Clearly, it is important
to take into consideration many of the problemg tieve been discussed earlier in this
chapter and to make sure that the chosen text tisbegond the students’ linguistic
capabilities. Hedgcock and Ferris (2009: 261) sagtgeat the accessibility of the themes,
plots, and characters the students will be workith should be a major consideration for
teachers when selecting texts. Thus the criteriadtection will inevitably vary according
to the target group and its needs, the availabilftynaterial, the teaching context and the
time and resources that can be allotted to workiily a work of fiction. Showalter (2003)
concludes that the work of fiction should be su#ah terms of its length and teachers have

to decide how to use the work. Should the studdotsexample, read an entire novel, the
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teacher has to make a decision on how much theg ttaexplore the context of the work
of fiction and so forth. In sum, everyone who tezha novel has to reach some
compromise between breadth and depth, betweennhiatal intensity (Showalter 2003:
93).

The target group is one of the largest influencethe selection of reading material. The
text should always be suitable for a particulargeargroup in terms of linguistic
complexity, but in addition to the language of te&t, other aspects such as the themes
should also be suitable for the needs of a padidalrget group. For example, if the course
requires the students to become familiar with &ifpr culture, choosing a work of fiction
set in a particular foreign culture would meet tieeds of the group. The teaching context
also influences material selection. The amountiraétallotted for working with the text

naturally affects the selection of the text, asydmy cultural and other issues.

Avalilability of material is also a major influencparticularly since there are rarely many
additional resources available for foreign langusggchers planning to include reading
fiction in their curriculum. Books that are readiéyailable in large numbers from the
school library, for example, might be favoured omevels that are more difficult and more
expensive to acquire. Nowadays many novels and ¢dhés are also easily accessible in
electronic format, either inexpensively or at ncstcdVorks that are out of copyright,
including The Time Machineare available for free for example on websiteashsas Project
Gutenberg and in services selling e-books suchTasels. Teachers selecting reading
material may understandably favour the texts alkdlaelectronically and for free.
Nevertheless, there is a rather wide range ofdrbeoks, so favouring electronic material
does not limit the genre, topic, length or linguistomplexity of novels chosen for foreign

language teaching.

While the work of fiction chosen for a foreign larage course should not be too difficult
for the students, it should not be too easy fomthether (Beach et al 2011: 45). Jago
(2004: 2) emphasizes the importance of working ipgdtsky’s zone of proximal

development for the improvement of the studentadieg skills and states that the texts
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chosen by the teacher should be ones that therdtudee not able to read without the
teacher’s assistance. This gap between what tlierstsi can do by themselves and what
they are able to do with the assistance of a teackethe zone of proximal development,
is where the learning happens. While Jago (200hudsed this in the context of English
speaking students reading in works of fiction ingksh, it can be argued that the same
principle of working in the zone of proximal devptoent can also work when using fiction
in foreign language teaching. If the students aske @0 read the work of fiction by
themselves, without the assistance of a teacheme ik no need for reading instruction and
the work might not be motivating enough for thedstuts if they perceive it to be too easy
for them. Also, if the work of fiction being reasltoo demanding for the students even with
the help of a teacher providing instruction andpgup the students might get frustrated and
develop a negative attitude towards reading fictioa foreign language. Thus the zone of
proximal development is an ideal way of approachigaging instruction and the selection

of reading material as well.

Collie and Slater (1987: 6) argue that it is impattto choose a text that can stimulate
personal involvement in the students. It is of seudifficult, if not impossible, to choose a
text which can stimulate such personal involvemanevery student, but this is still a
significant consideration for teachers choosingsefertainly a teacher who knows their
students better will be more effective in selectangext that will stimulate the students’

personal involvement and enjoyment.

4 TASKS IN FOREIGN LANGUAGE TEACHING

Task-based approach to foreign language teaching pedagogical approach with a
relatively short history of a few decades. Taskganeto be considered as a promising basis
for innovation in foreign language pedagogy dutimg 1980s and 1990s and have been the
topic of a vast amount of research ever since (8am Branden, Bygate and Norris 2009:
15). Ellis (2012: 196) argues that instead of bemgvell-defined method, task-based

language teaching (TBLT) is “an ‘approach’ baseda@et of general principles” and goes
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on to state that TBLT is characterized by holiskarning, learner-drivenness and
communication-based instruction. Thus TBLT is atahle approach when focusing on
communicative competence as it emphasises “leatoimgmmunicate through interaction

in the target language” (Nunan 2004: 1).

4.1 Defining a task

A task is the central term of TBLT and thus itngportant to define it clearly and precisely
in order to distinguish tasks from other kinds mdtructional activities. Although there has
not been a complete agreement over the exact tefinof what constitutes a task in
language teaching, tasks are often defined asiteetithat engage the learners in meaning-
focused language use, as opposed to exercised) vaguire language use that is primarily
form-focused (Ellis 2003: 3, Lee 2000: 30, Nun&94£ 4). Willis and Willis (2007: 1)
define tasks as requiring students to use the Eggtor themselves. It is also important to
further define tasks as aiming to involve studemfgsrocessing both semantic and practical
meaning, since task-based teaching has been seiidor neglecting the first and over-
emphasising the latter (Ellis 2009: 227). Taskebdanguage teaching can be said to view
languages “as a means to an end” (Lee 2000: 3Bgrefore, while performing a task the
learners are functioning mainly as language useds any language learning that takes
place during a task is incidental. CEFR (2003: &jrs tasks as one or more individuals
performing actions strategically using their owredfic competences to achieve a given
result. This definition aligns largely with the ethdefinitions included in this chapter. The
only distinction in CEFR (2003) is its consideratiof learning strategies as an important
aspect of successful task completion. Strategiesgi@l and communicative) provide a
vital link between the different competences tling earner has (innate or acquired) and
successful task completion (CEFR 2003: 159).

A more detailed definition of a task from Ellis @0 198) includes a primary focus on
meaning, an information gap, the necessity fornlear to rely on their own resources to
complete the task, and a clearly defined non-lisiguioutcome. Focus on meaning is
integral to task-based teaching and activitiesctatsified as tasks do not usually fit in this
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definition. An information gap, on the other handn often be found in non-task activities
as well as tasks. Since many non-task classroovited require the students to rely on
their own resources (i.e. the language they alréadyv) and do not provide any external
linguistic resources for them, this criterion iself is not enough to distinguish a task from
other activities either. For example, a dialoguigvdg in which the students are required to
practice using the words “some” and “any” by ask&agh other questions given to them in
the instructions does not constitute as a taskn dheugh it fills the criteria of an
information gap and also that of students relyingtieeir own resources (Ellis 2012: 198-
9). A clearly defined non-linguistic outcome meahat when the students are given
instructions for a task, they should also be oyeddld what they should accomplish in the
task. For example, in a task in which the studengspresented with a selection of novels
and told to discuss which of them they would chdosea book club, the main goal of the
task is to arrive at a joint decision on which bdokchoose and the students should be
explicitly told that this is what they need to acgaish.

Nunan (2004: 1) and CEFR (2003) differentiate pedaml tasks, which are used in the
classroom, from target tasks, which Nunan defireaaguage use occurring outside the
classroom. According to Nunan (2004: 2), theseetatgsks can be transformed for the
classroom and thus made into pedagogical tasks. differentiation becomes clear when
considering tasks which have no language compof@ninstance painting a fence. Such
tasks can be altered to be suitable for a langudgesroom by adding a language
component. In the case of painting a fence, fongla, the task can be altered to include
language use by requiring the students to plamat¢tien beforehand and agree on specifics,
such as the colour of the paint and dividing theknametween them. Tasks which in CEFR
(2003) are described as communicative pedagogia gge of metacognitive (sub) tasks in
which communication takes place around implementiregtask itself and in carrying out
the task. These types of tasks will also be usediirmaterial to establish a routine in terms

of speaking in a foreign language, and in ordgaraxtice specific linguistic elements.

Nunan (2004: 35-38) also lists seven principlesdsk-based language teaching. These are

scaffolding, task dependency, recycling, activerdigmy, integration, reproduction to
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creation and reflection. Scaffolding, the suppanivided by the teacher tailored to the
needs of the student, can be seen as a fundanbastalfor TBLT, as it insists that the role
of the teacher is to provide a supporting structarehich the students can learn (Nunan
2004: 35). This idea is related to Vygotsky's zarieproximal development which was
previously discussed in the context of choosing akwof fiction for foreign language
teaching purposes. In Vygotsky’'s model, learningdems in the space between what the
students can do by themselves and what they camtahe assistance of a teacher. The
role of the teacher as a supporter of the learpmogess instead of a source of information
is essential to task-based teaching. According woad (2004: 35), it is crucial to know
when to remove the scaffolding: if it is remove@maturely the students will fail to learn,
and if it is removed too late the students will dewvelop as independent language users.
Task dependency refers to tasks building upon pusvtasks and leading the students to a
point in which they are able to perform the laskta a sequence of tasks, while recycling
refers to the necessity of reintroducing studemtfi¢ same language items over a period of
time in different contexts and environments (Nui2@®4. 36-7). Active learning, as the
name suggests, means that students learn mosemtijcby doing themselves, which in
the context of language learning means using thguiage. Thus the students should be the
ones to speak for the majority of class time amsttsashould encourage the students to use
the language themselves. Integration of linguiddom, communicative function and
semantic meaning in task-based teaching leads ¢ouesging the students to use the
knowledge of form, function and meaning gatherexnfreproductive tasks as a basis for
more creative tasks (Nunan 2004: 37). Finally, 4aa&ed teaching should provide the
students with opportunities for reflecting on wihhey have learned and this reflective
element can help the students to see the logisiofyuasks in language teaching (Nunan
2004: 38).

Willis and Willis (2007: 13) introduce a checklst questions intended to provide teachers
with guidelines for task design. In addition to #®@rementioned focus on meaning and
outcome, this checklist also emphasize the impoeasf engaging the learner’'s interest,
since without engagement and genuine interest ttenebe no focus on meaning or the

outcome of the task. This is especially relevarthancontext of this material package since
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one of our main goals is to get the students isteckin reading fiction in a foreign

language. Hence engaging the students’ interedtdady essential to us.

A distinction can also be made between focuseduafatused tasks. Ellis (2003: 16) states
that unfocused tasks are planned in such a waythbgtdo not include the use of specific
forms while focused tasks attempt to encouragenéarto process some particular
linguistic feature while still using language praagmoally and in order to achieve a non-
linguistic goal. Nunan (2004: 94) defines an unfeml task as a task which can be
completed by the use of any linguistic resourced Hre at the students’ disposal. The
strong interpretation of TBLT claims that no foarsform is necessary and learners should
use whichever language forms they can (Nunan 208¥:Although this interpretation of
TBLT rejects the idea of focused tasks entirelysithot necessary to follow such a strict
view of what constitutes an acceptable task. fidssible to design a course that contains
both focused and unfocused tasks and still folltes principles of task-based teaching.
There needs to be a balance in the attention to fhegncy and accuracy to facilitate both
the performance of the task and the language legprogress (CEFR 2003: 158).

One of the requirements for a task as defined lig E1003) is authenticity. While some
tasks used in language teaching, such as buyimfet fit a railway station, correspond to
real-world activities, this is clearly not the caee all tasks. For example, describing a
picture which another student then draws is notuatson that one is likely to encounter in
the world outside the language classroom. NeversiselEllis argues that the type of
communication in such tasks bears resemblanceetcdimmunication in real-life tasks.
Thus even the tasks that do not appear to corrdsporreal-life situations, i.e. have
situational authenticity, try to achieve interantb authenticity (Ellis 2003: 6). Tasks that
bear little to no resemblance to real-world adtgtcan still help the students to learn

forms of communication that are useful in everyograction.

Another important definition from Ellis (2003) witiaelates to our material package and
its theoretical background is the aspect of langusdglls, which will be discussed in more

detail in relation to task-based teaching latethis chapter. First, however, we will take a
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look at to what extent the pedagogy of task-basadhing can and should influence the

way curriculums are designed.

4.2 Task-supported language teaching and task-baséhguage teaching

In task-based language teaching tasks form thes basithe whole syllabus. Ellis (2003:

27) differentiates this from task-supported langu#gaching, in which tasks are merely a
part of more traditional language-based form othézy. According to Ellis (2003: 30)

task-based approach to language teaching is appdadicause the traditional distinctions
between syllabus (what is to be taught) and metloggo(how to teach) are less clear in
this approach. Arguably this makes the syllabusreleto both teachers and students.
However, students may be more familiar with forrhgraditional language-based teaching,
such as the audio-lingual method, and thus apprdask-based teaching with more

caution, which should be taken into consideratitvemvintroducing the students to TBLT.

It can be argued that a task-based approach tgrdegia syllabus has many advantages
over a more linguistic approach. In the lattergliistic units such as grammar rules and
words are taught separately in a prearranged adédrthe continuous accumulation of
these separate language items constitutes acqajsithereas in a task-based approach the
communicative and holistic tasks, instead of spetriguistic items, are taken as the basic
unit for syllabus design (Van den Branden 2006 The flaws of using linguistic elements
as organisational units in syllabus design are askedged by Long and Crookes (2009)
who label these kinds of syllabuses as synthetialmyses. According to Long and Crookes
(2009: 60), synthetic syllabuses embody a modelanofjuage acquisition that is not
supported by current research and they are thusedalnstead of learning isolated items
one at a time, language items are learnt “as part®emplex mappings of groups of form-
function relationships” (Long and Crookes 2009:.68yllabus design should arguably
reflect this current view of how language items k@ nt. Language learning, while also
including the acquisition of social and culturalokriedge, is a psycholinguistic process,
but despite this, synthetic syllabuses continua#lglect the role of the learner (Long and
Crookes 2009: 63).
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In contrast to synthetic syllabuses, Long and Cesof2009: 58) suggest three different
types of analytic syllabuses, which “present thgdtlanguage whole chunks at a time,
without linguistic interference or control” and owé which is task-based teaching. The
other two analytic syllabuses (procedural and pe&yllabuses) share some characteristics
with TBLT, such as the focus on how the language ise learned, instead of what is to be
learned, but they differ from TBLT in many wayschuas their definition of a task, task
selection and sequencing. Since TBLT is the approae have decided to focus on, it is

not necessary to examine the other two in mordldeta

There are arguably several different approachésstobased language teaching that can be
distinguished from each other. For example, EIRO0Q: 224-5) differentiates three
different ways of doing TBLT: in addition to his ovapproach he names Long (1985) and
Skehan (1998). According to Ellis (2009: 225), batting and Skehan reject the use of
traditional language teaching approaches, wherdbs mself views the traditional
approach as complementary to TBLT. Since studergsofien used to more traditional
language-based approaches, such as the audiollimgtizod, applying task-based teaching
alongside a more traditional approach has an adgardver a more strict approach to task-

based teaching which might be more alienatingudesits.

In our material package we have chosen to appkrtiased language teaching as defined
by Ellis (2003, 2009). This is partly due to howinfluences syllabus design and also
because such an approach echoes the current viewgfage learning. Designing a whole
course according to task-based teaching allows usé tasks as the basic units of syllabus
design, which is an appealing way of approaching dlaunting task of designing the
material for an entire course. It also encouragesstudents to approach language learning
in a slightly different way by helping them to fecwn larger units instead of small,
fragmented linguistic items. Ellis’s definition ®BLT also allows us to use elements from

a more traditional approach to language teachioggside task-based instruction.
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4.3 Designing task-based language lessons

A commonly accepted framework for designing tas&doblanguage lessons is divided into
three phases: pre-task, during task and post-taklis 003). According to Ellis (2003:
243), only the ‘during task’ phase is obligatoryt Ibioe pre-task and post-task phases can
ensure maximal effectiveness for language developridée post-task phase, for example,
allows opportunities for repeat performances of t&ek, which can improve language
production, and encourages students’ reflectiotask performance and attention to form,
which is not always possible or practical in theiny task phase (Ellis 2003: 258). The
pre-task phase can function as an effective inthon to the topic and help to make the
task itself less daunting, for example by introgigcvocabulary or reminding the students
of their own background knowledge concerning thek.tdn many of the tasks in our
material package, we have made the pre- and peistghases clear in the teacher’s

instructions and justified using those phases.

The framework of a task-based lesson should be nclbe and readily available for

teachers and students alike. There are clear aatyesfor both teachers and learners from
this (Ellis 2003: 244). Planning individual task#l\doubtlessly require less effort from the

teacher when they have a clear framework to worth.wior the students, a clear

framework helps them to navigate the course antvithehl lessons with more ease. The
need for the availability of the framework for tasksed teaching is also taken into
consideration in our material, both on the levethef whole course in the form of a course
introduction in the beginning and on the level oflividual lessons as the teacher
introduces the topic of that lesson for the stusldgfore starting to work on the tasks.
There are also checkpoints included at the end/@fyeunit that also help the students to

keep track of the tasks they have completed so far.

The teachers also need to have a clear understpotiimhat constitutes a task in order to
plan effective task-based lessons (Ellis: 2009) 28kis has become clear in practice when
planning the lessons for this material package ynaodnvhich started out as more language-

based than task-based and evolved into the direatio TBLT as we gained more
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understanding on the nature of tasks and how theyld be constructed. For example,
some lessons that included the teaching of grammnizally included a very traditional,
language-based way of teaching. However, thosa pérthe lessons were later altered to
include no lecturing on grammar points and the estigl are instead required to complete
tasks that introduce them to certain grammar pofdften the students have to come to a
conclusion based on the examples from the taskchwhepresents a more inductive
approach to teaching grammar.

One important aspect of designing task-based lagglessons is adjusting the tasks to the
proficiency level of the students (Ellis 2009: 24Ih) order for the tasks to be suitable for a
particular target group, they need to be designesdich a way that they are neither too easy
nor too difficult for that group. This requires tteacher to have some kind of knowledge of
the students’ skills beforehand, which may not gkviae possible. In the present material
package we have strived to design tasks which stackent is able to carry out at their own
level of knowledge and ability. As it is difficuldo estimate students’ levels of knowledge
and ability, many of the tasks, i.e. negotiatiosktaand creative tasks, may be done by
students at all levels. Nevertheless, the moreeptidthe knowledge of the students’ skill

levels, the easier task design will be for the heac

Ellis (2009: 241) also argues that ideally the bems who are teaching a task-based
language course should also be involved in desigthia materials they are using, which of
course is the case in our material package. Deawgigtiie teaching material themselves
certainly allows teachers to have more in-depthmkaedge of the material they use and to
make adjustments to the material when needed widle rease. Arguably designing the
material should also help to make the teachers mwege of both the theory and practice

of task-based teaching.

Task-based teaching has been criticised for inaateqooverage of grammar and while
there is definitely room for grammar in TBLT it &ill important to take grammar into
consideration in lesson design (Ellis 2009: 231lis £2009: 231-2) argues that if a task-

based syllabus includes focused tasks in addibomnfocused tasks, “then it will also be
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necessary to stipulate the linguistic content adséhtasks, and this typically involves
specifying the grammar to be taught”. In our malepackage, we have included some
separate grammar points but attempted to relata tioeother tasks in the material. For
example, most of the grammar in the material isssential part of writing texts, so the
students will be practicing those grammar point®ugghout the course with the help of
various writing tasks. The grammar points of thaemal also include some focused tasks,
such as the storyline task which explicitly insteu¢che students to use definite and

indefinite articles in their discussion.

Many of the principles of task-based teaching aasighing task-based lessons are also
relevant to other forms of teaching, and greateolirement of the teachers in course
development is arguably important outside TBLT & (Ellis 2009: 242). This is also one

of the reasons we decided to design our own tegcahaterial.

4.4 Four skills in task-based teaching

Although the majority of research on task-basednieg and teaching is concerned with
only one language skill, i.e. speaking, all foulllskcan and should be part of task-based
teaching. According to Ellis (2003: 16), a task ¢angage productive or receptive, and
oral or written skills and also various cognitiveogesses” and since the task-based
approach is often argued to be a holistic one tlsen® reason to leave out one of the four
essential language skills merely because of a t#ckesearch on the topic. This is
especially accurate since many tasks are integrativ thus involve more than one of the
four language skills (Ellis 2012: 200). Also, ase\pously stated, our intention is to
acknowledge the pervasiveness and interconnectedrigbe four language skills in our
material package, instead of focusing only on imblial skills. As will be shown, task-
based teaching is a suitable method for this slsauld provide language teachers with the

means to include all four language skills into theaching.
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Speaking skills can be effectively practiced irkthased language teaching. Bygate (2010)
argues that tasks can provide a context in whitferdnt aspects of language performance
can be focused on separately. As the majority gskaech on task-based teaching is
concerned with speaking, there is ample proof lier éffectiveness of teaching speaking
skills through tasks. Luoma (2004: 31) defines kpeptasks as “activities that involve
speakers using language for the purpose of aclyeaiparticular goal or objective in a
particular speaking situation” and thus emphasigeal-oriented language use and
authenticity, both basic principles of task-basmigluage teaching. Speaking tasks are also
a helpful way of guiding the students’ talk in termf assessing their speaking skills and
task design is a crucial part of developing asseasrfLuoma 2004: 29). Thus designing
the tasks is affected by what needs to be asseBsedeacher clearly cannot have complete
control over the students’ discussion during a kipgatask or to predict what will be said,
but they can influence and direct the talk by malaiping the properties and context of a
particular task (Luoma 2004: 30).

Practicing writing can be easily combined with tasised teaching. As will later be

discussed in detail, there are several types dingriasks available. Such tasks include
experience tasks, shared tasks, guided tasksndegandent tasks. These different kinds of
writing tasks provide the teacher with ways to apph the gap between the knowledge the
learners already have and the knowledge requiredotoplete the task, and they also

provide a vast number of activities that can befuéfor the learners (Nation 2008: 110).

As previously stated, while listening and reading both receptive skills, they are active
rather than passive skills. Learners construct@mdprehend the meaning of a text while
reading or listening, and thus listening is anvactvay of engaging in a task and should be
treated as such. Similarly to reading tasks, listgnasks should require the students to
listen for different purposes and to use differkstiening strategies. As discussed in a
previous chapter, Ellis (2003: 37) recognises twffei@nt functions of listening in a
language learning context: listening to comprehand listening to learn. These may well
involve different cognitive processes in additionserving different purposes. Listening in

a language classroom occurs for a variety of reasond in task-based teaching it is
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important that the learners are provided with reador listening tasks, either implicitly or
explicitly (Ellis 2003: 40).

Reading tasks are of course of particular inteireshe context of this material package.
According to Ellis (2009: 235) extensive reading\aites can be viewed as tasks, and thus
the reading of a whole novel can be defined asconénuous task that lasts throughout the
course. If the whole course is viewed as one coatis reading task, then the pre-task
phase includes the first few lessons which conceading and literature in general before
the students actually start reading the novel,thagost-task phase comprises the last few
lessons after the students have finished readmdgdlok and take a look at what they have
learned during the course. Thus the actual task,reading the novel, takes place in
between these two and lasts the majority of thessouExtensive reading also results in

incidental vocabulary acquisition (Ellis 2009: 235)

As previously argued, one essential charactemstiask-based teaching is authenticity, and
one of the main reasons for using works of ficliotanguage teaching is that they provide
valuable authentic material. Thus tasks are aqaatily appropriate method of teaching
fiction in a foreign language. Also, the three-pdixtision of pre-task, during task and post
task, which is integral to task-based pedagogyrarsrthe similar division of pre-reading,

during reading and after reading that is essetttisdtensive reading instruction.

5 ABOUT THE MATERIAL PACKAGE

5.1 Aims

This material package has several aims. Firstlyywsé to inspire the users of this material
package to enjoy reading fiction in a foreign laage. Even though the material is
designed for learning English, that is, acquirirgvrvocabulary and grammar, improving

the skills of reading, writing, listening and spieak this material package also aims to
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emphasize reading as an enjoyable activity. Segpmnd wish to provide a wide variety of
different types of activities for practicing theufolanguage skills (reading, listening,
writing, and speaking) since those few English seumaterials for Finnish high school
students that do deal with fiction appear to cdrsisactivities with little variety. Thirdly,
our goal is to expand our own understanding abeathing English through authentic text
materials and especially through works of fictiblopefully, this material package will also
be of use to other teachers of English as a foreEigguage and encourage them to use

fiction in foreign language teaching.

5.2 Target group

As the target group for our material we chose FBhrhigh school students on the culture
course for several reasons. Firstly, in terms @f agr target group is potentially ideal. 17-
18 year-old Finnish students generally have fasthpng skills in English, which enables
them to easily deal with long pieces of text. Seltpnas we wish to bring forth several
themes across different fields of knowledge and discuss issues relating to society and
future, high school students may constitute a blatearget group for our material. Thirdly,
the mode of learning (language course) in the Bmigh school may be ideal for our
material since it is designed to cover a long cardus period of time. We also do not wish
to limit this course to students who might alredmty interested in and used to reading
fiction in a foreign language. Instead, we wishidach a variety of students of this age with
different skills and experiences and inspire andivate them to read fiction in English.
This is the reason we have chosen to design thisriakfor a compulsory English course
in Finnish high schools. Teachers may use this ma&fer other English courses and other
target groups as well, but it should be noted tih@tmaterial has been designed specifically

for Finnish high school students and the compulsatiure course in Finnish high schools.
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5.3 ChoosingThe Time Machine

The teaching material is based ©he Time Machinea novel by H.G. Wells. There are

several reasons for choosing this particular noledlas many advantages in terms of its
suitability for our target group of high school déumts. Firstly, the book is relatively short,
and thus should not discourage those learners wdnyo lhrave little experience of reading
fiction or whole books in English. Thus the worldo&n terms of reading is neither

excessively small nor large. The relatively sherigth of the novel is also suitable for a
Finnish high school course with its limited duratio

In terms of readability, the text itself does nontain too much complex vocabulary and
structures, which adds to the suitability of thevelato our target group. There are some
words and expressions which are slightly archait ent of date, but the material will
provide vocabulary help with these more difficulonds. Another advantage to this
particular novel is the fact that it is out of coigit and therefore easily available for free
online, should the students wish to read it in tetesc format. There should also be
physical copies of the novel available for fredibraries and for relatively low prices in
online bookstores.

The themes of the book: time travel, future andietgpc may be explored in several
interesting ways. This variety of themes also make®ssible for us to reach beyond the
lines between different school subjects. Finnigihtschool students are currently required
to take at least one compulsory philosophy couasel, the knowledge of philosophical
concepts gained from this course will provide thalents with tools for discussions on the
themes offhe Time Machinewhich will emerge from the material package. Eheill also

be some overlap with art classes and also withigimfter all, most of the experience the
students have of reading fiction in a school sgttinffrom Finnish courses. This experience
of analysing fiction in Finnish may be helpful fibre students, but we are treating reading
fiction in a foreign language as a separate phenomand have chosen not to explicitly
refer to what the students have been taught inishntlasses since that subject does not fall

into our area of expertise.
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Finally, and perhaps most importantly, this boolowdt stimulate the curiosity and

personal involvement of the students, which is akse of the main criteria for choosing a
work of fiction for a foreign language classroomolli& and Slater 1987: 6). This also
corresponds with one of our main aims, which istitivate the learners to read fiction in a

foreign language.

5.4 Organisation of the course

The course revolves around and draws on the ridvelTime MachinelThe activities and
tasks will largely follow the chronology of the relvSome tasks are thematically linked to
the parts of the book they are encountered in, agdhe tasks concerning society. Towards
the end of the course (and the novel) studentspailht their own pictures of the distant
future. While the material consists of a variety of taskaaentrating on rehearsing all of
the four skills, reading the novel will be the mahbjective. The material is divided into
four separate units. The first two units “IGNITEAc“PREPARE” concentrate on laying
the grounds for the course and equipping studeiitstaols for dealing with reading in a
foreign language and dealing with the themes ofnthel. The units include familiarising
oneself with fiction, setting the course both indual and common goals, analysing one’s
reading habits and obtaining relevant reading cemgmsion and learning strategies for the
purposes of reading a work of fiction. The thirdtuEXPLORE” delves into the main
theme of the novel: future. Finally, the point bet“REVIEW” unit is to have students
apply the information gained on the course andrtvide them with an opportunity to

reflect on their learning processes.

The main theme of the course is future. Most ofatigvities in this material package will
draw on the main theme which serves as the undgrgaurce of inspiration along with the
novel. The major individual and group tasks, foamyple the creative task in course finale,
draws on the main theme. Society as a theme isidayedgl as subordinate to the main
theme as the two are more or less intertwined. ,Thosiety as a theme will be afforded
less class time, even though its aspects may ancimdividual tasks. The time of time

travel is of course also closely linked to the nthieme of future.
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The material is also organised in terms of languskgjés. The tasks in this material require
the employment of the four language skills of regdilistening, writing and speaking.
Each task will carry a logo signifying the skill@ahich students will mainly practice while
doing the task. None of the tasks will carry merahe single logo because it is clear, as
Nation (2008) highlights, that successful task clatign will necessitate the employment
of several skills in coordination. Not only will éhlogos help the teacher organise
instruction according to students’ needs, but thilyalso guide students to put more effort

on tasks which help in reaching their personal segoals.

The whole material is meant for the teacher’s as&e it includes detailed lesson plans at
the beginning of each unit. These lesson plans baxege frames so they can be easily
identified and can be separated from the rest@ithaterial, which can then be distributed

to the students who have no use for the teachestalictions.

5.5 Types of activities

Task-based pedagogy has guided the designing otte¢hching material. Majority of the
activities in the material can be classified agsamnd therefore they adhere to the division
into pre-task, task and post-task phases. One deranhsuch a task is the Library Book
Hunt, in which the students discuss different geras a pre-task, find books from the
library in the main task phase and then as a pa&tthey discuss their findings in class.
Another example of this division Is Time Travel Possiblea task in which the students
familiarize themselves with relevant vocabularythe pre-task phase and then watch and
discuss a video on time travel as the main tasknally, in the post-task phase, they write
a short text based on this topic. Task-based pegapas also influenced our material
selection and ensured the use of authentic mategalthe novel and for example various

websites.

One of the primary goals of this material packag#oi provide students with a variety of

activities, in which each of the four skills wilkebpracticed. This material also includes
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reading comprehension strategy activities and uareative activities. In this section, we

will discuss each skill in isolation and link theémappropriate task types in our material.

In task design it is important to consider what 8peakers are required to do with
language: for example, are they asked to descabrething, to make a decision, or to tell a
story? In our material we have included activitveisich take into account the different
types of talk. Luoma (2004: 32) suggests that dbffé types of talk should be tested
separately, since being skilled in one type of thikes not necessarily mean proficiency in
another and each type of talk has its own way d&brination organisation for easy
comprehension. A person can be particularly skil&dtelling a story, and yet have
difficulties expressing themselves when requirethtke a decision with another speaker.
Separate testing of different types of talk givesreninsight into the students’ skills. The
students should also have practice in each diffdéggre of talk since their control over the
information organisation routines only improves hwgractice (Luoma 2004: 31). In the
scope of this material package with its fairly lied lesson time and focus on other
language skills as well as speaking, we will nofdmising on each individual type of talk
and assessing them to the extent that would bé ideavever, the speaking tasks we have
included in the material do still reflect the fdloat there are different types of talk instead
of simply assuming that a student who is not skille a particular type of talk has poor
speaking skills altogether. The speaking taskdis naterial will require the students to
describe, negotiate and explain. For example, dsk in which students have to match
book titles with extractsWhat Book is it from?requires students to request information.
The storylingtask necessitates the description of images theg tta through negotiation,
to organise into a logical order and Rerfect Societyask students will have to decide
which aspects of a society are the most importainich necessitates explanation, negotiate

and make decisions.

There is a great variety of writing tasks that ¢cenused in foreign language teaching.
Nation (2008: 96-111) divides writing tasks intopexence tasks, shared tasks, guided
tasks, and independent tasks. Experience tasks@tt®s narrow the gap between the

students’ present knowledge and the demands dfagleby bringing the task within the
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learners’ experience, or by providing them with tlexessary experience to perform the
task. Bringing the task within the learners’ expede could mean for example using
simplified material or graded readers (Nation 20®8). If the writing task is, for example,
about the police, the students can be given thessacy experience by a visit to the police
station. Shared tasks were already briefly disaugsglier in 2.2., along with the benefits
of group and pair work in writing tasks. The posatieffects of collaborative writing tasks
are also acknowledged by Storch and Wiggleswor@®§®? Guided tasks provide support
for the learners while they are engaged in the,tésk example by supplying the
vocabulary, structure, and organisation neededioptete the writing task (Nation 2008:
100). Independent tasks do not offer the assistahadditional experience, the support and
skills of other learners, or helpful guiding thréughe task. Instead the learners are
expected to rely on their own resources to compthte task. Independent tasks are
appropriate for students who have high languagégeocy and the command of helpful
strategies (Nation 2008: 110).

These different types of writing tasks are an ingatr part of our material package.
Experience tasks in our material package often ireqgtne students to seek for the
necessary information themselves, for example byili@rising themselves with texts
belonging to the same genre which they are requaredite and to infer the characteristics
of that genre from those examples prior to writi@ge example of a shared writing task in
our material is a shared poem task in which thdestts collaborate to write a poem. There
are some guided tasks in the material as well,anghich is a writing task about time
travel that instructs the students to use the wdeap of a previous task. We have also
included a few independent tasks in the matersatha target group has the necessary level
of language proficiency to successfully completehsiasks. One example of such a task is
the First Page-task, in which the students are instructed tdenthie first page of a novel

and are given only a selection of titles for help.

As mentioned earlier, similarly to reading taskstehing tasks should require the students
to listen for different purposes and to use diff¢destening strategies. This is also why we

have decided to use the terms introduced to thdesta in the context of reading strategies
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in the context of listening tasks as well. For epanthe instructions for a listening task
may tell the student to listen for general compnsien while listen for the first time, or tell

the student to listen for a particular piece obmfation during the task. The listening tasks
of this material are also often part of tasks thelude other language skills as well, so the

listening part is often essential to the completbother parts of the task.

Additionally, in task-based teaching all particitmrare recognised as active listeners
instead of merely overhearers (Ellis 2003: 39)ndm-reciprocal tasks the learners do not
have an opportunity to interact while they are elshg, whereas reciprocal tasks
necessarily involve passing information betweengpeaker and the listener (Ellis 2003:
49). Reciprocal listening occurs on virtually evéegson included in the material with the
students discussing the book they are reading.eThex also some tasks that are more
clearly non-reciprocal, such asstening to Someone Readiragtask in which the students
listen to a BBC Radio programme and make notets ahd alsds Time Travel Possible?,

a task in which the students watch a video expigithe science behind the idea of time
travel. It is also important to note that insted@lbtasks being divided into reciprocal and
non-reciprocal, they exist in a continuum betwdesé two opposites, and different kinds
of tasks allow different degrees or participatioani the students (Ellis 2003: 49). For
example, the task in which the students listemteglanation of time travel requires them
to also discuss the video in groups after watcltimgd thus engage in reciprocal listening
during the same task. Non-reciprocal tasks arédurdivided intdisten-and-do taskthat
require actions to show the understanding of whas Wistened andcademic listening
taskswhich require other means, such as making nateshiaw understanding (Ellis 2003:
50). There are several listening tasks in this nedtthat can be defined as academic tasks,
such as the previously mentioned task in which shelents listen to a BBC Radio

programme and make notes based on it.

Reading tasks involve different purposes for regdamd the employment of various
reading strategies, both of which were discussethirarlier chapter on reading. Willis and
Willis (2007: 33) also suggest a variety of tasksdd on written texts that provide a

context for those texts and thus avoid the danfjegaaling (and listening) in the classroom
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taking place in a void. These reading tasks areudson tasks, prediction tasks, jigsaw
task sequences, student as a question masterab&newledge tasks and corrupted text
(Willis and Willis 2007: 34-61). Discussion taskseaespecially appropriate ways of
leading into texts that deal with controversialitgpor if the text requires the students to
commit themselves to an opinion (Willis and Will®07: 34). Prediction tasks work
particularly well with narrative texts and “helpal@ers by providing a context for reading
and by guiding the reading process” (Willis and &iR007: 34). Jigsaw tasks or split-
information tasks necessitate student collaborad®ithe students or groups have different
information and have to put the information togetineorder to achieve the outcome of the
task (Willis and Willis 2007: 41). As it is usualtiie teacher who asks questions from the
students in a language classroom, the effectivie-iased alternative would be for the
students to prepare questions for themselves @Vdind Willis 2007: 43). General
knowledge tasks are an effective way of activatimg students’ background knowledge,
for example having the students list facts aboetttpic, such as whales, before reading a
text on that topic (Willis and Willis 2007: 45). €apted texts have been changed, for
example by omitting some elements or changing tderoof paragraphs, and need to be
reconstructed (Willis and Willis 2007: 48).

Obviously some of these task types from Willis &idlis (2007) are more suitable for the
needs of our material than others, and discussaskst general knowledge tasks and
prediction tasks in particular will be employedtins material. An example of a discussion
task would be the discussion on the themesllé Time Machinghat works as an
introduction before the students actually startmeg the novel. This task also works as a
general knowledge task. Prediction tasks are at®uol in our material, particularly when
the students read the first few chapters and &eda® imagine what could happen next in

the story.

Other types of activities included in this materak reading comprehension strategy
activities. They guide students in their reading aelp them with difficulties with reading
comprehension and will have relevance in the lamg For example, activities concerning

reading for the gist guides students to pay attentdo the central meaning of the text
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instead of focusing on translating the text frontavtm word. Students will practice reading
for the gist by summarising various texts or chepteom the novel. Moreover, there are a
few drama activities in our material. The dramavaas include, for example, role play in
a talk show, in the roles of creatures from diffé¢reras and, as a task option, acting on a

short film.

Additionally there are tasks in which the studgmactice their grammar skills. However,
there is no specific focus on grammar since out gaa to include a wide variety of tasks
and it was possible to introduce some grammar &spbcough tasks without direct
instruction on grammar rules. Instead there is@dit@nal grammar section at the end of
the material in case the students need or wanate more help on the grammar tasks. the
teacher can also choose to emphasise the gramtearfound at the end of the material if

there is a need for it but it is of course voluptar

5.6 Assessment

Assessing students on this course raises questiomserning what can and should be
assessed. Numeric assessment is required for ceamputourses in Finnish high school
and course grading is usually done on the basisnaterial which is easy to grade
numerically, such as vocabulary and grammar tdstsgawith written products. Grading
may become problematic when the students do taskdving a creative process. Setting
and marking a written text of grammar is relativelgsy and time-efficient (Thornbury
2005:125). Focusing on factors which do not eas#lyd themselves to quantitative
measuring, such as increasing motivation to reae iforeign language, also poses a
challenge when it comes to numeric assessment.réiogpto Beach et al (2011: 225)
evaluating students according to “correct answersa bell-curve system based on group
norms may undermine the teacher’s attempts to engaglents who assume that they are
not “good students” or “good readers”. As the pmynabjectives of this course are to read
a work of fiction in a foreign language (i.e Englisand to foster and spark students’
motivation in reading in a foreign language, spee@tention needs to be given to
assessment. Beach et al (2011: 226) suggest thaia¢gion should provide students with a
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description of what they are doing and how wellytla@e doing when they respond to
literature, a blueprint for potential improvementtheir responses over time and ways of
self-assessing so that they determine what theg teeelo to improve. Self-assessment of
the students is one part of the overall assessoesigned for this course. Ideally this

course would not be assessed through numeric assetss

We have made the decision to divide the assessofetitis course into three equally
important parts. The overall participation of thadent forms one third of the final grade
and it is assessed on the basis that the minimgoireanent for a good grade (8 our of 10)
is for the students to read the entire novel andptete approximately 80% of the tasks
during the course. The final written task of theise, which is either a movie or a book
review, is graded according to the requirements @food review that the students are
presented with during the course and this gradesanother third of the whole grade. The
final third of the grade comes from the studentsyassessment, which is expected to be
an accurate representation of how the studentutiiéetl the goals they set for themselves
in the beginning of the course and also show sfléction.

This grading system has many advantages. It eng#gsashe students’ own assessment
more than typical course grading does and thussgive students more responsibility and
influence over their grades. Since there is no s®exam for this material as there usually
is in Finnish high school English courses, thistays allows the teacher to take into
consideration different aspects of language legtnirhe skills of reading, speaking and
listening are assessed to some extent in theprstthat consists of student participation in
the tasks. According to Thornbury (2005) speakisgeasment can be carried out through
the types of activities which are done in classweleer, often the greatest problem with
these specific assessing methods is the limitedoEgsne resources. In our material,
speaking assessment is recommended to be carrietthrough collecting ongoing data.
Writing skills are assessed in the second partabasists of a longer written text, namely a
review. Harmer (2004) offers options for reactingstudents' work. On one hand, teacher
may respond to students' work by engaging intoral laf affective dialogue with them

which involves discussing students' writing insteagudging it. On the other hand, teacher
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may invest time on correcting, i.e. indicating tisamething is not right. These ways of
responding are particularly beneficial when theream opportunity of rewriting. The last
part helps to assess how the students have predrdasing the course, how aware they are
of their own progress and learning and whether toisrse material has succeeded in
motivating and inspiring them to read fiction indlish. As it is particularly difficult to
measure how the material has succeeded in motivdhia students to read fiction in
English, the students’ own assessments are crddialteachers using this material are of
course welcome to emphasize one of these thres padssessment over the others, or

make their own decision on how to grade the stigdent

6 CONCLUSION

The use of works of fiction in foreign languagedsag and learning has not, to our
knowledge, been very common among English teacghdisland. As we mention in our
introductory chapter, also the variety of actistia selection of English high school
textbooks offer is rarely adequate in terms of mhong learners practice in all of the four
skills, let alone activities for teaching fictiodlowever, teaching fiction in a foreign
language class has several benefits, as Polio gmdkZ(2009) note the potential for
presenting grammar in context, developing readikiiss exposing students to cultural
artifacts, and facilitating the transition into recadvanced content courses, the use of
authentic texts in basic language courses. Figti@hso a channel for cultural and language
enrichment (Collie and Slater 1987) and may fogirsonal involvement and interest
through emotional and intellectual levels (Hedgcaokl Ferris 2009) in foreign language
learning. We set out to create material which wonbtdude a variety of activities practicing
each of the four skills: listening, speaking, wrifiand reading. Another major aim was to
inspire readers to read in a foreign languagehittktabout their reading habits and to find
aspects affecting reading enjoyment. Finally, iswear hope that this material would serve
as our personal toolkit for teaching fiction in Hslg and that other teachers of English

would find it useful as well.



70

Among the myriad of approaches to language teachmgur theoretical foundation taking
us closer to our goals, we selected task-basetitepwhich emphasises interaction in the
target language focuses on meaning instead of fdlitman 2004: 1). We think that tasks as
language activities offer plenty of possibilities practice the four language skills, to
encourage the use of the target language and tease the proportion of active time in
class. Even though tasks often demand time, as wfag drama and fine arts tasks in our
material do, they are worth the effort as they gbate to a more pervasive education than
what education which is isolated to concern onbirgle subject may be able to provide.
Another theoretical approach was the applicatiostidtegies in foreign language reading
comprehension. Strategies lend themselves relgte@sily to be utilised in coordination
with carrying out tasks as they become necessagnwshortages in communication occur.
The most important aspect in task completion istla@ner students compensate for “gaps”
in their language competences (CEFR 2003: 162} Ehparticularly evident in reading
complex texts in a foreign language, such as tivelnge chose.

As designers of material for English teaching asarming we feel a need to share our
experiences on what needs to be taken into comsiderand what worked. Ideally, the
present material strives to fill a gap in the asfalié material. Thus the material design
emerges from a need. Unsurprisingly, the cleamde&fn of theoretical concepts i.e. what
defines a task helped us create activities whictiebealign with our goals and the
theoretical framework chosen. Additionally, them® @ number of practical aspects in
materials design which are important to consider. &ample, the overall layout of the
material, how it looks whether it is on paper orelectronic format, is a vital part of the
design. In terms of layout in our material it slttbalso be noted that the majority of the
visual material i.e. images and other graphicalenatwere drawn by one of the designers
of this material. In other situations, one may htvénd a graphic designer to manage that
part of the design. Every now and then we camesaccontent on the internet, parts of
which we would have liked to include into our makr This raised questions about
copyrights, namely whether it would be legal towslhbis material in a public setting such
as the classroom. Concerning copyrights we settiedising texts which, being very old,

were already out of copyright. Often we circumventepyrights via activity design. For
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example, if web material had to be shown to stugjeéhe students can also be assigned to

do it as homework.

Based on our own experience we can recommend degitreir own teaching material to
other teachers as well, although it is a time-comneg task and thus might be a challenge
to already busy teachers. We think that the desggprocess may not only provide an
option for entirely relying on commercial materislich as textbooks but also enable
teachers to update their teaching methods and henheir teaching toolkit. Making
adjustments to the material being used can alsndre effortless when the teachers have

designed the material themselves.

Working on the theory and the material simultangoissan effective way of ensuring that
there is congruence between the two. Thereforer aftarting with mapping out the
theoretical framework for this thesis we moved odésigning the actual material before
the theory was completely finished and then workéglnatively between the two. This not
only had the added benefit of providing us withiaon when working on this thesis but
also kept us on the path of working in alignmerthvihe goals of this material. One of our
goals was to design tasks and activities that wauldvide the students with the
opportunity to effectively practice all four langyeaskills and we have succeeded in this
goal reasonably well. Our material includes adteiin which each skill, or several of them
simultaneously, are practiced. Of course we arekiwgrwith a limited time frame within
one English course but the four skills are all uield to the extent that is possible in this
context. We have also added logos for each of kiis ¢n the tasks in which those skills
are practiced to make it easier for both the sttedand teachers to navigate the material
and prepare for practicing individual languagelskiln terms of inspiring and motivating
students to read in a foreign language, we strigedclude activities which would help the
students to access works of fiction and movies withe. Among the activities the students
are presented with are lists of fascinating boaks films pertaining to our main theme -
future. In one of the tasks students also haveidib the library which, on its part, may

increase the probability of students visiting aidity again and finding new books to read.
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It was, of course, necessary for us to make dewgsiegarding the theoretical framework
and the tasks we designed, which doubtlessly erdwther possible viable options. Since
there are not that many teaching materials thakt ¢l fiction for teachers of English in
Finland, we would encourage anyone interested sigdeng such materials to explore
other theories and ideas. Ideally we would haveeteshis material in practice but
unfortunately there were no opportunities availalble the time. Therefore all the
speculation about how well the material will workttwour target group is simply that,
speculation, but nevertheless based on the ldtestiés in second language learning and
our previous experiences of teaching English. Wegehalso drawn from our own

experiences as readers of fiction in English.

Designing activities and tasks for this materialgga reason to reflect upon aspects which
seem to guide one's thinking. Often the originagooint of our task design would be a
structural aspect of language such as a desire@®sipn or grammatical aspect. This idea
may have prevented us from approaching the matediedign from other directions. The
coercion to produce material adding to studentscgiral competence seemed to govern
the design of a large part of the exercises. Whsezhthat we struggled creating some
activities ourselves. If the designers themselved €lesigning an off-putting task, would
the people actually participating in those actesgthave fun? It is, therefore, necessary to
remind oneself of other possibilities and ways iefwng activity design. Every now and
then, enjoyment and laughter should, in our opinio& the main point of an activity.
Concerning one of the main goals of our materiakpge, helping students find inspiration
in reading in a foreign language, the material labé for English language teachers
remains scarce. In this respect, our material Brsgmething new, or at the very least, adds
to a type of material less represented in the félthaterial design. Material for the use of
fiction in foreign language teaching and learnihgudd be further produced. For example,
similar types of material could be designed fornger foreign language learners. Most of
the tasks in this material may also be modifieth&et the linguistic abilities of any level of
foreign language learners. As reading material geurstudents could use graded readers
which should be relatively easily procured. The tnstep concerning our work would

logically be its testing in a language class.
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Dear teacher,

Welcome to use this material package!

This material is designed for the culture Englislurse in Finnish high schools, a course
which usually deals with culture and literatureisTimaterial is meant for the teacher. The
material includes lesson plans for twelve (12) isess (2 x 45min) and instructions,
activities and tasks for students for each les3drre is enough material (or more than
enough!) for six weeks or a high school teachingope Keep the lesson plans (the pages
with the orange frames) to yourself and give ttst of the material package to the students
to use in the course.

Among the goals of this course are to inspire sitgléo read in English and to provide
students with opportunities to practice the founglaage skills (reading, listening, speaking
and writing). However, the main purpose of this reseuis to read fiction in a foreign
language, in the case of this material, to réhd Time Machindy H.G. Wells.The Time
Machineis a classic tale of science fiction with its tirtravel and alien creatures, and
underlying philosophical themes. The main charadiene Traveller, travels to the future
and finds out that humanity has involved into twstidct groups: the peaceful and weak
Eloi and the savage, predatory Morlocks. This nevalks as a convenient starting point to
dealing with the themes of future and society, Whace the overall themes of this material.

Please notice that unlike in many course matetlasfocus is on the tasks themselves.
There are tasks in which the students will pracgimmar, but all the grammar rules are
in a separate section at the end of the mateadietused when needed. The students may
access the grammar rules themselves if they netea leelp in their tasks, and the teacher
can also choose to focus more on the grammar aglesrding to the needs of the group.

What is the material based on?

This material draws from task-based language tegchin other words, many of the
activities in this material have a goal that hathmgy to do with specific language forms
and the students rarely need to use certain voggbahd grammar while completing a
task. The aim is tasethe language as much as possible, in all its fofifhere are various
types of activities in the material - reading,dising, speaking and writing activities. Each
activity has a logo which signifies the languag#!(sk practiced in that activity. This will
help you and the students navigate through difteaetivities. We have also decided to
include reading strategy activities to the lessimnkelp students in any difficulties arising
from the reading.



How to assess the students?

Since one of the main objectives of this courde imotivate and inspire students to read in
a foreign language, assessing the students maymneeaochallenge. We recommend this
course to be assessed for each student in threé eais. The overall participation of the
student forms one third of the final grade and iassessed on the basis that the minimum
requirement for a good grade (8 out of 10) is fer students to read the entire novel and
complete the majority (approximately 80%) of thekaduring the course. The final written
task of the course, which is either a movie or akbreview, is graded according to the
requirements of a good review that the studentanisleéses determine during the course and
this grade forms another third of the whole gradee final third of the grade comes from
the student’s own assessment, which is expectdxt tan accurate representation of how
the student has fulfilled the goals they set fentiselves in the beginning of the course and
to also show self-reflection.

You may, of course, evaluate the students in a yeayfeel comfortable with but we also
have suggestions for collecting evidence of stuglgarbgress. Speaking may be evaluated
through ongoing observation. The longer piece oting done in this course may be
evaluated according to the criteria agreed on hmgetvith the students. Overall, we
encourage you to make use of different ways toamdpgo students' writing. Give them
feedback on their writing, ask questions aboutdélections they make, praise and make
suggestions for development. It is essential tloat s a teacher articulate the importance
of self-evaluation throughout the course. Have etisl regularly keep track of their
progress.

Have fun travelling in time and teaching fictionenglish!

Mesku & Susku
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UNIT 1 LESSONS
Lesson 1: What kind of a reader are you? (2x45min)

This lesson will work as the starting point of thieole course. In this lesson students will
have to think about their own reading habits in@artb become aware of themselves as
readers in general and as readers of a foreign laage. As a result of this self-analysis,
the students will produce a Reader Profile. Thedge#&rofile will help students to picture
themselves as readers, become aware of their stremgpd weaknesses, and figure out
how to develop themselves as readers. Using the®Btwhile designing the Reader
Profile will also develop students’ visual thinkiagd give them new ideas dealing with
design and the use of different materials.

Goals for the teacher:

1. Introduce the students to the concept of reading

2. Students analyse themselves as readers

3. Gather information about the students’ readialgits and attitudes towards reading via
the What Do You Read? -chart and the Reader Profile

Goals for the students:
1. Become aware of your own reading habits ancepeates
2. Design your own Reader Profile

Materials needed for the lesson:
Reader Profile (Option B): paint, brushes, pencils, pastels, oil pastelstatoers for
water, cardboard, newspaper, magazines, cameitaapis etc.

1. A brief introduction to the course by the teache (5min)
Hello and welcome all to the culture course! Oms ttourse you will get to practice
English in many different ways! We will be readiagnovel in English and at the
same time developing our language skills througioua kinds of activities. One of
the main points of this course is to help you depejood strategies for reading in a
foreign language.

2. Setting the COMMON GOALS for the course(15min)
Every course needs learning goals to be relevanhisg activity teacher will give
their suggestion of course goals for students &duate. General course goals are
discussed first, after which students will be askedecide on their personal goals
for the course.



COMMON GOALS (for the teacher):
1. Students read fiction in a foreign language (thmd& Machine)
2. Students reflect themselves as readers of foraigguiage
3. Students are presented with ways of dealing wittst@reading strategies) that will
be helpful in future as well
4. Students will practice the four language skillsriany different ways
5. Activities create enjoyment in reading

Students should discuss the common goals withtagrai2-5min). The course goals can
also be modified according to the group’s needs.

Setting personal goal¢10-15 min)

In this task students will set at least four pes@oals to be worked on during the
course. Return to these goals from time to timesk@mple at CHAPTER
CHECKPOINTS in order to keep track on progress.

3. Exploring reading habits and attitudes(15min)

In this task students will have to decide what kifideaders they are. The students
will fill in a chart, answering questions aboutitheading habits and experiences,
and also about their attitudes towards readingfictreading in English and reading
fiction in English. The teacher may collect stugéanswers for an overall
understanding of students’ opinions and attitudieée. student’s material for this
task is provided in the task section of this paekag

4. Reader types quiZ10min)

This quiz will give the students a perhaps humoidea of what kind of readers
they are. The reason for including this in the malés that it works as an
introduction to designing the Reader’s Profile afgb helps the students to realise
that there are different kinds of readers.

5. Reader Profile(15-20min (A) 60-120min (B))

Each student will design a reader profile in whichy will include their own
characteristics and strengths and weaknessesdersed@he previous task about
reading habits and attitudes may be of help intds&. This profile may be done in
different ways.

Option A: Students will list their characteristias readers on a paper/notebook according
to instructions given by the teacher.



Option B: Students design for example a portratheimselves as readers by using paint,
colour pencils, wax colours, oil pastels, pastel@ks, newspaper, old books etc. as
materials for their Reader Profile. Also photogramipand images from magazines are
recommendable. This task will take more time amglinecessary to reserve at least an
hour of extra time from the next lesson.

6. Looking at the course outline and course work5 min)

At this point teacher will present course outlime @ list of individual/group tasks
which are to be completed during the course. Tikisriay be publicly available at
all times.

WHAT IS A CHAPTER CHECKPOINT? (5 min)

Tell students that at the end of each course beit will update their personal task
checklists by ticking completed tasks. Go throughdhecklist with the students
when necessary.



Lesson 2: Let’s talk about fiction! (2x45min)

In this lesson students will be introduced to @iotas a concept through discussion.
Students then test their knowledge about classifistion and explore genres. This lesson
works as an orientation to the Time Machine andvigtes students with knowledge about
different types of fiction. Also, as one of thelgad this material is to inspire students to
read more, the activities on this lesson will wtwards that goal by, for example,
introducing them to some classic works of fiction aequiring them to visit a library.

The homework part of the genre task, in which thdets go to a library in pairs and find
books that belong to different genres, is an imgoarpart of the course in a few ways. It
promotes learning outside the classroom and aldpsh® promote reading for pleasure by
introducing the students to finding books fromltheary, which all students might not be
that familiar with.

Goals for the teacher:
1. Introducing the students to the concepts oioiicand genre
2. Making students aware of different genres any tlubre are various kinds of genres

Goals for the student:
1. Familiarise yourself with the concept of gennd different genres of fiction
2. Get to know and test yourself on classics didic

Materials needed for the lesson:
1. Before the lesson, the teacher needs to printronigh copies of the list of book
titles and the list of quotes for théhat book is it from?ask and cut them into
individual titles and quotes.

BRIEF INTRO : Ask the students to talk about the topic fora feoments (in pairs or
small groups). What is fiction? What kind of tegts be classified as fiction? The teacher
can also present a definition of the word ‘fictigffom a dictionary, website, etc.)

1. Literature quiz (5-10min)

This short quiz works as an introduction to literatfor the students. The students
answer the multiple choice questions alone or wigartner. After the students are
finished, the teacher goes through the right answith the class and addresses any
guestions the students may have about the quiz.

Correct answers: 1b, 2c, 3b, 4a, 5c, 6a, 7b, 8¢19a.
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2. What book is it from? (15min + 10min)

In this activity students will practice speakingliskand asking for specific
information. They may also practice polite waysasking for something. Students
will get to know different authors and extractgtodir work.

Print out copies of the following list of book &8 and quotes and hand them out to
groups of 3-4 students. Make sure that the grotgsat given matching pairs in
the beginning of the task.

Material for the “ What book is it from?"task

List of books:

1.

2.

8.

9.

Douglas Adams: The Hitchhiker's Guide to the Galaxy
J.R.R. Tolkien: The Hobbit

Oscar Wilde: The Picture of Dorian Gray

William Shakespeare: Hamlet

Daniel Defoe: The Life and Adventures of Robinsan<de

H.G. Wells: The Time Machine

. Lewis Carroll: Alice In Wonderland

J.K. Rowling: Harry Potter and the Philosopher'sriat

Mary Shelley: Frankenstein

10.Jane Austen: Pride and Prejudice
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List of quotes:

A.

‘Now, it is very remarkable that this is so exteali overlooked,' continued the Time
Traveller, with a slight accession of cheerfulnésally this is what is meant by the
Fourth Dimension, though some people who talk abmiEourth Dimension do not know
they mean it. It is only another way of lookingTamne. There is no difference between
Time and any of the three dimensions of Space éxbhapour consciousness moves along
it. But some foolish people have got hold of themg side of that idea. You have all heard
what they have to say about this Fourth Dimension?'

B.

It is a truth universally acknowledged, that a Bngan in possession of a good fortune,
must be in want of a wife.

However little known the feelings or views of steciman may be on his first entering a
neighbourhood, this truth is so well fixed in thends of the surrounding families, that he
is considered the rightful property of some onetber of their daughters.

“My dear Mr. Bennet," said his lady to him one ddgve you heard that Netherfield Park
Is let at last?"

Mr. Bennet replied that he had not.

C.

| am looking for someone to share in an adventuaeltam arranging, and it's very
difficult to find anyone.’

I should think so — in these parts! We are plairegifolk and have no use for adventures.
Nasty disturbing uncomfortable things! Make youel&ir dinner!

D.

‘Hateful day when | received life!" | exclaimedagony. 'Accursed creator! Why did you
form a monster so hideous that even you turned fraamn disgust? God, in pity, made
man beautiful and alluring, after his own imaget, tmy form is a filthy type of yours, more
horrid even from the very resemblance. Satan heddrmpanions, fellow-devils, to admire
and encourage him; but | am solitary and abhorred.

E.

‘Would you tell me, please, which way | ought tofgmm here?'

‘That depends a good deal on where you want ttogeiaid the Cat.

‘| don't much care where—' said Alice.

‘Then it doesn't matter which way you go,' said@la¢.

'—so0 long as | get SOMEWHERE,' Alice added as giiasmation.

- 'Oh, you're sure to do that,' said the Cat, 'if yaly walk long enough.
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F.

Your mother died to save you. If there is one thitmjdemort cannot understand, it is love.
Love as powerful as your mother's for you leavesoivn mark. To have been loved so
deeply, even though the person who loved us is,geitlggive us some protection forever.

G.

Far out in the uncharted backwaters of the unfastiie end of the western spiral arm of
the Galaxy lies a small unregarded yellow sun. @npithis at a distance of roughly ninety-
two million miles is an utterly insignificant liglblue green planet whose ape-descended
life forms are so amazingly primitive that theylgtiink digital watches are a pretty neat
idea.

H.

My next work was to view the country, and seek@ppr place for my habitation, and
where to stow my goods to secure them from whatewght happen. Where | was, | yet
knew not; whether on the continent or on an islavitether inhabited or not inhabited;
whether in danger of wild beasts or not. There avhdl not above a mile from me, which
rose up very steep and high, and which seemedeap/some other hills, which lay as in
a ridge from it northward. |took out one of tleeviing-pieces, and one of the pistols, and
a horn of powder; and thus armed, | travelled fecalvery up to the top of that hill, where,
after | had with great labour and difficulty gotttee top, | saw my fate, to my great
affliction—viz. that | was in an island environedegy way with the sea: no land to be seen
except some rocks, which lay a great way off; amlsmall islands, less than this, which
lay about three leagues to the west.

Every portrait that is painted with feeling is atpait of the artist, not of the sitter. The
sitter is merely the accident, the occasion. itashe who is revealed by the painter; it is
rather the painter who, on the coloured canvagalsvhimself. The reason | will not
exhibit this picture is that | am afraid that | leashown in it the secret of my own soul.

J.

“To be, or not to be: that is the question:
Whether 'tis nobler in the mind to suffer

The slings and arrows of outrageous fortune,
. Or to take arms against a sea of troubles,
And by opposing end them?
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Answers to the What Book is It From? -task
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3. Genre task(10min + homework + 10min next lesson)

This task is divided into three parts. The firsgeask part is done in class and
takes about 20 minutes and the actual task itselking for books in the library, is
done by the students as homework for the next heSdwe last part of this genre
task, the group discussion, is done at the staheohext lesson and takes 10-15
minutes.

Short introduction to the topic by the teacher, folowed by a short pair
discussion(10min)

This is the pre-task part, in which the teacheawonhices the students to the concept
of fiction with a short explanation and the studetiscuss what genres they know
with a partner. The teacher then asks the whoks@hout the genres they know.

Know your genres

(10-15min)

The students continue discussing different genyesriiing down their ideas about
the characteristics of some well-known genresegeiith pairs or small groups. After
this, the teacher goes through each of the genthglve whole class, asking what
characteristics each genre has.

Library Book Hunt

(homework for the next lesson)

In this task, the students will put their knowledadeyenres to practical use by going
to the library and looking for books that belongltfferent genres.
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Group discussion on the Library Book Hunt
(10-15min at the start of the next lesson)

+ Additional: i
There is also a glossary of literature related atary in this part of the material,
which can be used as a reference when talking iingzabout fiction, literature
and genres.

4. Unit checkpoint(5min)
Tell the students to check the tasks they havetad on the task checklist. They
should also go back to check their course goalssaadvhat they have achieved in
this unit and what they need to do in the next.unit

Homework
Going to a library with a partner and filling inethibrary Book Hunt worksheet.
Taking a look at the vocabulary for the time travieleo task (optional, given as

homework if the teacher wants the students to gautih the vocabulary at home
instead of in the beginning of next lesson).
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Dear student,
Hello, and welcome to studying English by readingael in English!

In this course, you will read H.G. Well's famousesce fiction novellThe Time Machine
Even though reading in a foreign language will be tocus of this course, you will be
doing a bunch of other things too. There are mamydand practical activities which will
help you develop your English skills in severafatiént ways! The point of this course is to
give you as many opportunities as possible to meagtour English, and offer you tools to

help you read, listen, speak and write.

The course has four units. In the first unit yotitee goals for the course and get to know
yourself as readers. In the second unit, you s¢éadingThe Time Machineandpractice
writing the beginning of a novel among other atigd. In the third unit you explore the
main theme of this course - FUTURE. The fourth &ndl unit is reserved for individual

coursework and self-evaluation.

You may notice that there are different logos ie tasks. These logos will tell you which
skills you will be practicing in each task. Theree also logos for grammar tasks,
performance tasks, activities that support yournieg and for extra information about
scientific topics. The explanations for these logas be found on the previous page.

The rest is up to you and what you decide to médke o

Mesku & Susku (the designers of the material)



UNIT T TASKS & MAINTENANCE

Getting started: Course Goals

4 NDINE;

READING STRATEGIES

DIEFERENT TEXTS




Personal course goals

What do you want to learn on this course? Filltiteast two
goals for each skKill.

For example: WRITING

| will be able to write a poem in English

| will edit my writing and re-write it
Notice that you have already thought about howeteetbp your READING skills in your
Reader Profile, so you can use that when you cengumur reading goals for this course.

We will return to your goals at the end of this smu




Task checklist

Mark the tasks as you finish them. Add any othskdayou do.

o A Reader Profile

o Library book hunt

o Time travel writing task

o Shared poem

o Written task 1 (poem/short story)

o From News to Fairy tale

o Written Task 2 (a review)

o Your own glossary (this should be finished at thed ef the

course!)
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What do you read?

Think about your reading habits and answer thetoresbelow.

When and where do you
usually like to read?

What kind of texts do you
usually read? Books, blogs,
poems, comic books,
magazines, etc.? In what
languages?

What are youfavourite
books or other texts(do
you have a favourite blog,
for example)?

How do feelabout reading
fiction? Have you read much
fiction before, or do you
prefer texts that are non-
fiction?

What kind of texts do you
read in English? Course
books, websites, magazines
books? Do you find it's easy
or does it require effort?

How do you feel about
reading fiction in English?
Have you read fiction in
English before? If you have,
what kind of books have you
read?
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Reader types

There are many different types of readers. Talseghiz and find out what type of reader
you are!

1. You are choosing a book to take with you on youroliday. You will...

a) choose a book based on someone else’s recomtioenailad how much they enjoyed it.
b) just randomly borrow a book from the library.

c) take a few books because you can’t decide wihdtdf book you want to read.

d) buy a book from the airport.

e) take one of the books from your bookshelf youdeen meaning to read for a while now.

2. Where do you usually read?
a) Somewhere comfortable, where you can spend lvoaentrating on the book.

b) When travelling somewhere: on a bus or in antridlyou remembered to take a book
with you.

c) Almost anywhere, sometimes even while
standing.

d) In a cafe while eating.

e) At the library.

3. What is your favourite childhood book?
a) The Harry Potter series or the Moomin ks.
b) A book you read at school.

c) There are too many to choose from!

d) A collection of fairytales.

e) A book your parents used to read to you.

4. You get a gift card to a bookstore. How will yowspend it?

a) You buy the book which has the most excitingnsimg back cover.

b) You pick up a book when you’re near the boolestmr your shopping trip.

c) You buy as many different books you can get.

d) You will browse through the new releases shedf ehoose a book from there.
e) You plan to use it straightaway but keep forgagtit.
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5. How do you organise your bookshelf?

a) According to how good the reading experience was
b) In no particular order.

c) By genres.

d) Based on the year they were published.

e) Changing the organisation of the books everykwee

6. If someone asked you about the last good bookwyeead, you would...
a) Give a passionate speech about the book andgaction to it.

b) Tell the name and author of the book.

c) Give a list of a few titles instead of just dy@ok.

d) Talk about the book and also the reviews aldopdu have read.

e) Try to remember when you last read a book.

Results:

Mostly A: Emotionally involved reader

You read quite a lot and get emotionally involveithvihe lives of the characters you are
reading about. You have probably cried while regdirbook, and you’re the kind of
person who also cries when watching movies. Whenfiyash a good book you can’t stop
thinking/talking about it.

Mostly B: Casual reader
You don’t read on a regular basis but every nowtaed you decide to pass the time
traveling by reading or there is a novel you havestd for a class at school.

Mostly C: Omnivorous (kaikkiruokainen)reader

You read everything and everywhere. You always f@leok in your bag just in case
there is time for reading during the day. At hoymy have a huge pile of books waiting to
be read.



Mostly D: Pop reader

You read popular new titles and books that
appear on bestseller lists. You might choos
read a book that has just been made into a
movie. You follow book reviews and new
releases.

Mostly E: Wannabe reader

You may own tons of books, mainly classic

novels, that you haven't yet read and perh:

even carry books with you on holidays etc.

never get around to reading them. You wal

buy all the books your friends, who know at
literature, recommend to you.

Discuss!

Talk with your partner about your reading habitd gaur quiz results.

What's similar or different in your reading habits?

What are your expectations of this course and nggainovel in English?

22
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A Reader profile

Now that you have spent some time thinking about yo
reading habits and discussing them with your fregritts
time to make your own reader profile.

Option A.
Answer the following questions about reading haditd design yourself a reader profile.

Option B:
In addition to doing Option A, design a visual reagrofile by using the materials
available.

My Reading Habits

Continue the following phrases.

1. My favourite place to read is...

2. | like to read when...

3. When | see an interesting book I...

4. | make the most of the reading experience by...
5. If there is a section in a book | can’t underdté ..
6. If the vocabulary of the book is too difficult.l

7. In order to understand what is said in the blook
8. By looking at the front cover of the book | can...
9. The back cover of the book tells me...

10. | find out about the author of the book in orte..
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What do you think are your strengths in reading foreign language?

What could you still develop in your reading?

What other things describe you as a reader? Incheta in your Reader Profile.

What do you look like as a reader? Draw a picture.

Invent yourself a reader name which describes goair@ader. You can use the reader type
test as inspiration, or for example choose the nainaefictional character who you think
describes you as a reader (e.g. Hermione frork#lrey Potterseries, Matilda from Roald
Dahl’'s bookMatilda).

My Reader name:
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Literature quiz

1. Who wrote the novel Frankenstein?
a) Bram Stoker

b) Mary Shelley

c) Robert Louis Stevenson

2. Which one of thesésn’t a novel by Jane
Austen?

a) Sense and Sensibility

b) Pride and Prejudice

c) Duel and Duality

3. Which is the first Harry Potter book?

a) Harry Potter and the Goblet of Fire

b) Harry Potter and the Philosopher’s Stone
c) Harry Potter and the Chamber of Secrets

4. Which famous detective was created by the auth&rthur Conan Doyle?
a) Sherlock Holmes

b) Hercule Poirot

c) Miss Marple

5. How many dwarves travel to the Lonely Mountainm J.R.R. Tolkien’s novel The
Hobbit?
a)7

b) 20

c) 13
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6. The Time Machine was written by H.G Wells. Whichof these is also a novel by
H.G. Wells?

a) The War of the Worlds

b) The Lion, the Witch and the Wardrobe

c) Nineteen Eighty-Four

7. Which one of these isn’t a Marvel superhero?
a) Captain America

b) Batman

c) Black Widow

8. Which one of these novels was written in the 19tentury?
a) Jonathan Swift: Gulliver’s Travels

b) Suzanne Collins: The Hunger Games

c) Oscar Wilde: The Picture of Dorian Gray

9. Which character from a Shakespeare play says tHfamous
words “To be or not to be, that is the question™?

a) Henry V

b) Romeo

c) Hamlet

10. In the recent film version of F. Scott Fitzgerla The Great Gatsby, who plays the
role of Gatsby?

a) Leonardo DiCaprio

b) George Clooney

c) Ryan Gosling



Literature A-Z

allusion
author
autobiography
bestseller
biography
drama
edition
fairy tale
fiction
foreshadowing
genre
metaphor
narrator
non-fiction
novel
paperback
play
playwright
plot

poem

poet
poetry
preface
publish
publisher
review
rhyme
science fiction
setting
short story
title

verse

viittaus

Kirjailija
omaelamakerta
menestysteos
elamékerta
naytelmakirjallisuus
painos

satu
kaunokirjallisuus
ennakointi, enteily
laji, taidemuoto
kielikuva, vertaus
kertoja
tietokirjallisuus
romaani

pokkari

naytelma
naytelmakirjailija
juoni

runo

runoilija

runous

esipuhe, johdanto
julkaista, kustantaa
kustantaja
arvostelu

riimi, loppusointu
tieteiskirjallisuus
tapahtumapaikka
novelli

Kirjan nimi
sakeisto
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Genres

There are many different genres in literature (@rodvies), such as fantasy, science fiction
and thriller. Genres are a way of categorisinged#nt kinds of literature, but it's not an
exact science. Texts can belong to more than ome=gefor example a science fiction
novel can also have romantic elements in it. Ts@rditions between different genres are
flexible. Think of them as helpful guidelines rathiean strict rules.

Understanding genres will help you to know whagxpect from a text, and to recognize
when a writer is playing with the rules of a geangl the expectations of the readers.
Knowing that the book you will read on this couisscience fiction, and what science
fiction novels are usually like, will give you sontea what to expect from the novel.

Discuss!

What genres do you know? Do you have any favogetees? Talk with your partner.
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Know your genres!

Here are some well-known genres in fiction. How ildogou characterise them? How can
you recognise when a text belongs to a specificagemalk with your partner/group and
write down your ideas and examples of books (orieg)wthat belong to these genres.

science fiction Jaoetr:}/

crime

faz'r:}/ tale FANTASY
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& Library book hunt

In this task, you need to go to a library and firmbks that belong to different genres. Work
in pairs and collect the titles, authors and genfdse books.

Here are some genres you may find in the library:

adventure romance humor chick lit
thriller science fiction athien’s literature poetry
spy fantasy fairy tale short story
crime horror western

detective ghost story historiftetion

Choose five different books. Look at the coverdreee back cover and browse through the
book. Decide which genre each book belongs to (thateone book can belong to more
than one genre). Write down the title, author aedrg(s). You can also borrow some of the
books if you want!

Title Author Genre(s)




31

Bring the list of the books you found to classydi borrowed some of the books from the
library, you can bring them to class as well. Wttother pair, talk about the books you
found.

Which genres do the books belong to?

Was it difficult to find them? Was it difficult tiecide the genres?
How did you decide which genres the books belo®g to

Did you agree with your partner about the genres?
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What book is it from?

How well do you know these famous novels? Can yatchmthe quotes to the books?

Work with your partner or group and try to match uotes with the authors and titles.
Please note that each group is given a differdrdfsguotes and titles, so in order to find
the correct matches you will need to exchange safrtteem with other groups.

At the end of the task, each pair/group should lzVeast five matching pairs of quotes
and titles.

Do you have any extra quotes or titles?
Do you need this one?
Can you help me with this one?
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UNIT 2 LESSONS
Lesson 3: Is time travel possible? (2x45min)

This lesson will introduce the students to sonte@themes in the novel The Time
Machine, such as time travel. Students will alsgiftoéo collect words for their own
glossary, which is a continuous task meant to waezhout through the course. The main
part of this lesson will be spent doing the ting/él video task. There is additional
information about the science of the YouTube videstudents watch as a part of the task
on time travel and also extra videos for the stisiém watch at home.

Goals for the teacher:
1. Introduce students to the themes of the Timehuhac
2. Instruct the students in collecting words iriteit own glossary

Goals for the student

1. Start collecting words to your own glossary

2. Become familiar with the topic of the novel (&rtravel)

3. Translate sentences by expressing the saméideather language instead of
translating word for word

0. Checking homework from previous lesson:

Group discussion on the Library Book Hunt (10min)
Tell the students to talk about the books they éoiam the Library Book Hunt task
and the genres they belong to.

1. Is time travel possible? video taskabout 45 minutes)

In this task the students will learn vocabulanated to time travel, discuss the theme of
time travel in small groups, translate sentenaa® firinnish to English and produce a short
text based on the topic of time travel.

Suggested maintenance: How to collect words for yown glossary

a. Instruct the students to go through the wordlist emstart collecting their own
glossary by choosing ten words from the list to etheir own glossary. (10min)

b. Watching the videds time travel possible@0min)

Parts (a) and (b) can be done in the beginningefasson, or before the lesson as
homework. If the students watch the time travekwidhs homework, the video should also
~ be shown in the beginning of the lesson so theesiisdemember more about it for the
group discussion.
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c. Tell the students to take a look at the Sciencen€raf they want to know more
about the physics behind the video.

d. Tell the students to discuss the video in smalligsoand then ask the whole class
what they thought about the video and the possilofi time travel (10min)

d. The translation exercise is not a necessary pdhi®fesson, but it is useful practise
for the students and can be done in class (10 eshor you can also assign it as
homework for the next lesson. It is important tckenaure that the students
understand the importance of translating the ndea,iinstead of translating the
sentences word for word. There is one exampledririmslation exercise but you
can also show the students for example how Googleslator translates sentences
word for word with incorrect and often hilariousuodts. Just copy a long sentence
into Google Translator and translate it from Fihrtis English.

e. Finally, as a post-task, the students write a dleatton the topic of time travel (10-
15 minutes). The writing task can also be assigrseldomework.

2. Discussion on the themes of The Time Machir{@5 minutes)

Tell the students to talk in small groups aboutttiemes of The Time Machine,
using the questions given in the task.

3. Tips for reading a whole novel in Englisi{5-10min)

Talk the students through the tips for readingtbek for this course and answer
any questions they might have about reading th& bothe timetable for reading
the book. Remind them of the most important points.

4. Getting started with The Time Machine(10min)

Tell the students to take a look at the cover astlipage of The Time Machine and
discuss the questions with a partner or in a sgmalip. If some of the students are
reading an electronic copy of the book, it is plaiipa good idea to bring some
paper copies to class and give the students theceha look at a physical copy
with its cover and the information on the back edee this task.

6. Writing the first page of a novel(10-15min)
Ask students to choose one title which they thethe most interesting and have
them write the first page for it. This task is adependent task in which students
are not guided through the writing and it also ata with the previous activity, In
which students had to examine the book cover amfir$t page of th&@ime
Machine.

Homework

- Read Chapters 1 and 2 of The Time Machine.
The time travel writing task (f) can be assignedh@asiework or done in class
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Lesson 4: Getting started with the novel (2x45min)

In this lesson students will discuss Chapters 1208 The Time Machine, collect words
for their own glossaries and learn about the usartitles with common and proper nouns.
Students will also get to know different professiand act out through non-verbal :
communication and learn how to use prediction siy&s. It is important that students
have read at least the first two chapters of thekdoefore this lesson, since in the lesson
the focus will be on those chapters.

Goals for the teacher:

1. Help the students to talk about the book

2. Instruct the students with collecting words frtma first chapters to their own glossary
3. Get the students to understand the basics f asticles with proper nouns

Goals for the student:

1. Talk about the book you are reading with otldne are also reading the book
2. Collect more words to your own glossary

3. Learn to use articles with common nouns andgrapuns

1. Talking about Chapter 1 + Chapter 2(10-15min)

Tell the students to talk about Chapters 1 andstrall groups, using the questions
given in the task. After the group discussion, &bout one or two of the questions with
the whole class. For example, these questionscar@ choices for this:

+ Why do you think some characters are referred tthby appearance (Very Young
Man) or by their profession (Medical man, Psychatgnstead of their names?
Why is the Time Traveller always referred to asTiee Traveller?

+ How would you react if someone you know told yey thad built a time machine?
Would your reaction be similar to the reactiongla# Time Traveller’'s guests?

« Why does the narrator not believe the Time Travelle

2. Vocabulary help for Chapter 1 + Chapter 2(10-15min)

Go through the list of difficult words from Chaptemith the students and instruct
them to add some of those words (or other diffiardtds from that chapter) to their
own glossary, as in the previous task on time traMger this look at the

vocabulary of the first chapter, tell the studdotdo the exercise on the vocabulary
of Chapter 2. You can also instruct the studentiotthis glossary task at home if
there doesn’t seem to be enough time in class.

3. What happens next? Discussion and short writintgask (15min)
Tell the students to write down any ideas they habwaut the future ifhe Time

Machine using the questions given in the task. Ask thdests to imagine the
future time the Time Traveller has returned fronthie novel, and to write down a
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short description of that time (at least five (Bh®nces) with a partner. These short
descriptions are then shared in bigger groupsuwftio six students and the students
decide which scenario is the most believable.

4. What's your profession?(15min)

Tell the students to look at the list of professiamd make sure they understand
them before starting the task. The students wilbat the professions in pantomime
in groups 3-4, letting the others guess the pradass

5. Grammar corner: Articles (20min)

Tell the students to search for names of famouseglan the internet and fill in
their charts with their partners and discuss thedings. After this the students
look at the list of articles with proper nouns andve on to do the grammar corner
exercises.

6. Unit checkpoint

Tell the students to check the tasks they haveHed on the task checklist. They
should also go back to check their course goalssaredvhat they have achieved in
this unit and what they need to do in the next.unit

Homework

Grammar corner exercises assigned by the teacpiorial).
Glossary task (2) for Chapters 1 & 2, if not donelass.

Ask students to do part (a) from the Future inNMwvies task.
Read chapters 3 & 4 for the next lesson.
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UNIT 2 TASKS & MAINTENANCE
Instructions for collecting words

to your glossary

What is a glossary?
Glossary is a list of words. In this case, it'ssa bf English words you encounter during
this course with their Finnish translations. Cdileg words to your glossary is an ongoing

task that you will be working on throughout the @

Where do | find the words? How do | choose them?
You should definitely add some words from the noxel are reading, but remember to

add words you encounter elsewhere in this courseitside the course as well.

The idea is to choose words that you find partidyldifficult or interesting.Choosings

very important; do not add every slightly difficword you encounter into your glossary!

How many words do | need to have?
There is no limit to how many words you can havgaar glossary, but by the end of the
course you should have at least two pages of ward$iave collected. Use Times New

Roman, font size 12, spacing 1,5. Make sure youaaféev words every week!

Remember to make use of your glossary! A *

When you are doing a writing task, use some ";;. . .

the words you have collected. When you are ‘\&\\':-‘; A o
Lo ®

talking about the book, you can also use you < ‘\6?;; .&\i\\\\\

glossary. M\



daydream ['dedri:m]

fast forward ['fa:st 'fr:wad]
cosmonaut

orbit ['a:brt]

effect [1'fekt]
passagq'paesds]

passage of time
measure['mezo]
beam['bi:m]
opposite[‘opazit]

curious ['kjvarias]

decade [dr'kedd]
consequencg’konakwoans]
train carriage [trein 'kaerds]
platform [pleetb:m]
further ['f3:00]

time period ['taim 'proriod]
replace|[rr'ples]

speed of light['spi:d ov 'lat]
thus ['0aS]
synchronize['smkranaz]
meet up['mi:t 'ap]
according to[/o'ko:dm 'ta/’tu]
accurate['aekjorit]
miniscule

add up ['eed Ap]
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Is time travel possible?

| a) Take a look at the words below. Choose at teasivords to add to
your own glossary.

unelmoida, haaveilla
kelata eteenpéin
kosmonautti
Kiertorata
vaikutus, seuraus
kulku, kulkuvayla
ajankulku
mitta, mitata
valonsade
vastakkainen
utelias; outo, omituinen
vuosikymmen
seuraus
junavaunu
rautatieaseman laituri
kauempana, edempanéa
ajanjakso
korvata
valonnopeus
nain ollen, joten
synkronisoida, asettaa samaan aikaan
tavata, kohdata
jnk mukaan
tarkka, virheetdn, tasmallinen
erittain pieni
laskea yhteen; pitda paikkansa

GPS (Global Positioning System) maailmanlaajuinen paikannusjarjestelma

hurtle ['hs:tl]

kick in  [kik 'in]

atomic clock [a'tomik 'klok]
round trip [ravndtnp]
merge['ms:ds]

colony ['kolani]

unimaginable [ anr'maedinobrl]
enormous|[r'no:mos]

viilettaa, sinkoutua

alkaa vaikuttaa

atomikello

kiertomatka

yhdistaa, liittdéa yhteen, sulauttaa
siirtokunta

kasittamaton

valtava, suunnaton
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b) Watch the Ted-Ed video about time travel. Devotry if you don’t
understand everything, just try to listen for th@imidea. What does the
speaker tell about time travel?

Is time travel possible? - Colin Stuart
http://www.youtube.com/watch?v=7H3ksmxwpWc

c) To learn more about the physics involved invigeo, take a look at the Science Corner
below.

Science corner: Time Travel

« Speed of lightis 299,792,458 m/s.

+ special relativity (erityinen suhteellisuusteoria)
Einstein’s theory which states that the speedgbit lis
always the same for all observers regardless offastv
they are moving, and that the laws of physics lagesame for those moving in
uniform motion. Time dilation is a consequencehis theory.

« time dilation (“aikalaajentuma”)
When you’re moving at a speed near the speed luf ligne moves more slowly for
you than it does for someone who is standing 3tills means that if you travel near
the speed of light, by the time you return youyaenger than someone who was
the same age as you when you left and for whom hiasepassed faster than it has
for you.

« Large Hadron Collider (LHC) is the world’s largest particle collider &ted in
Switzerland. Particles are the smallest unit ingi¢s/and cannot be divided into
smaller parts. In particle colliders, scientisteederate particles and let them impact
on other particles, thus gaining new knowledgemf these subatomic (smaller
than atoms) particles behave. For example, the hbCbeen used to search for the
Higgs boson, which gives mass to some elementaticies.
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d) Talk with your partner about the video and wyai thought about it.

e) Translate the following sentences into English. Do not translate woraifdr w
instead, try to express the idea of the sentence in English.

For example:

Atomikellojen avulla pystytddn mittaamaan tarkasti ajankulun eroja suurill
nopeuksilla matkustaessa.

It is possible to measure differences in the passage of time when travelknge
speeds by using atomic clocks.

1. Tiedemiesten mukaan aikamatkustus on teoriassa mahdollista.

2. Jos matkustaa lahes valon nopeudella, aika kuluu matkustajalle tavallista
hitaammin.

3. Valonnopeus on aina vakio, kuten Einstein todisti.

4. Aikamatkustuksesta on tehty lukuisia televisiosarjoja ja elokuvia.

f) Using the vocabulary you have learned from tagk, write a short
text of at least 5-10 sentences. You can choosefthese for
example:

1) a short description of time travel / a time maeh(you can also
draw a time machine)

2) a short story about time travel / a time machine

3) first paragraph of a book about time travel

g) Exchange texts with your partner and read tiesitr Comment your partner’s text.
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Science Corner: Learn more!
Here are some Ted-Ed videos about various scientifi

topics. You can find more on YouTube:

https://www.youtube.com/user/TEDEducation/videos

The chemistry of cookies - Stephanie Warren

https://www.youtube.com/watch?v=n6wpNhyreDE

The Infinite Hotel Paradox - Jeff Dekofsky
https://www.youtube.com/watch?v=Uj3 Kagkl9Zo

The basics of the Higgs boson - Dave Barney and $¢eGoldfarb
https://www.youtube.com/watch?v=IEIHgJG5Fe4

How fast are you moving right now? - Tucker Hiatt

https://www.youtube.com/watch?v=wlzvfki5ozU

Myths and misconceptions about evolution - Alex Getier
https://www.youtube.com/watch?v=mZt1Gn0OR22Q

Calculating the odds of intelligent alien life - Ji Tarter

https://www.youtube.com/watch?v=6AnLznzI|]SE
l[deas worth

TE spreading

"TED wordmark". Licensed under Public Domain viakiftiedia Commons -
http://commons.wikimedia.org/wiki/File: TED_wordmaskg#/media/File: TED_wordmark.svg
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-

é\! The themes of the novel
&

| y
& The Time Hackive

Some of the themes in this novel &ree travel, future, science society, humanity and

nature. In groups, discuss the following questions ara$éhtopics in general.

1. What do you think the future of our society v like, for example in 100 years?

2. What do you think are the biggest threats tcetineronment at the moment?

3. Do you think nature is important? Why/why not?

4. What do you think are the most significant stfendiscoveries of the past centuries, for
example in physics, medicine or biology?

5. What could be the possible consequences ofttawel? Should humans be able to travel
in time? Why/why not?

6. If you could travel anywhere in time, where wibybu go and why? To the past, or to

the future?




Time travel in popular culture
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Here are some well-known examples of time travditénature, television and cinema on

the next page. Which ones have you seen or readavd of? What did you think of them?

Are there any other examples of time travel in papaulture that you know?

Books

Adams, DouglasThe Hitchhiker’'sseries
Asimov, IsaacPebble in the Sky
Dickens, CharlesA Christmas Carol
Gabaldon, DianeDutlander

L’Engle, MadeleineA Wrinkle in Time
Lightman, Alan:Einstein’s Dreams
Niffenegger, AudreyThe Time
Traveler's Wife

Pratchett, TerryThe Thief of Time
Rowling, J.K.:Harry Potter and the
Prisoner of Azkaban

Vonnegut, Kurt:Slaughterhouse 5

Television

Andromeda (2000-2005)

Charmed (1998-2006)

Doctor Who (1963-present)

Heroes (2006-2010)

Lost (2004-2010)

Quantum Leap (1989-1993)

different Star Trek series (1966-2005)
Supernatural (2005-present)

The Twilight Zone (1959-1964)

Movies

12 Monkeys (1995)

About Time (2013)

Back to the Future films (1985-1990)
The Butterfly Effect (2004)

Donnie Darko (2001)

Groundhog Day (1993)

Harry Potter and the Prisoner of Azkaban
(2004)

Hot Tub Time Machine (2010)
Interstellar (2014)

Looper (2012)

Planet of the Apes films

Primer (2004)

Safety Not Guaranteed (2012)

Star Trek IV: The Voyage Home (1986)
Star Trek: First Contact (1996)
Terminator films

Time Bandits (1981)

The Time Machine (1960)

The Time Machine (2002)

The Time Traveler's Wife (2009)
X-Men: Days of the Future Past (2014)
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Getting started with 7he 7ime

Hackive

Take a look at the cover and read the first pagenef Time MachineDiscuss the following
guestions with your partner/group. Make sure yso alrite down your answers - you will
need them later on in the course!

1. What conclusions can you draw based on the s@udow about the first page of the
novel?

2. What do you think about the language of the bWhat are your first impressions?
3. When and where is the novel set?

4. Who is thanain character of the story? What do we know about him already?

5. What other characters are there? Who isiélneator of the story?

6. Do you know anything else about this book béfarsl?

7. What do you think happens next in the story?

=N N 0D TALER
ranrastic (SRS TRy )
S YT CEBASTINCABOT - TOM BELNRE

Snafily WIH HHN[:AN Based on the Novel by H. GWELLS - - Bl GE[""]I[ PM,

Theatrical release poster for the movie adaptaifo'fhe Time Machlngy Reynold Brown (Wikipedia)
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Tips for reading a whole novel for

an English course

The purpose of reading

Remember, you are reading fygneral understanding not for details. Instead of focusing
on individual words, focus on understanding whatgd®ms in the story.

You can of course check some words while you aading. Just don’t look up every single
word you are not sure of - that will break your centration and make it more difficult to
go back to the story! We will go back to some @ thore difficult words later, which
brings us to the topic of your own glossary.

Collecting words from the book

The best way to collect new and difficult vocabultor your own glossary is to first read
the chapter simply concentrating on what is happem the story, and then afterwards to
go back to look for difficult words. There are ailgord lists in the material for every
chapter of the book that are designed to help yithu buwilding your own glossary.

The point of making your own glossary is that yaundt have to include all the new or
difficult words in it, you have to choose which wserto include. Remember to also include
words from elsewhere, not just from the novel. &mmple, if there is a list of words for a
task you can add some of those to your own glossawyell.

Will there be an exam about the book?

There will be no exam about what you have readtifggour knowledge of the novel is a
continuous process divided into several smalldestdsroughout the course. There are, for
example, group discussion questions about evemgtehto make sure you have understood
what you have read.

You need to read the book in order to be able tthddasks we do on this course. So, if
you don’t read the whole book during this courke,dourse will probably be extremely
difficult for you.
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Paper book or e-book - does it matter which | read?

You can read a paper version of the book or anaé;hbdoesn’t matter which one you
choose. The Time Machine is available for freeran(iffor example here:
http://www.gutenberg.org/ebooks)3&nd as a free e-book from places such as iTUrnes.
paper version is widely available in libraries.

How quickly do | have to read the book?

You can read it as fast as you like! There is a&tahle on the next page that tells you what
you have tat leasthave read by each lesson to be able to do ths, thskit's usually just
a couple of very short chapters per week, so deoity!

Also:

If you want to know more about the book and its themes or need help with
understanding the book, you can use study sites sugpaskNotes

which have chapter summaries, analyses and study questions. Remember
that sites like these are meant to help you to understand and remember
what you have already read, and to spark your own ideas for group

discussion.
http://www.sparknotes.com/lit/timemachine/
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Timetable for reading The Time Machine

Remember that this is not a strict timetable; hawveN you have read at least as much as
this for each lesson, doing the tasks will be measier for you!

Lessons 1-3 -
Pre-reading

Lesson 4 Chapters 1 & 2
Getting started with the novel

Lesson 5 Chapters 3 & 4
Let's Talk About the Future!

Lesson 6 Chapter 5
Back to the future

Lesson 7 Chapters 6 & 7
Time to change the world

Lesson 8 Chapters 8, 9 & 10
The future comes for a visit

Lesson 9 Chapters 11 & 12 + epilogue
Time to finish
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Titles titles!

Look at the list of titles below and choose the tiva you think is the most interesting.
You may also come up with your own title. Write firet page of a book with that title.
Remember that the purpose of the first page ofvalrs to get the reader hooked on the

story!

The Night Circus
The Girl on the Train

The Last Woman on Earth
The Voice in M3 Car
Sisters / Brothers

The Cat in the Hat
We Should Hang Out Sometime
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The Time Machine: Chapter 7

Talk about Chapter 1 in pairs or small groups amsher the following questions.

« What does the Time Traveller say about time ancedsions?

« What kind of character is Filoy? What is his reaictio The Time Traveller’s tale?

« How does the Time Traveller react when one of hissgs says “And you cannot
move at all in Time, you cannot get away from thespnt moment™?

+ Why do you think some characters are referred tthbly appearance (Very Young
Man) or by their profession (Medical man, Psychatgnstead of their names?
Why is the Time Traveller always referred to asTirae Traveller?

+ How would you react if someone you know told yoeytimad built a time machine?

Would your reaction be similar to the reactionsh&f Time Traveller's guests?

The Time Machine: Chapter 2

Talk about Chapter 2 in pairs or small groups amsher the following questions.

« Why does the narrator not believe the Time Travelle

« Who are the new characters introduced in this @napt

+ How do the guests react when the Time Travelledenly arrives?

+ Why doesn’t the Time Traveller immediately tell thiners where he has been?



Chapter 1: Vocabulary

Here are some words from Chapter 1 that e .
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-
.\6 . : .

might be particularly difficult. Take a look alt < '“'&.\ '\ . ¢ 1 \ :
them and their definitions and add some of ¢ . \de? Y\g\“\_\\w.

them to your dictionary. Choose words that | * Ao

are particularly difficult, funny or interesting » l
and include the Finnish translation in your

glossary.

1. anachronism a person or thing that belongs or seems to belmagather time

2. spasmodic taking place in sudden brief spells

3. introspective examining one's own thoughts

4. incandescent emitting light as a result of being heated to @ahgmperature

5. immaterial not formed of matter; incorporeal; spiritual

6. incredulous not prepared or willing to believe (something); alidving

7. misconception  a false or mistaken view, opinion, or attitude

8. fecundity intellectual fruitfulness; creativity

9. transitory of short duration

10. velocity peed of motion, action, or operation
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Chapter 2: Vocabulary

Here are some words from Chapter 2 that might locp&arly difficult. Try to match the
words to their Finnish translations. Use Chapter @nline dictionaries for help if needed.
Afterwards you can add some of the words to youn glessary, along with other words

from Chapter 2.

1. ingenuity _ a. liikkumistyyli, kayttaytymistapa
2. scepticism - b. nerokkuus

3. deportment _ c. hatatilanne, ahdinko

4. exposition _ d. riutunut, voipunut

5. plight _ e. epauskoinen, epaileva

6. haggard _ f. epdilevaisyys

7. articulation - g. selonteko, selostus

8. wool-gathering h. epakunnioittava, halveksiva

9. incredulous i. unelmointi, haaveilu

10. irreverent J. ddntaminen, artikulaatio
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What happens next?

Write down any questions or other ideas you haweiathe future in the Time Machine.

« What have you noted concerning different characferg. Filby’'s and
Psychologist’s) attitudes towards the possibilityime travel? Why?

« What can you say about the future the Time Traveb@erienced based on his
arrival back home?

« What do you think the Time Traveller encounterech@journey?

Imagine what kind of situation the Time Travellashoeen in just before he returns home.

With a partner, write down a short story of at tdag sentences about the future the Time
Traveller has visited.

Read the stories out loud in groups of four to €ikoose which of the situations written by
members of your group is the most believable.
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:Z) What’s your profession?

Many of the characters to whom the Time Travekdsthis story are referred to by their

profession instead of their names.

Look at the list of professions and make sure yoovkwhat they mean. Choose a
profession and act it out in pantomime for the ostour group. The rest of you group has

to guess what your profession is.

Architect Personal trainer
Astronaut Police officer
Author Physiotherapist
Dentist Pilot

Economist Psychologist
Film director Scientists
Florist Social Worker
Journalist Software developer
Judge Surgeon

Lawyer Taxi driver
Librarian Teacher
Meteorologist Travel Guide
Nurse Veterinarian
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Grammar Corner: Articles

Search for famous places and tourist attractionhernnternet with your partner and write
them down. Pay attention to whether the names tievdefinite article THE, or not. If
there is an article, remember to include it!

Countries Lakes Stations/airport$  Mountains Bridges

Compare your list with another pair. What kind tdqes have THE before the name, and
what kind of places don’t? Can you deduce any roésed on your examples?

Look at the list of using articles with proper neiat the end of the material. Does it match
the rules you thought of?
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Tehtidvid artikkeleista (oikeat vastaukset materiaalin lopussa)

1. The Time Machine -kirjan ensimmainen lause on:

The Time Traveller (for so it will be convenient toegk of him) was expounding a
recondite matter to us.

Pohdi, miksi kaytéssad on maarainen artikkeli treekka kyseessa on ensimmainen kerta,
kun aikamatkustaja mainitaan. Miten tdméa sopii @&an artikkelin kaytt6a koskeviin
kielioppisaantdihin? (sdannot 10ytyvat materiaddipusta)

2. Lisdaa, an, the tai jata tyhjaksi.

John Keats can be said to be most famousdBrigbmantic poet. His poems were
not generally well received by critics durlmg life, but by end of 19th
century he had become one of most beloveddbngbets of all time.

At school Keats developed an interest in _history and classics, which would stay
with him throughout his life and influence his wmij. nature is also important
theme in Keats’s work, for example in well-lmopoemTo Autumn

3. K&anna suomesta englanniksi.

1. Menin t6ihin autolla.

2. Yhdysvaltojen paakaupunki on Washington.

3. Maapallo kiertdad aurinkoa.

4. Sherlock Holmes on yksi tunnetuimmista kirjailislen hahmoista.
5. Han oli vankilassa kymmenen vuotta.
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N

. Tuleeko néaiden paikkojen etete?

Victoria station
Royal Albert Hall
Lake District
Antarctic
Lake Ontario
Bond Street
Republic of Ireland
Baltic Sea
Manhattan

10. south of France

©oNoOOAWDNPE

5. Kdanna seuraavat lauseet englanniksi, ja dikdan artikkelien kaytdssa erisnimien
kanssa.

1. Niagaran putous on suosittu turistikohde vuadesiteen.

2. San Franciscon kuuluisin maamerkki on GoldereGsitta.

3. Kuningatar asuu Buckinghamin palatsissa.

4. Hyde Park, Globe-teatteri ja St Paulin kated@aat kaikki nahtavyyksia
Lontoossa.

5. Tyyni valtameri on maapallon suurin vesialue.
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UNIT 3 LESSONS

Lesson 5: Let’s Talk About the Future! (2x45min)

The lesson starts with a storyline task in whiah students practice using articles. Next the
students are introduced to a new reading compreabarsrategy - pre- reading. They will
also practice using the new strategies. For thé oéshe lesson the students will do
activities that deal with chapters 3-5. The ovetaime of the lesson is FUTURE. The
Grammar Corner recommended for this lesson (vanbds) also relates to this overall
theme.

Goals for the teacher:

1. Make sure the students have read chapters By&fdllowing their group discussions
2. Make sure the students understand the bastensdé compatibility

3. Introduce students to new reading compreherstrategies

Goals for the student:

1. Talk about chapters 3 & 4 in a small group

2. Learn to use verb tenses correctly

3. Read a chapter of the book aloud with otheresitsd

0. Homework
Students will check their homework independentlewlhey have time.
The students should also have done part (a) frenf-titure in the Movies task for
this lesson.

1. Storyline task(10-15min)

Students are given images which form stories. Stallents to work in teams (3
students) and put the images in order they thinkesnost logical. In this task
students will be practicing using definite artic(éshe image with the man should
go first”, "May | get the one with the sea viewtdapolite ways of asking things.
The activity will also be a follow-up task on howuse articles.

2. MAINTENANCE: Learning about reading comprehensim strategies(15-20min)

A) Show the students a text (any text you think grapriate, a text with images is
a good choice) and ask them to try to predict wihatext is about without reading
it. Next, ask students to think about which chagastics in a text help in
understanding it. This should be done in pairs.
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B) Have students (in groups of 3-4) predict what ebxtocabulary the text would
contain. Tell them to write a few words down. Ask -4 examples to be shared
with everybody.

C) Ask students (in groups of 3-4) to make up adighings (which would help
understanding the text) one should do before reaalitext in a foreign language.

As a conclusion ideas are collected on a commowhgch everybody may use. The
list may be either copied and handed out or prioigd

3. Students reading out loud to each othg{10-15min)

Students have read Chapter 3 at home beforehagdouips of three, students read
Chapter 3 to each other taking turns. Tell thertmytdo read as if they were
recording an audiobook: clearly and slowly. Sonmugs may read more slowly
than others, so it is not necessary that everyeagsrthe entire chapter if there
doesn’t seem to be enough time.

4. Talking about Chapter 3(5-10min)

Tell the students to talk about Chapter 3 in smiadlups, using the questions in the
material. After the group discussion, talk about ontwo of the questions with the
whole class. For example, these questions are goades for this:

« How does the Time Traveller describe the processawélling in time? What kind
of sensations does he experience when he is tirayélhl time?

+ How does the Time Traveller describe the creatersdes at the end of this
chapter?

5. Vocabulary help for Chapter 3(5-10min)

Go through the list of difficult words from Chapt@mwith the students and instruct
them to add some of those words (or other diffiardtds from that chapter) to their
personal glossary.

6. Future in the movies(15min)

This task will help students make text-to-text cections as future is a popular
theme in movies and it can be looked at from sé\iferent viewpoints. This task
may be done at home or in class, depending onreswmurces. If the students are
instructed to look for the movies and find out mab®ut them before class, the
discussion part of the task should take about 1ibfites during class.

In class:Divide the students into small groups (3-4 studeautsl ask them to talk
about the movies they have found as homework.
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7. Talking about Chapter 4(5-10min)

Tell the students to talk about Chapter 4 in smadlips, using the questions in the
material. After the group discussion, talk about ontwo of the questions with the
whole class. For example, this question is a gdwmdce for this:

« What do the creatures look like? How does the Timaseller describe them?
8. Vocabulary help for Chapter 4(10min)

The vocabulary help task for this chapter is aswmasd puzzle that the students
need to fill in using words found from Chapter 4elcorrect answers for the puzzle
are included here in the teacher’s material. Afterstudents finish the crossword
puzzle, tell them to write down five words that beésscribe the Eloi (their
appearance, their behaviour, etc.). Ask them tcettker words they can find from
Chapter 6 or any other words they think descrileeBloi particularly well. These
words can also be added to the glossary.

9. Grammar Corner: Verb tenses(15min)
Instruct the students to fill in the missing venbgorrect tenses, individually or in
pairs. Go through the correct answers with the wiotdss, paying special attention
to any verbs that the students had problems with.

Homework
Grammar Corner exercises assigned by the teacpiorial)
Ask students to find a short piece of news abouCEDY (for example inequality,
education) in English at home and bring it to n#ass. They may get it online or a
newspaper etc. The text should be not more th&®8@ Wwords long. If the students
look confused, brainstorm for examples. The teXtlva later used in From News

to a Fairytale task.

Ask students to read chapter 5 for the next lesson.
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Lesson 6: Back to the future (2x45min)

In this lesson, the students will be introducedthaopreading strategy which is important
to know when reading texts with difficult vocabylareading for the gist. Students will
also be introduced to poetry as a genre, learn bowrite a poem together with their
classmates and get instructions for their firstg@gwriting task. Also the students will
discuss chapter 5.

Goals for the teacher:

1. Introduce a reading comprehension strategpding for the gist
2. Instruct the students on how to widt@oem

3. Assign students the first writing task

Goals for the student:

1. Get familiar with and practice a reading compredion strategy

2. Learn how to write a poem

3. Update your checklist and start thinking abbet Eirst Writing task

0. Homework from previous lessor(5-10min)

Check the grammar homework from the previous lesSardents should have
found a text and brought it along in preparationtfi@ reading for the gist task.

1. MAINTENANCE: Introducing a reading comprehension strategy: reading for the
gist (20min)

In this activity students practice reading for ¢h&t, that is, extracting the most
important part from a text they have chosen. Thiglyalgo be practising note
taking, listening comprehension and speaking.

Students have sought through the internet, magaznesvspapers etc. a short text
and brought it to class. Present them what it mé&ansad for the gist or ask
students what they think it means. Reading fomgikeinvolves taking a holistic
approach towards reading. Texts are not read wordidrd but the reader tries to
understand the main points of the text. After regdor the gist one could make a
summary of any text.

Tell students to read the text in class and aftets/avrite down what they think are
the main points of the text. Then ask studentgtbd partner and present in turns
what the text is about using their notes.
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2. Talking about Chapter 5(5-10min)

Tell the students to talk about Chapter 5 in smadlips, using the questions in the
material. After the group discussion, talk about ontwo of the questions with the
whole class. For example, these questions are ¢gjomides for this: -

+ What does the Time Traveller do when he discovetthis time machine is
missing? What is his immediate reaction?
+ How does the Time Traveller befriend one of thegbedie meets in the future?

3. Vocabulary help for Chapter 5(5-10min)

Instruct the students to translate the list of wdrdm chapter 5 to Finnish using a
dictionary or an online dictionary. This can be e@hone or with a partner and the
use of the students own mobile phones is encourdggithe students to add some
of these words to their own glossary, along witia atiner words from chapter 5.

4. How to write: A poem(20min)

In this task, students will recognise poems andlfarise themselves with different
types of poems. They will also practice writingaem together with their
classmates.

A) Poetry characteristics
Show students a collection of texts which containhanly different types of
poems, but also a variety of other texts, suchramas text, an academic
text, an advertisement, song lyrics, an extraghftbe Time Machine, a
note, an e-mail. Students will have to work in grewf 3-4 and their task is
to choose those texts from the collection theyklaire poems. Ask students
why they think the texts they chose are poems. Malks& of poem
characteristics from students' answers.

Text types

a news text

an academic text

song lyrics

an extract from the Time Machine
a note

an e-mail

Low-income students more likely than ever to apply to university, Ucas says

“The gap between the numbers of rich and poor students applying to university has narrowed, with
disadvantaged teenagers more likely than ever before to want to enrol.
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New figures, published by admissions service Ucas, show that the application rates of 18-year-olds living in
poor areas in all four countries of the UK have increased to the highest levels recorded."

Source: http://www.theguardian.com/education/2@k830/low-income-students-likely-apply-university-
ucas

"For this study, 'motivation' is defined in thertex put forward by Crookes and Schmidt (1991
498-502): interest in and enthusiasm for the maltetised in class; persistence with the learning
task, as indicated by levels of attention or actmman extended duration; and levels of
concentration and enjoyment. | chose this definitb motivation as | agree with them (ibid.: 498-
500) that no studies so far adopt learner enthusiagention, action, and enjoyment as referents
for and..."

source: from Peacock, Matthew. 1997. The Effecauthentic Materials on the Motivation of EFL learae
ELT Journal Volume 51/2 April 1997 © Oxford Univégspress 1997.

ELT J (1997) 51 (2): 144-156.

doi: 10.1093/elt/51.2.144

“Twinkle, twinkle, little star,
How | wonder what you are!
Up above the world so high,
Like a diamond in the sky...”

Dear Lilian

Thank you for your quick reply. I am very inspired to have you as a participant
in our project. I will be sending you all the details concerning your part later in

the spring. Would you please send me your full background information so I can
log you into our system.

Thank you!

Sincerely

Edna Cartwright

"He put down his glass, and walked towards the staircase door. Again I remarked
his lameness and the soft padding sound of his footfall, and standing up in my
place, I saw his feet as he went out. He had nothing on them but a pair of
tattered, blood-stained socks. Then the door closed upon him. I had half a mind
to follow, till I remembered how he detested any fuss about himself. For a minute,
perhaps, my mind was wool-gathering. Then, 'Remarkable Behaviour of an
Eminent Scientist,' I heard the Editor say, thinking (after his wont) in headlines.
And this brought my attention back to the bright dinner-table."
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Source: Project Gutenberg

B) Poetry matching
In this task students work in teams of three amdilfarise themselves with
different types of poetry. Their task is to matifinitions of different types
of poetry with samples of poems. After matching¢berect poems with
their definitions/descriptions, students will reaé poems they choose to
each other. The goal of this task is to get stuiglmognise different types
of poetry and practice pronunciation. The poemdyqad extracts you will
find in the students' material.

5. Shared poem tasK10-15min)

In this activity students will write a poem in gpuof four by taking turns. Each
student has to write a verse to the shared poearde8Sts are provided with options
and instructions for poem writing. You may go thghuhe different options with
the students if necessary. The students may Jebecta few options as to what
kind of poem they would like to write.

6. Instructions for the first written task (5-10min)

This task is the first one of the individual tasksdents have to do in their own
time. A limited amount of class time will be spelaing this task. However,
students are encouraged to consult the teachelds&iey problems or questions
arise concerning this task.

Ask students to start collecting ideas for theiemoor a song. Have them
brainstorm and write down ideas without censoring.

7. Unit checkpoint(5min)

Have students update their personal checklists lfiixes). This may also be
assigned as homework if there is no time for thatend of this lesson.

Homework

Tell the students to do the BBC Radio task as hoonievand if there is time at the end of
the lesson show them the website
(http://www.bbc.co.uk/radio/programmes/formats/readiplayey and answer any
guestions they might have about the task.

Tell students to read the chapters 6 & 7 and wddt@n the main points in such a way that
they are able to relate them to a partner. On éx¢ lesson, students will have to compare
their summary notes.
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Lesson 7: Time to change the world (2x45min)

In this lesson the students will discuss anothemth of the novel - society. They will
reflect upon how society functions through a spegakind negotiation task. Student will
also be working on genres through turning a newglarinto a fairytale. Finally they will
update their personal task list.

Goals for the teacher:

1. Make sure the students understand some of ithgstthe novel says about society
2. Instruct students on how to turn a news artidie a fairytale

3. Remind students about the course timetableefmg of tasks to be completed)

Goals for the student:

1. Understand what the novel says about sociebutir group discussions
2. Turn a news article into a fairytale

3. Update your list of tasks at unit checkpoint

0. Homework from previous lesson
BBC Radio task(10min)
Tell the students to discuss the BBC Radio ranmgnes they listened to as homework.
1.Talking about Chapter 6 (5-10min)
Homework: tell students to compare their summaigsiand check whether they
have the same points.
Tell the students to talk about Chapter 6 in smiadlps, using the questions in the
material. After the group discussion, talk abou# ontwo of the questions with the

whole class. For example, these questions are gjomides for this:

«  Why didn’t the Time Traveller sleep well?
« How does the Time Traveller escape from the creafur

2.Quiz or vocabulary help(5-10min)

Option A: Quiz about surviving in a post-apocalgptiorld, discussion

In this activity students complete a quiz and désdoow well they would survive In
a post-apocalyptic world.

~ Option B: Chapter 6, discussion about vocabulary
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Go through the list of difficult words from Chap#@mith the students and instruct
them to add some of those words (or other diffiaxdtds from that chapter) to their
own glossary.

3. A Perfect Society(20min)

In this task students will practice argumentatiod axplaining in English. This task
will also be focusing on negotiation and group wskkls. Through thinking upon a
perfect society students will reflect upon theimosociety, its pros and cons.

Students' task is to create a new society on this lbhthe one we're living in. In a
group of 3-4 people students put the different eispef society in order from the
most important to the least important. Each studeihbave to be prepared to
explain why they think a certain aspect is moreangmt than some other. Also,
encourage them to add any aspects they think simgisrom the list. Finally,
students will have to select five most importamtesss and compare their lists with
other groups.

4. Talking about Chapter 7(5-10min)

Tell the students to talk about Chapter 7 in smallps, using the questions in the
material. You may link the ideas about a perfecietyg which come up in the
previous task to this activity. After the groupdalission, talk about one or two of
the questions with the whole class. For exampksedlguestions are good choices
for this:

+ How have the Eloi and the Morlocks evolved into bleengs the Time

Traveller encountered?
+ What kind of plan does the Time Traveller havenateénd of this chapter?

5. Vocabulary help for Chapter 7(5-10min)

Tell the students to match the words from Chapteitid their definitions, and to
use the chapter of the novel or a dictionary ap Heleeded. After finishing the
task, the students should add some of the worddheir glossary, along with any
other words they want to include from this chapter.

6. From News to Fairy Tale(20-30min)

In this task students will practice the genre cotiems of a fairytale and practice
speaking and writing in English.

Students can use the same piece of text they sshfohthe activity in the
MAINTENANCE module. This has the benefit of studgkinowing the text quite
well already.
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Divide the students into small groups (3-4 studeautsl ask them to talk about the
news articles they found and about the genre of fale. After this they will turn
their news articles into fairy tales.

7. UNIT CHECKPOINT (5min)
Tell students to update their personal checklistk boxes). At this point it is good
to make sure the students have progressed, aastt {®u may remind students
about the overall timetable.

Homework

As homework students will have to remind themsebdlssut the movie they chose
to present to their fellow students in UNIT 2 ahdyt will also have to find a film
review on it.

Also, students will have to think about and listARACTERISTICS OF A GOOD
FILM REVIEW. Students may use the film review tHeund as first hand source.

Ask students to read chapters 8, 9 & 10 for thd lessson.
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UNIT 3 TASKS & MAINTENANCE

The storyline task

This task will be done in groups of four.
Each member of your group will be given a picturgal is a part of a story. The task of
the group is to put the pictures into such ordexttine pictures will form a storyline.

1. Describe the picture to the others at first. Otrelup members may ask questions
from the one describing.

2. Arrange the pictures into a complete story accaydinthe descriptions.

3. Tell the story to the rest of the class. You maitenit down in order to focus on
which articles you use when telling the story.

Hint: remember to use&when describing the picture first time and whemiaging the
pictures, usé¢he.

For example: "This ia picture of girls playing football."

"I think the picture of girls playing football comes before fheture with the rain.”

m‘
AN
N
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MAINTENANCE: Reading help

A) The teacher will show you a short text. Exantime text and think about the following
guestions.

1. Look at the entire text. Does it have images?

2. Do the images help you get an idea what the text could be about? How?
3. Are there other parts of the text that help? How do they help?

4. What words do you think the text contains?

B) In a group of 3-4 predict what sort of vocabultre text will probably contain. Write

down as many words as you can think of.

C) In your groups think up a list of things one gladodo before reading a text in a foreign

language. Share your list with rest of the class.



70

MAINTENANCE:
Reading for the gist

1. Search through the internet, magazines and newspame choose a short
(about 1000 words) text that has to do with sociBtyng the text in class and if
the text contains images, bring them along as weall do not have to read it

beforehand.

2. In class, look at the text briefly following thestnuctions made on the previous
lesson. Read the text through and write down whbattiiink are the main points
of the text. Try to make your notes in such a waat tyou would able to retell
somebody else what the main points of the text are.

3. Find a partner and present the text to them usbog gotes.
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The Time Machine: Chapter 3

Write down your answers for the following questi@R answer them in pairs or small
groups.
- How does the Time Traveller describe the processawélling in time? What kind
of sensations does he experience when he is trayél time?
« How fast does he travel through time? (From thag@ph which start3he
landscape was misty and vagug...
« What does the Time Traveller see in his destin&tion

« How does the Time Traveller describe the creatarsdes at the end of this

chapter?

Chapter 3: Vocabulary

Add any particularly interesting or difficult wordiom this
chapter to your own glossary. Here are some diffiwzards from the chapter that you can
add to your glossary, and their definitions that ba helpful when you try to translate the

words into Finnish. You can also use a dictionary.

traverse to pass or go back and forth over something
peculiar strange or unusual

switchback a mountain road which rises and falls sharply
intermittent happening occasionally

velocity speed of motion, action, or operation

solstice the shortest or the longest day of the year
apparatus a machine that has a specific function
petulance impatience, irritation or sulkiness

hail small balls of ice falling from the sky

verdigris a green or bluish patina formed on copper
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Future in movies

A) Search through the internet and find at leastdlmovies that deal with FUTURE in a
way that interests you. Note that some of the nsfriam the list of time travel in popular

culture in UNIT 2 also deal with future and canused for this task.

Find out more about the movies you have selectddhaite down your thoughts
concerning the way future is dealt with in the neo\Be prepared to talk about the movies

in class.

How does the movie deal with the future?

How is future presented in the movie? Is it a wdapi a dystopia?

How is the future in the movie different from tharlel today?

If it's a time travel movie, how do the actiondlué characters impact the future?

Can you think of any connections with the Time Nfaeh

B) Talk about the movies you chose in small grolyjse the questions above in your

discussion.

C) Which movie dealt with future in a way you, agraup, think is the most interesting?
Choose one of the movies you discussed and wah®e text introducing the film for a

future-themed movie event.

utopia any real or imaginary
society or place that is considered
to be perfect or ideal

dystopia an imaginary place where
everything is as bad as it can be

(the opposite of utopia)
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The Time Machine: Chapter 4

Talk about Chapter 4 in pairs or small groups amher the following questions OR write

down your answers to them.

- How far into the future has the Time Traveller #bkad in this chapter?

« How do the creatures which the Time Traveller entexed behave?

« What do the creatures look like? How does the Timseveller describe them?

« What does the Time Traveller do to make sure teatares won't be able to use his

time machine?

Chapter 4 Vocabulary (part 1)

Write down five words that best describe the Hloeif appearance, their behaviour, etc.).
Use either words you can find from Chapter 6 or atitner words you think describe the

Morlocks particularly well. Add the words to yowvo personal glossary if needed.




Chapter 4: Vocabulary (part 2)

Fill in the crossword using words from Chapter 4.

Down Across

1. to become greater in size or number 4. entbstay still or quiet

2. cultivating land, farming 5. a pil

3. physically weak and delicate 6. extrignbeautiful and pleasing
7. to hold back or be uncertain 8. to matmething better

74
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Grammar Corner: verb tenses

Fill in the verbs in correct tenses, alone or vaitbartner.

e NEVYS

Stoke & Staffordshire
31 October 2014 Last updated at 12:41 GMT

Stafford fireworks fire: Two missing, man
arrested

Two people are missing after a large blaze at a #works warehouse that saw two
people taken to hospital.

Dramatic bursts of fireworks and thick smoke cdogdseen as the fire burned in Stafford
on Thursday night.

Although the blaze at the unit of SP Fireworks Wwemight under control in about three
hours, fire crews are still damping down.

A 53-year-old man on fidatetty in connection with the blaze,
Staffordshire Police said.
In total four people were hurt in the fire, which élkoi) at about 17:00 GMT and

tore through the building on the Baswich IndustEatate.
Two men remain in hospital, police said, with omesatibed as being in a "poorly
condition" and the other as stable.

'‘Man on fire'

At its peak, the blaze was being tackled by abOuirgfighters.

Police cannot get onto the site until the buildsmngeemed safe, BBC reporter Frankie
McCamley said at the scene.

The Staffordshire force said the site (utkittaisiin) once the fire was
completely out, as the operation moved into anstigation into the cause of the fire.

Supt Jane Hewett said: "On Friday we (jatkamme tutkimistathis
incident and work to ensure everyone is accourded f

She said the force's focus remained on tracingethoghe factory shortly before the
explosion.
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West Midlands Ambulance Service said four peopleevieated at the scene and two
needed to be taken to hospital - a man in his 4@ss&rious burns and a man in his 60s

who (oli hengittanyt sisdams)noke.
A number of roads in the area were closed and basas and homes were evacuated.
Stephanie Horton (tyGskenteleein a neighbouring business on the

industrial estate and was treated for the effectsrmke inhalation at the scene.

She described hearing "three massive explosioréssaeaing the owner of a neighbouring
business thrown to the floor by the blast.

Ms Horton said she saw two vehicles parked outSiEd-ireworks, and one man running
out of the blazing building.

"It became evident after that there were potentiather missing people,” she said.
According to its website, SP Fireworks is part tifford Plastics Group, which supplies
roofing and other building materials.

'‘Mayhem'

Darren Humphreys works at an accident repair bgsinpposite the premises, and said the
area was quickly engulfed by smoke.

"There was a chap who got out who was on fire acolugle of our lads ran over to help
him," he said.

Eyewitness Robert Hine said he first heard an 'loois bang” at about 17:20.

"It was like November the 5th 10 times," he said.

"There were fireworks going off in all directiortsangs, great plumes of black smoke.

"l assumed someone must have set fire to a gradtdbfireworks.

"It was mayhem."

Police said they planned to reduce the size oftindon around the scene in the early hours
so Baswich Lane could reopen to traffic.

Tilcon Ave (tulee pysymaamlosed and cordoned off while the
investigation continues, and all the businessessaed via Tilcon Ave will remain closed
and sealed off for the time being.

Practice!

Choose whether you would like to write in the gasse (I did) or the
present tense (I do). If you need help check thengnar rules at the end of the material.

A. Past:you have unintentionally offended your friend avaht to apologise but don’t
know how to do it. You resolve to write a letterytmur friend.
B. Present:You have a profile on Facebook and someone yeusiénds you a

message in which he/she asks about what you dounlife. You write a brief description
of what you like to do in daily basis.
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The Time Machine: Chapter 5

Talk about Chapter 5 in pairs or small groups amer the following questions.

« What does the Time Traveller do when he discovesthis time machine is
missing? What is his immediate reaction?

« Why is he so sure that the time machine has silmg&n moved, and no one has
actually used it to travel in time?

« How does the Time Traveller befriend Weena, onthefEloi?

« What is Weena, along with the others, afraid of?

« How does the Time Traveller react when he encosker Morlocks? How does he

describe them?
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Chapter 5: Vocabulary

pedestal

inadequacy
tamper
frenzy
foolish
improper
repugnance
subtle
garland
dread

keenly

What do these words from Chapter 5 mean? Trans$late
into Finnish, using for example an online dictionand add
them to your own personal glossary if you find them

particularly difficult or interesting.
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Poem acquaintances

A) You will be shown a selection of texts. Workgroups of 3-4 to decide which of the
texts are poems. Make notes on why you think tkis tgou chose are poems and try to

recognise the genre of each of the other textseSjmur notes with the rest of the class.

B) Below there are a set of poems and their déimét Try to match poems with their

definitions. Work in groups of 3-4.

"A Haiku is a Japanese poem which can al so be known

as a Hokku. A Haiku poem is similar 10 a Tanka but
has fewer lines. A
Haiku is a type of
poetry that can be
written on many

th s, fromlove to
1H_@_L wc.tg alyoung tellowinamediHall naiﬁie_ "

he dn’t—he dled n the m An old pond!

=VANonymous A frog jumps in—
i 2/ the sound of water.

Matsuo Basho

"An acrostic poem is a type of poetry where the first, last or other letters in a line spell out a
particular word or phrase. The most common and simple form of an acrostic poem is where the
first letters of each line spell out the word or phrase"

A limeriCK is oftenh a fuhny poem with g strong beat. [LimeriCks are
very light hearted poems and Cah sometimes be utter honsense. They
are great for Kids to both read anhd write as they are short and
Funny."
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"A Free Verse s poetry written with rhymed or unrhymed

verse that has no set meter to it."

A Boat, Beneath a Sunny Sky
Lewis Carroll, 1832 - 1898

A boat, beneath a sunny sky
Lingering onward dreamily
In an evening of July—

Children three that nestle near,
Eager eye and willing ear,

Pleased a simple tale to hear—

Long has paled that sunny sky:

Echoes fade and memories die:

Autumn frosts have slain July.

Still she haunts me, phantomwise,
Alice moving under skies
Never seen by waking eyes.

Children yet, the tale to hear,
Eager eye and willing ear,
Lovingly shall nestle near.

In a Wonderland they lie,
Dreaming as the days go by,
Dreaming as the summers die:

Ever drifting down the stream—
Lingering in the golden gleam—
Life, what is it but a dream?

This poem is in the public domain.

After the Sea-Ship walt whitman(1819-1892).

AFTER the Sea-Ship—after the whistling winds;

After the white-gray sails, taut to their spars aoykes,

Below, a myriad, myriad waves, hastening, liftingtbeir necks,
Tending in ceaseless flow toward the track of thp:s

Waves of the ocean, bubbling and gurgling, blithglying,
Waves, undulating waves—Iiquid, uneven, emulousesav
Toward that whirling current, laughing and buoyanith curves,
Where the great Vessel, sailing and tacking, digaldahe surface;

Larger and smaller waves, in the spread of themggesarnfully flowing;

The wake of the Sea-Ship, after she passes—flasimddrolicsome, under the sun,
A motley procession, with many a fleck of foam, anany fragments,

Following the stately and rapid Ship—in the wakkofwing.
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Shared poem

In this activity your task is to create a poem igraup of 3-4. Each group member will
have to participate by writing a line or two, degigig on the type and length of your poem.

Here are a few options to help you get started.

Remember to check out the cool devices that are inggoems!

HOW TO CREATE AN ACROSTIC POEM

Decide what to write about.
2. Write your word down vertically.
Brainstorm words or phrases that describe your idea.

4. Place your brainstormed words or phrases on the lines that begin with
the same letters.

5. Fill in the rest of the lines to create a poem.

As a starting point think, for example, about wynad like the most. What are your

favourite things in the world? Ice cream, coffdepaolate?
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HOW TO CREATE A FRACTURED NURSERY RHYME

1. Pick a poem or song

2. Find the words that rhyme in the original poem

3. Choose new rhyming words to make a new poem or song!

Well-known Nursery Rhymes:

Humpty Dumpty Sat on a Wall
By Mother Goose

Humpty Dumpty sat on a wall,
Humpty Dumpty had a great fall;
All the king's horses and all the
king's men

Couldn't put Humpty together
again.

Hey diddle, diddle,

By Mother Goose

Hey, diddle, diddle,

The cat and the fiddle,

The cow jumped over the moon,;
The little dog laughed

To see such sport,
And the dish ran away with the
spoon.

There was an old woman who
lived in a shoe
By Mother Goose

There was an old woman who
lived in a shoe.

She had so many children, she
didn't know what to do.

She gave them some broth without

any bread;

And whipped them all soundly and

put them to bed.
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HoW TO WRITE FREE VERSE

1. Decide what to write about

2. Think about any sensations your topic (e.g. a sleigh ride down a hill)
might involve

3. Think about how you could express those sensations with words

Useful tips for writing Free Verse:

CHOOSE THE WORDS CAREFULLY

Carefully chosen words can help you create a poem that sounds like
the situation, emotion, or object you are writing about. For example,
you can use short words with sharp consonants (such as cut, bash,
stop, kick, lick, bite, punch, jump, stick, and kiss) when you want to
show excitement, fear, anger, new love, or anything that might make
your heart beat quickly. Use longer words with soft sounds to create
the effect of pause, laziness, or slowing down. (more on poem writing
www.poetry4kids.com)
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MORE ON WRITING POETRY!

Alliteration is a literary device where the first sound in a series oflsvis the
same, like “She shares shining shells.” You can use alliteratitnee verse to
create a particular mood, feeling, or sound to the poem, espewhin
combined with careful word choice. For example, the word “lickingytds
your tongue to the front of your mouth when you say it, like a llak's
combine this careful word choice with alliteration in a free egrgem about a
hard candy on a stick!

Personification. Sometimes giving inanimate objects human characterisdits c
breathe new life into it. (See, | just did it!) Have you eveard someone say
that the sun was peeking out from somewhere, or that the cloudsazgrei
the water licked the shore? That's personification.
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The First Written Task

A) The world the Time Traveler lives in is concedrabout everything that can be
explained and verified. He tries to convince higotolleagues that time traveling is
possible. Can everything be explained? Are wengllio find an explanation for

everything? Are there any mysteries that have aehlzompletely understood?

Write a poem, song or a short story about a mystéiigh interests you. You may write a
poem which has rhyming words or try writing a fiegse poem.

B) If the Time Traveller or one of his club colless would accidentally end up in our
time, what do you think they would have to say dlmur culture, society - how we live our
lives?

C) Write either:
a poem
a song

or a short story

from the point of view of a person from the past.




To get started, here are some instructions:

1) Brainstorm for any ideas, vocabulary, images or sensations

coming to mind when you think about the theme

2) Just write down anything that comes into your mind, don’t

leave anything out

3) Clarify your ideas about the theme, what do you want to

say about it?

4) Make a list of the most important words about your topic

5) Plan the structure of your poem/song/short story

86
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Listening to someone reading

a) Go to the Readings category on the BBC Radicsiteebnd choose one of the
programmes.
http://www.bbc.co.uk/radio/programmes/formats/readiplayer

For example, Book of the Week (nonfiction readingsBook at Bedtime (fiction readings)
are both good choices for this task.

b) Choose one episode and listen to it at leasetviirst listen for the main idea. Then
listen to it again to make notes. You can pausewmd the programme when needed.

Here are some helpful questions to consider. E E .
o What is the reading from? A book? RA D I O
What kind of book? Something else?
*  What genre does it belong to?
o What happens in the text being read?

*  Why did you choose this particular programme and episode?

* Based on what you have listened, would you like to read this book or
listen another episode?

*  Would you recommend it to others? Who?

o  What else do you have to say?

c) In class, share your thoughts on the programitteywur partner or group.
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The Time Machine: Chapter 6

Talk about Chapter 6 in pairs or small groups amsher the following questions.

« Why didn’t the Time Traveller sleep well?

« Where does the Time Traveller go in this chapterb\Woes he see there?
« How do the creatures react to fire?

+ How does the Time Traveller escape from the creafur

Chapter 6: Vocabulary

Add words from this chapter that are particulamyeresting or difficult to your own
glossary. Here are some difficult words from theptler that you can add to your glossary,
and their definitions that can be helpful when yiguto translate the words into Finnish for

your glossary. You can also use a dictionary.

pallid lacking colour or brightness
abundant having a plentiful supply of something
hitherto until this time

disconcerted embarrassed or confused

parapet a low wall or railing along the edge of a loalg or a roof

descend to move or go down

hastily quickly Write down five words that best
carnivorous eating animal flesh describe the Morlocks (their

appearance, their behaviour, etc.)
Use either words you can find from
Chapter 6 or any other words you
think describe the Morlocks
particularly well. Add the words to
your own personal glossary if
needed.

interminable endless or seemingly endless

insensible  lacking sensation or consciousr
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How would you survive in a post-apocalyptic world?

A post-apocalyptic world is a world which has beestroyed by a disaster such as a
nuclear war, natural disaster or an alien attaekeTthis quiz to find out how well you

would survive in a post-apocalyptic world!

1. Can you light a fire?
a) Yes, | am a Scout! | can do it with a tinderboxsticks.
b) Yes, if there are matches.
c) | have seen people doiton TV so | think | canitdo
d) No, I'd probably just burn myself.

2. Who would be your ideal companion in a post-ap@atyptic world?
a) Buffy the Vampire Slayer / Indiana Jones
b) Legolas / Hermione Granger
c) Terminator / Robocop
d) Your grandmother / your dog



3. Which special skill would you choose from thiggt?
a) Outdoor survival skills
b) Cooking
c) Fighting
d) Magic tricks

4. If you had to leave in a hurry, which of thesetems would you take with you?
a) Your phone
b) Food
c) A knife or a gun

d) Your teddy bear / a picture of a loved one

5. If you come across an abandoned library, which
of these books would you take with you?

a) A survival guide

b) First-aid guide

c) A novel about apocalypse

d) A cook book

90
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Results:

Mostly A
You will probably survive rather well after any kiof disaster. You are well-prepared and

useful for others trying to survive.

Mostly B
With a little help from other people you will prdidg survive. You have useful skills but

probably won’t survive on your own.

Mostly C
You think you can survive anywhere, mostly becausehave seen movies about zombies,

aliens and infectious diseases.
Mostly D

You won't survive for long, but maybe survivingarnpost-apocalyptic world wouldn’t be

that much fun anyway.

" post-apocalyptic world and share your quiz resiitai

may use the following questions.

» After what disaster would you survive the best (btag, nuclear war, etc.?)
* What do you think is important when trying to swe®?
* What kind of catastrophes have you encountereldeméws or in films?

» How can catastrophes be prevented?
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A Perfect Society

Your task is to create a new society on the bddiseoone we're living in. In a group of 3-4
people put the different aspects of society in pfdem the most important to the least
important. Be prepared to explain why you thinkestain aspect is more important than
some other. Also, feel free to add any aspectstiymk are missing from the list. Finally,

select the five most important aspects and comyarelist with another group.

infrastructure
currency system
social security system
equality between people
art and recreation
democracy
competition
nature

power hierarchies
educational

systems
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Science fiction novels about society

If you want to read more science fiction noveld theal with society and its problems, here
is a list of well-known examples of such novelsr Hgstopian movies, take a look at the

next page.

Asimov, Isaac The Foundation series
Atwood, Margaret: The Handmaid's Tale
Atwood, Margaret: Oryx and Crake

Bradbury, Ray: Fahrenheit 451

Collins, Suzanne The Hunger Games series
Huxley, Aldous: Brave New World

Ishiguro, Kazuo: Never Let Me Go

James, P. D The Children of Men

Le Guin, Ursula K: The Left Hand of Darkness
Le Guin, Ursula K.: The Dispossessed

Orwell, George 1984

Orwell, George Animal Farm

Sinisalo, Johanna Auringon ydin
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Movies set in a dystopian society

12 Monkeys(1995)

A convicted criminal from a future
society travels back in time to find the
source of a virus which has destroyed
most of the human race.

Blade Runner (1982)
A retired detective who used to hunt
down rebelling androids is called back on

duty when a group of androids escape and

start to demand longer lifespans.

Brazil (1985)

In this satirical film a civil servant lives in
an automated, bureaucratic society and
dreams about being a hero.

Children of Men (2006)

Society has collapsed into chaos after
humans are no longer able to procreate,
until one woman is found to be pregnant.

District 9 (2009)

Aliens are treated as second-class citizens

and put into government camps in this
film which parallels the apartheid in
South Africa.

Elysium (2013)

Most of the human population lives on
the overpopulated and polluted Earth,
while the rich and the powerful live on a
luxurious space station.

The Fifth Element (1997)

In a universe threatened by evil, the only
hope lies in an alien spacecraft which gets
destroyed. A being created by scientists
and a taxi driver attempt to save the
world.

Gattaca (1997)

In a world where people who can afford
genetic manipulation have an advantage
over everyone else, a man buys DNA

from a genetically altered man in order to
enter a space program.

The Hunger Gameg2012)

Young people are randomly selected to
fight to death in a televised event until
one person is left as a winner. First of a
series of films based on Suzanne
Collins’s The Hunger Games novels.

The Matrix (1999)

Machines have taken over the world and
enslaved humans, who live in an illusion
of reality.

Minority Report (2002)

Advanced technology allows the police
force to predict who is going to commit a
crime and capture them before they do
anything illegal.

The Road(2009)

A man and his young son struggle to
survive in a post-apocalyptic world in this
bleak film based on a novel by Cormac
McCarthy.

Snowpiercer(2013)

In a train carrying the last survivors of a
new ice age, the poor inhabitants of the
last train carriage fight their way through
the train and demand equal treatment.

V for Vendetta (2006)

An anarchist freedom fighter attempts to
throw over a fascist government in a
dystopian United Kingdom. Based on a
graphic novel of the same name.

WALL-E (2008)

This animated movie focuses on a robot
that cleans the polluted Earth abandoned
by humans, falls in love with another
robot, and starts an adventure which will
change the fate of the human race.
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The Time Machine: Chapter 7

Talk about Chapter 7 in pairs or small groups amher the following questions.

« How have the Eloi and the Morlocks evolved into bleéngs the Time Traveller
encountered?

« What are the Eloi afraid of (other than just therdcks)?

« What does the Time Traveller realise about the btis’ eating habits?

- What kind of plan does the Time Traveller havenatend of this chapter?

For more information about evolution, take a lobkh& science

corner below.

Science Corner: Evolution

» Evolution is the process of change in all living organisms.

* The genes which have proved out to be best at iadagnd reproducing are passed

on to the next generation.

* The scientific theory of evolution by natural seilec was first presented by
Charles Darwin in the book On the Origin of Species (1859).

* For more information about evolution, check for reyéde this Ted-Ed video:

Myths and misconceptions about evolution - Alex Gatier
https://www.youtube.com/watch?v=mZt1Gn0OR22Q
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Chapter 7: Vocabulary

Match the following words with their descriptions.

hitherto dexterous wade anguish
subterranean imperceptible procure dwelling
malign prenaturally vaguely rigorous
1. until this time

2. extreme pain or misery

3. evil in influence, intention or effect

4. imprecisely, not exactly

5. living below the surface of the earth

6. having good physical skill, agility

7. supernaturally

8. to walk with the feet immersed in water

9. too subtle or gradual to be noticed

10. harsh, strict or severe

11. to obtain or acquire something

12. a place for living in

Add some of the words from this list to your own

- ; A" .-
o "\0@« C A S .‘ o personal glossary. Choose words that are difficult
< .\ 693 A\ "& \‘\\;\\\4.
“\\\ o or particularly interesting.
s
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A) In preparation for this task, find a news asigh English that has something to do with
SOCIETY. You can also use the article you usedHereading for the gist task in the

beginning of this unit. Bring the news article tass or be prepared to access the article on
your phone or tablet during class.

Here is a list of the websites of some of the bsgdenglish newspapers, which might be
good places to start looking for a news article:

The Guardiarnttp://www.theguardian.com/uk

Tae Guadion
The Telegraplttp://www.telegraph.co.uk/ I_,Bl“_“,—\

The Independeritttp://www.independent.co.uk/

B) In class, talk about the news articles you fowtth a partner or in groups of three.

* What is the news article about?
* Why did you choose that particular one?
* Where did you find it? Was it easy to find?
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C) Discuss in pairs or small groups. Write downnyioleas and use them as a guide when
writing a fairy tale of your own.

* What does a text need to have in order to be called a fairy tale?
* How can you recognise a fairy tale?

* What usually happens in fairy tales?

* How do they begin and end?

* What fairy tales do you know?

A tale about fairies; a tale set in fairyland; esp. any of various short
tales having folkloric elements and featuring fantastic or magical events
or characters. Also as a mass noun: such stories collectively or as a
genre.

Oxford English Dictionary

A fairy tale (pronounced / 'feeori tezl/) is a type of short story
that typically features European folkloric fantasy characters,
such as dwarves, elves, fairies, giants, gnones, goblins,
mermaids, trolls, or witches, and usually magi c or enchantnents.

Wikipedia

D) Turn your news article into a short fairy talde fairy tale should be at

least 10 sentences long, with a clear beginningaanehd.

For example:

If the news story is about a political protest, yaun write a fairytale
in which the protesters are the heroes fightingresgan unjust king.
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UNIT 4 LESSONS

Lesson 8: The future comes for a visit (2x45min)

This is the first lesson of the fourth and last whithe material. Students will be making
connections between the novel and their own thaugihbut the future. Students will start a
group project in which they will explore their owttitudes towards future. Also, on this
lesson students will familiarise themselves withaharacteristics of a review and form
good instructions on how to write one.

Goals for the teacher:
1. Students familiarise themselves with review chanastics

2. Students discuss chapter 8,9 and 10
3. Students involve themselves in a drama activity

Goals for the student:
1. Work in a group to decide what are the most impartaaracteristics of a review
2. Discuss the events in the novel (chapters 8 ,9l@havith your group
3. Investigate different cultures, including your owimough drama

0. Homework from previous lesson

Students have looked for online reviews and writewn characteristics which will
be dealt with in the next section (how to writeegiew).

1. Talking about Chapter 8(5-10min)

Tell the students to talk about Chapter 8 in smadlips, using the questions in the
material. After the group discussion, talk abou ontwo of the questions with the
whole class. For example, these questions are ¢gjomides for this:

+ What do you think is the place the Time Travelled &/eena visit?
« What important does the Time Traveller find fromemf the galleries?
+ What does the Time Traveller come to think of thenAnkind?

2. How to Write: A Review (15-20min)
This task will give students the basic knowledgeutihow a review should look

like. It also makes them think about how a reviewvritten. This task will also
work as a starting point for their review writing.
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LISTING REVIEW CHARACTERISTICS

From the students’ lists of review characteristmake up a common list of
characteristics by discussion and sharing of opmi®'ou may categorise the
characteristics into three parts: the introducttbe,body and the ending. These
parts work as a layout for the review itself. Yoayradd whatever you feel
necessary onto this list.

The Introduction

» Basic information about the movie (hame, year, gedirector, screenwriter, main
actors)
» Evaluation of the movie (an opinion of the film the writer)

The Body

* Plot summary

» Description of the movie: how it looked like, therponal watching experience

» Justification of one’s experience and impressionfobmal structure and technical
aspects (narrative, lighting, sound etc.) How dotdthnical aspects affect how the
movie looks and feels to the spectator?

* Thematic content of the movie and how it affecte’sexperience of the movie Do the
technical aspects support the themes?

The Ending (conclusion)

* Reminding the reader about the writer's generalghds of the movie
e Who would you recommend the movie to, why/why not

3. The second written task: A review(5min)

Give students the second writing task. In this thgkstudents have to write a
review on a film they have selected. Encourageesttgdto use the instructions they
have formed to help in the writing process. The plation of this task will

probably extend to time when the course has alréathhed.

4. Talking about Chapters 9 and 1@5-10min)

Tell the students to talk about Chapters 9 anchXdnall groups, using the questions in
the material. After the group discussion, talk glme or two of the questions with the
whole class. For example, these questions are gjomides for this:

« Why do you think the Time Traveller refers to theddcks as “human rats” in
this chapter?

« What discovery does the Time Traveller make awtrg end of this chapter?

« What does the Time Traveler imagine society was li&fore the Eloi and the
Morlocks?



102

5. Vocabulary help for Chapters 9 and 1q10-15min)

Tell the students to match the words from Chapteit® their Finnish translations
and to go through the list of words from ChapterTli@ey should add some of the
words to their own glossary, along with any otheras they want to add from
these chapters.

6. An interview with future and past creatures(20-30min)

In this task students will interview a minimum olf creatures, some of which are
involved with the Time Machine and some are notalk show is arranged to
interview creatures from the future and the pasthkvbktudents themselves will be
acting out. The interviewees may also comment eir tellow interviewees’
answers and ask them questions as well.

Have the roles visible for students. For this t&skay be convenient to divide the
class into two groups. Each group will have stusl@cting out the roles of The
Time Traveller, Weena, a Morlock and a person foamera (and any other role
you want to include)

Pre-Task: Before the interview starts, have students thinkjuestions to be asked
from the interviewees. This may be conducted imspdmstruct students to think up
a variety of questions. For example, questions tabaciety and its functioning will
be fruitful.

Example questions you can suggest for the students:

+ What is your normal day like?

« What do you think about your life?

« How is your society working?

+ Is there anything you consider a threat?

« What do you like about your life?

+ If you could change something in your society, whkiatld it be?

Post task:
For students to think about after the main patheftask either individually or in
small groups. This may also be assigned as homework
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Lesson 9: Time to finish (2x45min)

The point of this lesson is to go outside the ctass to finish reading the Time Machine
(Chapters 11 and 12). This activity is linked te thscussion on favourite reading
environments in the first unit as they get to decithere they wish to do the task. They are also
instructed to choose a pleasant spot. Studentgvdtitice their pronunciation and listening
comprehension skills through reading the last chapt each other out loud. They will prepare
themselves for their personal project through grdigzussion.

Goals for teacher

1. Students choose a pleasant spot for reading theHapter

2. Students read the last chapter to each other odt lo

3. Students discuss chapter 11 and 12 and do thevineabulary help task/adding words to
their glossary

Goals for student

1. Decide with your group a place outside the clagsradnere you wish to finish the book
2. Finish reading the Time Machine

3. Discuss the theme you have decided to exploreun goalysis

4. Finish adding words to your personal glossary

0. Preparation for a trip outside classroom
1. Reading out loud, outsid€10min + 30-45min)
Pre-task (10min)in class

Give students a list of places outside classroodhramind them about their
favourite reading environments dealt with at they\®eginning of the course. Ask
whether they have anything to add to it and tedhtrlto choose a place in which
they wish to finish reading the book. Divide stutdeinto groups of 3-4. Students
will have to negotiate in English. Once each grbap chosen a place of their
liking, try to arrive into a mutual decision on thkace you wish to go to. (This may
be also done at the end of previous lesson, totgaee)

Task (30-45min)

Take students outside the classroom.

Instruct students to form groups 3-4 or pairs asidthem to read the last chapter
out loud to each other. Tell students to think alzmad answer the content questions

on the final chapters (11 and 12) during listenifge point of this task is to have
students practice pronunciation and listening cah@nsion skills.
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In the second part of the reading comprehensidq saisdents prepare for their
personal projects. They start from the realityictidn and proceed to thinking

about their own.
2. Vocabulary help for Chapter 11 and 125-10min)

Tell the students to look at the list of words frohapter 11 match the words and
their Finnish translations from chapter 12. Thegudti add some of those words
along with any other words from chapters 11 antbltheir own glossary.

3. Taking a look at the glossary10min)

By now the students should have finished addingla/¢o their glossary (though
they can still add some words in the last lessbtigey want). Tell them to compare
their glossaries with other students (in pairsrougs of 3-4) and talk about the
process of collecting a glossary and how they tisedvords they had collected.
The teacher should also check that the students d@mwpleted their glossary task.
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Lesson(s) 10-11: The unknown future (2x45min)

In this lesson students will start a very importprject synthesising a great deal of what
they have investigated in their reading. They ballmaking text-to-world and text-to-self
connections through reflecting upon their own fetand the future of their culture. This
task has many valuable benefits for students. Wilkhave to synthesise their thoughts
into an artistic form. In this process, they wi# bolving problems concerning visual
presentation and learning about the mode (e.g. @iraiphy, video shooting) of their
project. As the task will probably take more th&mihutes altogether, it is recommended
to reserve a bit more time for it.

Goals for the teacher:
1. Students get started with the year 6000 project
2. Students add words to their personal glossaries

Goals for the student:
1. Start planning your project by making a concretnmn paper
2. Start working on your project
3. Add vocabulary to your personal glossary

0. Glossary work
Have students add five (5) words to their persgt@dsary from Chapter 12.

1. The Future Makers (the year 6000)

This task will invite students think about theirgenal future or the future of the
human kind. The goal of this task is to connectpast readings of the novel with
students’ own reality. This helps to make text@tf-and text-to-world connections.
Even though this task will be time consuming, il we very useful and important
to have students think about their own attitudeatals their future with reference to
what they have read. This task helps them to becoore involved in their reading
and coursework as students are allowed to choesedile of their project from
several options. In addition, this task will suppbeir visual thinking and they will
get practice in problem solving. The task is reca@nded to be done in small
groups.

ORIENTATION:

Remind students about the events of the last chaptetheir discussion after
reading. Have them for examplemind each otheabout the issues by returning to
their previous groups. Tell students about the opog project and its goals (think
about your own future/the future of your societytiexe, make/design something
which presents the future of your selection). Hinean choose the kind of project
they wish to pursue. If a student wishes to dgptiogect individually instead of in a
group that can also be done. Tell the studentsiwgiik groups to present a plan of
each of its members' responsibilities within thatg to make sure everyone has
something to do.
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Pre-task: Have students return to their ideas on their awiaré and tell them to make a
plan on how to carry out their project. This invedy for example, making a screen play and
a script in the short movie option and a sketcthenthree picture series option. If students
find producing plans difficult, have them brainstoshortly on ways of making a plan in

each task option.

Lesson 17 (2 x 45min)

Continue the projects started in the previous lesader finishing their
planning/sketches/scripts students may start regltbeir plans. Have a camera,
pencils, brushes, colours, paint etc. availablesfodents.

Homework

Tell students to go through the goals set at tiginbpéng of the course and their
personal task-checklists. Ask them to update 8teahd mark down any problems

for consultation.
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Lesson 12: Looking back (2x45min)

This lesson will be the culmination point of thetd#erature course. On this lesson
students will be presenting their project workcdissing it and giving feedback on each
other's products. Students will be updating theaktchecklists. There is also time for self-
assessment and teacher feedback on this lesson.

Goals for teacher:
- Students present and discuss their personal psoject
« Students give feedback to each other and the teache
- Students assess their own learning in relation thighgoals set in the very
beginning of the course

Goals for students:
- Present your project to other students and distuwgth them
« Give feedback to other students about their work
- Return to your personal goals and checklists asdsaswhat you have learned on
this course

0. Homework (5-10min)

UNIT CHECKPOINT:

Students have gone through their personal taskktbiscat home and marked
down completed tasks. Ask if students have probhitistheir checklists and be
prepared to help them. If any of the tasks is mg®ir not ready at this point, give
students an appropriate amount of time to finisthr@burn them. For instance, one
of the longer writing tasks may still be incompleteweek or two should suffice.

1. Exhibition - gallery walk (50-60min)

In this task students will present to their classwavhat they have worked on -
what are their thoughts about their own futureherfuture of their society/culture.
Students should have their projects ready by itms.tlt would be convenient to
have students' work ready in their place.

For this task the class will be divided into twagps. Group 1 will be the first one
to present. Each group 1 student should take afspuotthe class and have their
project out for everyone to see. Group 2 studeiitderdivided evenly among the
exhibition spots (preferably one student at antaiibin spot)

Group 1 students will present their work to grougti@dents in 2-3 minutes, after
which there is time (2 minutes) for asking questiand giving feedback on the
projects. Every five minutes, students move closlkend the next exhibition spot
for another presentation. This pattern continugs each group 2 student has been
on each exhibition point.
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After one full round of presentations and feedbagckup 2 students prepare their
exhibition spots for presentation and group 1 sttglpresent their work to that
group 1 student they started with.

What students should share about their work?

+ How they see their future/future of their societythe year 6000? (are there
humans? how do they live their lives? are theretargats?)

+ How did they choose the medium of their work?

« What stages did the project have?

+ Were there any particular problems?

2. Self-assessmerfflO0 min)

Once the exhibition activity has been finished watudents should update their
task check list. Tell the students to return tartgeal chart anésk them to write a
short letterin which each student asks to be given a gradetthiek they deserve.

In this text students should comment on their dgwalent and learning in relation
to the goals they set at the beginning of the @urke language of this task is free.

The letter should include:

« what they think was best on the course

+ what they did not like about the course

« information about each of the four skills and havalg concerning them were
reached

+ assessment on how the common goals were reached

« thoughts about the most important aspects affedttiely learning

« thoughts about how to continue developing the &hiits

« the grade student thinks he/she deserves

Tell students to go through their own reader pesféind see if they would answer
the questions differently now compared to the beigip of the course. Have
students share the changes with a partner.

3. Feedback about the course and instructiofilO min)
The point of this activity is to have students khabout the structure of the course
and the quality of instruction. It will be helpftd know what students think about
the course in order to develop the content/inswadarther and modify anything
necessary.

This may be done either in English or in Finnish.
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UNIT 4 TASKS
How to watch a movie for a review?

When you think about writing a movie review, thera’lot you can do

to prepare for the watching of the movie. Here listeof things you

may want to take into consideration:

+ Prepare yourself for watching the movie twice

« The first time, try to see the movie as a whole and as an enjoyable
cinematic experience

« The second time, dig into details of the movie. You may comment and
analyse, for instance, the narration, lighting, music, acting and
themes of the movie

« Take notes on the second watching

« Which genre does the movie represent?

« You may want to investigate which other movies the director of the
movie has made

+ How does the movie fit into the line of other productions from the

same director?

Start planning your review and write the first draf
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The Time Machine: Chapter &

Talk about Chapter 8 in pairs or small groups amsher the following questions.

+ What do you think is the place the Time Travelat Weena visit?
+ What important does the Time Traveler find from ohéhe galleries?
+ What does the Time Traveler come to think of thenaokind?

« Point out anything that interests you in the text
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CHAPTER &: Vocabulary

Match these words from Chapter 8 with their Finrirsimslations. Use a dictionary if
necessary.

1. vestige _ a. joen suu

2. estuary _ b. valtava, jattilaismainen

3. miscellaneous c. viipya, viivytella, hidastella
4. colossal _ d. jaénne, jalki, haiva

5. linger _ e.sekalainen

6. abundant _ f. jalkelainen

7. descendant _ g. ransistynyt, autio

8. disinclination _ h. runsas, yltakyllainen

9. decay _ i. patruuna, panos

10. derelict _ J. haluttomuus, vastahakoisuus
11. volatile _ k. madantya, lahota, pilaantua

12. cartridge I. rdjahdysherkka, tulenarka

Add some of the words from this list to your own
personal glossary. Choose words that are diffult

particularly interesting.
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How to write: A review

The internet is full of movie reviews and book ewvgs which are easily
accessible to everyone. In Unit 3 you talked almories dealing with
future. You were asked to choose a movie aboutdutau found the
most interesting. Find a movie review on the mguaea chose.

Think about what makes a good review. What kindharacteristics do they have? Bring

your findings to class and be prepared to shara thigh your classmates.

Here are some questions to spark your investigations:
«  What are the main points of a review?
« How does the movie review start?
«  What is the tone of the text?
«  How much does a review usually reveal about the plot?
« Does the writer seem to give a justified account of the
movie?

«  Would you watch the movie the review is about?

/.
@: In class:

1. In a group of four people, share your findings @ndto combine your lists of

review characteristics in order to form a sharstddf characteristics.
2. Share your list with the entire class. The teaghi#help in forming a new list.

3. Design easy instructions on how to write a reviehwour group. You may divide
the review instructions into three parts: the idtrction, the body and the ending.

What characteristics does each part contain?
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55@‘ The Time Machine: Chapter 9
7y

4 -
e

Talk about Chapter 9 in pairs or small groups amher the following questions.

« When the Time Traveler lights a fire, how does Wergact to it? Why?

« Why do you think the Time Traveller refers to theddcks as “human rats” in
this chapter?

« Why do the Morlocks suddenly run away?

- What discovery does the Time Traveller make awtrg end of this chapter?

Talk about Chapter 10 in pairs or small groups amslver the following questions.

« What does the Time Traveler imagine society waes likfore the Eloi and the
Morlocks?
« What does the Time Traveler notice when he arratése White Sphinx?

- How does the Time Traveler manage to escape frenvitbrlocks?
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Chapter 9: Vocabulary

Match the following words from Chapter 9 with thEinnish translations.

crouch adjacent manoeuvre atrocious
calamity foliage writhe fumble
hillock fermentation insidious

1. onnettomuus, katastrofi

2. kyykistya, kumartua

3. salakavala

4. julma, hirvittava

5. kdyminen, pilaantuminen

6. viereinen

7. hapuilla, haparoida

8. ohjata, kasitella

9. lehdet, lehvéasto

10. vaantelehtia, kiemurrella

11. kumpare, kumpu

A ﬁ .

B ~ Add some of the words from this list to your own
%“_“ < \ - - glossary. Choose words that are difficult or

o Qo‘\\‘"\ o W N0 W

< 2 O o particularly interesting to you.

PREAN
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Chapter 10: Vocabulary

What do these words from Chapter 10 mean?

Translate them into Finnish and add some of the

your own glossary.

hasty

keen

cattle

steadfastly

feeble

perforce

tranquil

groove

meek

contrivance

scramble
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Interviewing creatures from the

past/future

Creatures from the future and the past have coroarttime to tell about their lives in the
future. Half of the class will act out the intenwiees and the other half will be the
audience/interviewers. The interviewees may alkajasstions from the audience and from

other interviewees. Arrange a talk show in whiah fillowing roles are acted out:

s The Time Traveller

° (A/eena

« A Morlock

* A person from the 21st century (perhaps not so distant future)

e Anyone else you want to add

Before the interview:
Come up with questions you would like to ask pedgen the past/future.

After the interview:
Think about these questions either individuallyrosmall groups.

« How does living in our era feel?

« If a person from our time did the same trip asTimee Traveler and saw the
societies of the Morlocks and the Eloi, would thieeeanything to be found
shocking?

+ Do you think there is anything threatening our wxdtor society?

« If there is anything threatening our society otund, is there anything we (humans)

could do to remove the threat(s).
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In this task the class will make a trip outside ¢tessroom. The teacher and the students
will decide upon the place together.

Teacher will suggest places you might want to gal tbe finishing chapters (11 or 12) or
at least one of them. You may add any other suggessonto the list. Your task is to talk to
your classmates in groups of 3-4 and decide ugdace you would like to read in.

In groups of 3 — 4, read the chapter(s) to eaclrpthking turns. After reading, talk about
them both in your groups. You can use the follongogstions:

The Time Machine: Chapter 17

- After the Time Traveller leaves the world of the daks and the Eloi, where does
he end up?

« How far into the future does he travel?

« What does the place look like?

« What kind of creatures does the Time Traveller enter now?

The Time machine: Chapter 12 (+epilogue)

« What does the Time Traveller see when he returhsstown time?

« Why does the time machine return to different pathe room when the Time
Traveller comes back than when he left?

+ How does the narrator react to the Time Travelleis?

« Why does he come back to visit him the following?la

Now that you have finished reading the book, t&l&w these questions in your group.

- Think about the last chapter and the kind of futheeTime Traveller faces. How
does he react to what he sees?

« How do you think the future of your own culture/tiieure of humankind would
look like in the year 60007 What would life lookdf?
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prodigious

halt

lichen

perpetual

incrustation
desolate
slant

algal
sombre
abominable
obscure
darkling
apprehension
concavity
giddy

clamber
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Chapter T11: Vocabulary

Here is a list of some of the more difficult wofdsm
Chapter 11. Read through the list and add somieeof t

words to your own glossary.

suunnaton, mahtava; epanormaali, luonnoton
pysayttaa, seisahtua

jakala

jatkuva, ikuinen
paallyskerros, kuori

autio, asumaton; lohduton
olla vinossa

levamainen

vakava, murheellinen, synkka
vastenmielinen, kamala
pimentaa, peittdd nakyvista
tummuva, pimeneva

huoli, pelko, levottomuus
kovertuma

sekaisin, pyoralla paastaan
kiiveta, kavuta
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v~ Chapter 12: Vocabulary

oﬂ‘“\\(’i AsST
Y '\3?; et Match these words from Chapter 8 with their Finnish
» translations. Use a dictionary if necessary.
1. ebb and flow - a. seisahtunut, pysahtynyt
2. decadent L b. ritil&, ristikko
3. stagnant _ c. aaltoilu
4. hatch _ d. tiedustelu, kysely
5. grate _ e.punoa, kehitella
6. scrape - f. rappeutunut, turmeltunut
7. motionless _ g. raaputtaa, raapia
8. inquiry _ h. reppu
9. elude _ i. ymmartaa, kasittaa, tajuta
10. bawl - J. liikkumaton
11. knapsack - k. valttaa, vaistella

12. comprehend I. huutaa, karjua

Science corner: Compass points

Here is a list of the points of the compass in EhgiDo you

know them in Finnish?

North Northeast
South Northwest
East Southeast

West Southwest
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L
@‘ Talking about your glossary

By now you should have finished the process ofectithg words to your own glossary.
(You can still add words during the last lessongif want, so if you find any good words,

don't let this stop you from adding them to yout!)i

Talk about the process of collecting words withrypartner or in small groups. Here are

some questions that can help you in your discussion

Compare your glossaries and see if you have mamiasiwords.

o What did you think of this process?

»  Where did you find words for your glossary, other than from The Time
Machine?

» How did you use the words in your glossary? In writing tasks, other
tasks?

* How did collecting a glossary help you?
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Our future in the year 6000
Think about the last chapter and the kind of futheeTime Traveller faces.

How do you think the future of your own culture/tla¢ure of humankind would look like

in the year 6000? How would they live their lives?

Choose one of the options below with your group.

OPTION A

Create a series dhree photosin which you try to bring forth three most

important characteristics of future you have chosen. In this taskmau

=

borrow a camera or use your own cell phone camera. You may demide,

example, what the humans of your future look like and how do they live their
lives. You may also decide to have no humans at all in your serj@sotds
but concentrate on other aspects you think are important. You may ask ypur

classmates whether they would like to participate in your photoshoot.
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OPTION B

Shoota short film about how the future looks like. The film should not be to
long, maximum of 3-4 minutes. Start with a script of your movie and what y
want to tell the audience about the future. You may ask your clessima
participate depending on whether you need them to play any rolgsuin

short film.

OPTION C
Draw/painta picture of how you think the future would look like. Pencils,

paint and paint brushes and appropriate paper are available.

OPTION D

Write a poemor a songabout some aspect of the future. To get started, y
may remind yourself about how to write poems, which was previous

discussed in Unit 3.
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-
@V Presenting project work

Now it's time to present what you have been worlangand you should have your project
work ready for everyone to see/hear/watch. Intds& you will give a short presentation

(2-3 minutes) on your work. You will also be ansingrquestions after your talk.
Here are a few questions to help you talk about yaork:

* How do you see your future in your work? (e-g- Are there humans?
How do they live their lives? Are there any threats?)

* Why did you choose this method (e g9- photography)?

*  What stages did the project have?

e Were there any particular problems?

Gallery walk

1. Go to your exhibition spot and make sure you have at
least one spectator

Give your presentation (2-3 minutes)

Answer questions your audience makes (2 minutes)
Audience moves to the next exhibition spot

Repeat your presentation to the next listener

o g b~ W N

Swap roles with the audience you had first
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Assessing learning

It's time to look back and think about the pastrseuand what you have
learned.

A) Give yourself a realistic grade for everythinguyhave achieved on this course. Think

about both personal and common goals set at theo$thie course.
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B) Write a letter to the teacher in which you telat you have learned and why you think

you should get the grade you gave yourself. Thyack up your opinion as well as you can.

Here are questions to guide your thinking. Feed foeadd anything else you feel is
relevant.

«  What do you think was best on the course?

«  What did you not like about the course?

«  What kind of goals did you have concerning the four skills?
«  How did you reach the goals?

«  How did you reach the common goals?

C) Go through your Reader Profile. Would you ansarer of the questions differently

now, after taking this course? Share your thougfits a partner.
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Giving feedback on

the course

It is essential for both learners and teachersdeive feedback in order to develop their
work. Think about these questions either in smalgs or individually and then write

down your answers for the teacher.

« How useful do you think the tasks/activities on legsons were?

« Do you feel that the writing tasks you did werefukge.g. poem, review, first

page)?

« What would you have left out?

« Is there anything you would like to add to the ca®

- Do you think the course gave you versatile oppadatiesito study English?
Why/why not?

« How helpful do you think the instruction on the cseiwas?

« Is there anything the teacher could have done madnelp you reach your goals?
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EXTRA GRAMMAR

Aikamuotojen yhteensopivuus

Englannin kielen aikamuodot eivat oikeastaan s&si yhteen suomen kielen
aikamuotojen kanssa. Sen sijaan, etta englannienkeekamuotoja ajattelisi suomen kielen
aikamuotojen kautta, kannattaa ajatella niidenyakean kahteen rynmaan: nykyhetken ja
menneen ajan muotoihin. Yhteen ryhmaan kuuluviaraikotoja voi luontevasti kayttaa
toisten samaan ryhmaan kuuluvien aikamuotojen kasasassa virkkeessa.

Tama jaottelu on erityisen tarked kirjoitettaessi@impia teksteja ja kaytettdessa epasuoraa
kerrontaa, joten sen opettelusta on sinulle pdijgitya talla kurssilla ja yleensakin, kun
kirjoitat englanniksi.

Nykyhetken muodot

« preesens | love you.
« futuuri | will love you.
« perfekti | have loved you(and still do).

| have done this before and | will do it again.
Huomaa, ettd perfektissa have -apuverbi on pressénga ainoastaan paaverbi on
menneessa aikamuodossa. TAma voi auttaa hahmottamglannin kielen perfektia

nykyhetken aikamuotona.

Menneen ajan muodot

+ imperfekti | loved you.
+ konditionaali | would love you.
+ pluskvamperfekti | had loved you(but not anymore).

I missed the bus and would have missed anothdraflih’t ran to the bus stop.

Huomaa, etta pluskvamperfekti eroaa perfektistiéisettd have-apuverbi sekd paaverbi
ovat menneessa aikamuodossa. Pluskvamperfektisomenneen ajan muoto, toisin kuin
perfekti.
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Erityistapauksia:
Since= siité lahtien kun
Lause, joka alkasincesanalla, voi olla imperfektissa, vaikka paalaulss o

perfektissa

Since you left me, | haven't been sleeping well.

As if = ik&an kuin
Sivulause, joka alkaas if... voi olla imperfektissa, vaikka paalause olisigeensissa.

She looks at me as if she hated me.
It's time = on aika
Virke, joka alkaa sanoilld’s time... on imperfektissa, vaikka puhutaankin

nykyhetkesta tai tulevasta ajasta.

It's (about) time we left this party.



130

Artikkelit yleisnimien kanssa

Epamaarainen artikkeli

-> kuulijalle ennalta tuntematon tai maarittelenméasia
ESIMERKKILAUSE
suomeksi esim. yksi, eras, joku

Erilaisia kayttotilanteita
« ammatti, kansallisuus, puoluekanta tai uskonto
He is a doctor. He is an Irishman and a Protestant.
« @jan, maaran ja hinnan ilmaisut
He drove 60 miles an hour. He goes to the cityawiday.

alan
an kun seuraava sana alkaa voksaalieella

an dephant,an hour
a university

Maarainen artikkeli THE
-> ennalta, tilanteesta tai yleisesti tunnettu asia

Yleisesti tunnetut kasitteet
the world, the sun, the universe

Tietyt tavalliset sanat:

opposite, previous, former, latter, only, usualngaright, wrong, following
huom!

next - the next (ensi - seuraava)

last - the last (viime - viimeinen)

Tarkasti maaritellyt asiat
« of-genetiivi
the capital of Finland
« superlatiivi
the best thing ever
+ jarjestysluku
the third time



+ sivulause
Did you see the man who did it?

Mita... sitd -komparatiivi
The more the merrier!

Julkiset instituutiot
The press, the law, the theatre, the public, th@Ar
poikkeus:society

Ei artikkelia
Epamaaraiset asiat

+ monikko
Cars can be very expensive nowadays.
+ abstraktit sanat
courage, happiness, luck
« ainesanat, kuten materiaalit ja ruokasanat
gold, water, cotton
« edessa omistusmuoto tai pronomini
my car, every woman, that feeling

-> maaraisena kuitenkin the-artikkeli!
Muita tapauksia esim.

+ tietyt paikat preposition jalkeen
in jail, from college, at school, to work
« ateriat
breakfast, lunch, dinner
+ kulkutavat
by land/sea, by car/train/foot
+ sanonnat
They danced cheek to cheek and walked arm in arm.

131
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Artikkelit erisnimien Kanssa

Ei artikkelia

+ henkildiden nimet

Mr Holmes, Mary Poppins
« useimmat maantieteelliset erisnimet, kuten valkatipungit, jarvet (katso lista!)
« jos erisnimi on muodostettu erisnimesta ja yleissta

Victoria Station, Heathrow Airport

Maarainen artikkeli THE

« monikolliset erisnimet
The Simpsons, the United States
« meret, joet (El jarvet!)
the Pacific Ocean, the Nile
« maapallon osat
the Equator
- maantieteelliset nimet, joissa on joku seuraawat®ista: empire, kingdom, region,
republic, state, union
the United Kingdom
« vapaa-ajan viettoon liittyvat paikat
the National Gallery, the Globe

Naihin sdantoihin on myds paljon poikkeuksia, jdikgyvéat seuraavasta listasta.

the Golden Gate Bridge (San Francisco) droBridge (Lontoo)



Ei artikkelia — perussaanto
Yksikdssa

— Nimet

— Maat, valtiot ja maanosat: Canada, Europe

poikkeus: The Congo, the Ukraine, the Sudan, the
Antarctic

Luonnossa

- Vuoret: Mount Rushmore, Mount Everest

— Saaret: Greenland, Sicily

— Jarvet ja putoukset: Lake Ontario, Niagara Falls

— llmansuunnat ja sijainti: eastern Finland, cdntra
Europe

Huom : yleisnimien kanssa: the Middle East, the
south of France

Yhteiskunnassa

— Osavaltiot, kylat, kaupungit: California, Paris
poikkeus: the Hague

— Puistot ja kaupunginosat: Hyde Park, Chelsea

poikkeus: the City, the East/West End (Lontoo),
the Bronx, the East/West/Lower/Upper Side (New
York)

— Kadut, torit ja aukiot: Sesame street, Trafalgar
Square

poikkeus: the Mall, the Strand (Lontoo)
— Asemat ja lentokentat: Heathrow Airport

— Kaupat ja oppilaitokset: Harrods, Oxford
University

- Linnat ja kartanot: Buckingham Palace,Windsor
Castle

- Kirkot, sillat Englannissa: St. Paul's, Tower
Bridge

— Pelkat arvonimet ilman nimeéa: the Queen
— Lyhenteet, jotka luetaan kirjain kerrallaan: the

NBA, the CIA, the EU
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The-artikkeli

Monikossa

— Nimet: The Simpsons

- Maat: the United States

- Vuoristot: the Rocky Mountains

- Saaristot ja saariryhmaét: the Canary Islands, the
Philippines

Luonnossa

— Aavikot ja metsét: the Sahara (Desert), the
Amazon (Forest)

- Maapallon osat: the South Pole, the Equator, the
Arctic Circle

- Joet ja lahdet: the Mississippi (River), the
Danube, the Gulf of Finland

- Meret ja valtameret: the Mediterranean (Sea)

— Kanavat ja kanaalit: the Suez Canal, the English
Channel

Yhteiskunnassa

- Nimet, joissa: empire, district, isle, kingdom,
region, republic,state, union

the United Kingdom, the Republic of India

— Ravintolat, pubit, majatalot ja useimmat hotellit
The Ritz, the Sheraton

— Teatterit, konserttisalit, galleriat ja museoteT
Globe, the National Gallery

- Radat, tiet, ja tunnelit, sillat Amerikassa: t1é&
(Motorway), the Golden Gate Bridge

— Kulkuvélineet ja engl.kieliset sanomalehdet: the
Titanic, the Washington Post
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KEY

GRAMMAR KEY: ARTICLES

2. Lisdaa, an, the tai jata tyhjaksi.

John Keats can be said to be _the most famoussBrigbmantic poet. His poems were
not generally well received by critics durimg life, but by _the end of _the 19th
century he had become one of _the_ most belovelisBrgpets of all time.

At school Keats developed an interest in _history and classics, which would stay
with him throughout his life and influence his . nature is also _an_ important
theme in Keats’s work, for example_in _the_ welblm poemTo Autumn

w

. K&anna suomesta englanniksi.

. I went to work by car.

. The capital of the United States of America iashington

. The Earth orbits around the sun.

. Sherlock Holmes is one of the most well-knowarelsters in literature.
. He was in jail for ten years.

g b WN B

4. Tuleeko néiden paikkojen etettre?
1. Victoria station

2. _the Royal Albert Hall

3. _the Lake District

4. the Antarctic

5. Lake Ontario

6. Bond Street

7. _the Republic of Ireland

8. _the Baltic Sea

9. Manhattan
10. the south of France
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5. K&anna seuraavat lauseet englanniksi, ja dikdan artikkelien kaytossa erisnimien

kanssa.

1. Niagara Falls is a popular tourist attractioaryafter year.

2. The most famous landmark of San Francisco i§&thlden Gate Bridge.
3. The Queen lives in Buckingham Palace.

4. Hyde Park, the Globe, and St Paul’s are alltsighLondon.

5. The Pacific Ocean is the largest area of watdtarth.

GRAMMAR KEY: VERB TENSES

has been arrested

started

would be investigated
will continue to investigate

had inhaled
works
will remain

http://www.bbc.com/news/uk-england-stoke-staffoids29844774

VOCABULARY KEY

CHAPTER 2

1.ingenuity

2. scepticism

3. deportment

4. exposition

5. plight

6. haggard

7. articulation

8. wool-gathering
9. incredulous
10.irreverent

b. nerokkuus

f. epailevaisyys

a. liikkumistyyli, kayttaytymagta
g. selonteko, selostus

c. hatatilanne, ahdinko

d. riutunut, voipunut

j. &&dntaminen, artikulaatio

i. unelmointi, haaveilu

e. epauskoinen, epdileva

h. epakunnioittava, halveksiva



CHAPTER 4

Across

4. restless
5. cushion
6. exquisite
8.improve

CHAPTER 7

hitherto
anguish
malign

vaguely

o gk wh e

CHAPTER &

. vestige
. estuary

. colossal

. linger

. abundant

. descendant

©O© 00N Ol WN PP

. decay
10. derelict
11. volatile
12. cartridge

subterranean
dexterous

. miscellaneous

. disinclination
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Down

1.increase

2. agriculture

3. frail

7. hesitate

7. prenaturally
8. wade

9. imperceptible
10. rigorous

11. procure

12. dwelling

d. jaanne, jalki, haiva
a. joen suu
e. sekalainen
b. valtava, jattilaismainen
c. viipya, viivytella, hidastall
h. runsas, yltékyllainen
f. jalkelainen
J. haluttomuus, vastahakosuu
k. madantya, lahota, pilaantua
g. ransistynyt, autio
l. rajahdysherkka, tulenarka
i. patruuna, panos
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CHAPTER 9

1. calamity

2. crouch

3. insidious

4. atrocious

5. fermentation

6. adjacent

CHAPTER 12

1. ebb and flow c.aaltoilu

2. decadent f. rappeutunut, turmeltunut
3. stagnant a. seisahtunut, pysahtynyt
4. hatch €. punoa, kehitella

5. grate b. ritila, ristikko

6. scrape g. raaputtaa, raapia

7. motionless J- liikkumaton

8. inquiry d. tiedustelu, kysely

9. elude k. valttaa, vaistella

10. bawl l. huutaa, karjua

11. knapsack h. reppu

12. comprehend I. ymmartaa, kasittaa, tajuta
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Pictures for the storyline task




