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Bridging the Gap Between
Teaching and Learning:
A Critical Look at Foreign
Language Textbooks

Renate A. Schulz
University of Arizona and U.S. Air Force Academy

The last twenty years have witnessed considerable upheaval in foreign
language teaching methods. Interestingly (some might be tempted to
say fortunately), the textbooks published during this same period do not
reflect that methodological frenzy. In fact, relatively little has changed
in form and content since the heyday of audiolingualism and, as noted
by Redfield (1988) and by Valdman (1988), there is a distressing ho-
mogeneity in teaching materials. We have an overchoice of nonchoices,
all with the obligatory situational dialogs, set in a very reduced contextual
framework, and intended to illustrate grammatical patterns or (in more
progressive textbooks) language functions. Further, we find a simplified
and grammatically graded reading text, usually focusing on some ste-
reotyped cultural difference, followed by content questions and one or
more bilingual vocabulary lists. But the largest part of each chapter
continues to be devoted to metalanguage, focusing on grammatical
explanations and paradigms, followed by mostly discrete-pointexercises.
True, many exercises are now "contextualized," i.e., the items to be
manipulated are headed by a title which supposedly sets a contextual
framework for the laboriously constructed sequence. But I have yet to
meet a student who keeps track of "the story" while filling in prepositions
or supplying verb or adjective endings.
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Byrnes (1988) rather optimistically traces seven trends in recently
published textbooks: 1) a trend toward functional language use with an
accompanying "down grading" of grammar; 2) the attempt to specify
goals in real-world tasks the learner is to be able to perform; 3) limitation
of grammatical content load to reflect more realistic expectations of
learner outcomes; 4) an emphasis of meaning over form, and an ac-
companying increase in communicative exercises over strictly ma-
nipulative exercises; 5) a growing incorporation of the receptive skills;
6) a recognition that learners possess different degrees of control over
different tasks; and 7) the trend toward authentic language, frequently
coupled with the demand for real-life tasks (p. 32). Given my own
survey of available German materials, however, I could not verify a
number of these trends.

Without question, the prefaces of recent textbooks read differently
than those of yesteryear. They use all the right "buzzwords," such as
"proficiency-oriented," "real language use," "functional/notional organ-
ization," "authentic language," "real life contexts," "communicative
focus," "communicative tasks," "personalized activities," etc. A careful
examination of the actual instructional sequences reveals, however, that
we have a long way to go to translate current theories of second/foreign
language acquisition and communicative language learning and teach-
ing into practice.

In a recent study of four German textbook series intended for
secondary schools, Johnson and Markham (1989, p. 42) concluded that
"mechanical drills were dominant in the overwhelming majority of
cases," although all textbook authors proclaimed a communicative ori-
entation and communicative goals. The authors of the study reasoned
that if a textbook proclaims an underlying communicative philosophy,
it could be expected that communicative activities outnumber both
meaningful and mechanical drills.' According to the Johnson and
Markham study, however, communicative activities (i.e., exercises with
unpredictable responses which necessitate the exchange of information
to fill an information gap) made up only between 10% and 28% of the
exercises in the textbooks examined, reflecting the still prevailing
though now hiddenbelief that foreign language learning is mainly a
matter of habit formation through mechanical manipulation of discrete
grammatical structures. Even scholars, such as Finnemann (1987, p. 36),
who see "considerable improvement in the quality of [recent] foreign
language textbooks," admit that the grammatical syllabus remains the
major driving force in foreign language instructional materials.

Few foreign language educators would dispute the fact that the
textbook drives instruction, and that in the majority of classrooms it is
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"the main source of guidance for both students and teachers" (Ariew,
1982, P. 16). A number of educators have, however, spoken out against
the dominant role of the textbook in foreign language instruction.
Hammer ly (1982), for instance, states:

One of the most harmful factors in a second language program is
excessive reliance on textbooks.... They are always there, setting
an unreasonably fast pace, always open, interfering with the
development of the audiolingual skills and reinforcing the wrong
notion that the language is what is found in books. The belief that
a second language can be learned from textbooks is most
damaging to second language learning and needs to be
eliminated. Much would be gained by banning textbooks from the
second language classroom, reducing them to homework and
laboratory workshops subordinated to cassette tape recordings
(p. 201).2

Critics of U.S. textbooks generally focus on four aspects: 1) the need
to reduce the grammar load and implied expectation of mastery of the
full range of grammatical structures presented; 2) the need to change
from a grammatical syllabus to some other kind of organizational
scheme, such as a functional/notional syllabus, a situational one, a pro-
ficiency-oriented syllabus (i.e., one based on the functional trisection of
the ACTFL Proficiency Guidelines), or a thematic (i.e., culture compara-
tive) syllabus; 3) the need to offer materials which illustrate authentic
languageparticularly oral language in programs where oral profi-
ciency is a major goal; and 4) the need to change the content from the
bland, middle class, sanitized touristic focus to information that offers
an intellectual challenge.

Valdman and Warriner-Burke (1980) and Warriner (1978), for in-
stance, express what many of us have felt for decades, namely that there
is "Too Much Between the Covers to Cover" (Warriner, 1978, P. 551).
Knop (1988) puts it in more earthy terms when she states that the best
way to cover a textbook is to sit on it. But even the most recent textbooks
continue to present a comprehensive overview of the grammatical
structures of the target language. True, some textbook authors reassure
the students that they are not expected to "master" all the grammatical
paradigms. Such statements are, however, invariably followed by ex-
ercises which assume the level of active control just disavowed.

Bragger (1985) suggests that textbook and instructional materials be
organized to reflect the functions, content/context, and grammatical
accuracy expectations of the ACTFL Guidelines.3 Since the Guidelines
have, however, been criticized for their lack of theoretical underpinnings
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as well as for their lack of empirical verification as to their appropriate-
ness in the language acquisition process,' it would seem premature to
use the Guidelines as the organizing principle for textbooks.

Walz (1986) points out that while the majority of recent textbooks
proclaim to promote oral proficiency as a major, if not the major goal of
instruction,5 textbooks attempt to teach the predominantly oral modal-
ity through written language forms, in spite of the fact that oral and
written language differ considerably, not only in channel of processing,
but in morphology, syntax, lexical choice, sentence length, degree of
redundancy, etc.

Some recent textbooks, particularly those espousing a "natural
approach" attempt to increase the authenticity of dialogs by rendering
basically conversational language in written form. To my knowledge, no
one has yet addressed the inauthenticity and hidden danger of at-
tempting to teach an oral code through written language. Native speakers
simply do not write as they speak! The call for "authenticity" requires
that oral language remain oral (i.e., that it be presented by a live speaker,
audio or video recording, and not by the textbook).6

Redfield (1988) belongs to that group of textbook critics who be-
lieves that the profession should devote less attention to method and
more to content, i.e., to what we are teaching and why. He objects to the
"language-textbook representation of life" where

all the characters...are middle-class, and most of them are young.
They have various adventures out in the world, eating in a
restaurant, going to the theater, traveling, shopping, everywhere
making conversation. The most threatening thing that ever seems
to happen in these books is that someone gets lost and has to ask
directions. We do not encounter here the language of terror or
mourning, nor do they use language to persuade or seduce, to
wheedle or denounce. The world of these people centers on
objects, not persons; even in relation to objects, they consume but
they do not produce. We never hear them talking while they
work, or dealing with any problem of critical importance. They
talk about the weather or their schoolwork, not politics or religion
or terrorism or the fate of the earth.... Conflict is attenuated, and
the relationships of the textbook characters are relatively
superficial. They tease each other, but they never get angry; they
go out on dates, but they never make love (pp. 14-15).

Redfield suggests that "an authentically cultural approach to language
teaching would teach...obscenities, slang, baby talk, jargon, high style,
and down-home all as part of one great variegated system" (p. 14) and
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recommends that textbooks present people who speak a language that
can engage the passions or the intellect.

What are some emerging insights, or commonly agreed upon tenets,
based either on second language acquisition theory or empirical research
which inform how languages might be learned, and which therefore also
might inform the content and form of instructional materials? Let me
give a thumbnail sketch of some of these currently prevailing theories.
Because of space constraints, I will limit myself to a discussion of
Acculturation/ Pidginization Theory, Linguistic Universal Theory,
Inter language Theory, Discourse Theory, and Krashen's Monitor Model.'

The AcculturationlPidginization Theory advanced, among others, by
Schumann (1978), holds that:

Second language acquisition is just one aspect of acculturation
and the degree to which a learner acculturates to the target
language group will control the degree to which he acquires the
second language (quoted in McLaughlin, 1987, p. 110).

This acculturation process depends mainly on social and psychological
factors which determine "the amount of contact learners have with the
target language and the degree to which they are open to the input that
is available" (McLaughlin, 1987, p. 111).

Linguistic Universal Theory hypothesizes a universal, innate, bio-
logical language component in our genetic make-up. Thus, first or
second language learners have all the principles of universal grammar
available and only need the appropriate input (in quantity and quality)
at the appropriate time for language learning to occur.

Of interest to us is that Universal Grammar Theory posits an "ac-
cessibility hierarchy," i.e., an inherent difficulty hierarchy of rules falling
under a universal "core grammar" and a languagespecific "peripheral
grammar." It is hypothesized that to ensure acquisition, those rules
falling under the language-specific "peripheral grammar" need to occur
much more frequently in the learner's input than the "core" rules shared
by all languages. Unfortunately, linguists have not yet made major
progress in defining these core and peripheral grammars.

Error analysis studies conducted by adherents of Interlanguage
Theory provide some evidence that first and second language learners
make similar errors at similar stages in the acquisition process, regardless
of their mother tongue, age, or way the language was acquired. Many
of these errors are believed to be developmental and will eventually
disappear, if the learner receives sufficient appropriate input.

Discourse Theory posits that learners develop competence in a second
language not simply by absorbing input or studying grammar at the
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sentence level, but by actively participating in communication. Interper-
sonal use of language, which involves negotiating meaning and filling
information gaps, is considered essential for language acquisition to
occur.

Krashen's Monitor Model is probably the most ambitious and widely
known among the theories presented. This theory is also the only one
from which direct pedagogical extrapolations have been made in the so-
called Natural Approach (Krashen & Terrell, 1983). The Monitor Model
proposes that learners have two processes at their disposal to develop
language competence. One is "acquisition," which takes place sub-
consciously in natural language interaction; the other is "learning,"
which requires conscious analysis and takes place predominantly in
instruction. Krashen has been criticized for his insistence that only
"acquired language" is available for use in spontaneous communication
and that formal learning has no effect on acquisition, except to serve as
a monitor or editor for the learner's output, provided the situation
permits such monitoring. Krashen also believes that comprehensible
input is the sole necessary prerequisite to language acquisition, and that
the amount of input the student will convert into intake is dependent on
a low affective filter (i.e., on affective factors such as lack of anxiety, self-
confidence, etc.). Finally, similar to adherents of Inter language and
Universal Grammar Theory, Krashen is convinced that we acquire
grammatical structures in a predictable order, regardless of the order in
which they are presented by a textbook.

The theories mentioned focus predominantly on naturalistic second
language acquisition. It would, of course, be foolhardy to draw a direct
analogy between naturalistic and formal classroom language learning.
There is, however, sufficient evidence to indicate that the two processes
are similar in many ways.

What, then, might be implications of my theoretical meanderings for
the development of instructional materials?

Regardless of how or where a language is acquired, we cannot deny
the importance of attitude and motivation in the process. Terrell (1977,

p. 328) convincingly argues that "language learning takes place when
there is a real need and motivation for it," and that "the primary factors
which influence L2 acquisition are affective and not cognitive." Sec-
ondly, the need for extended comprehensible input which helps learners
shape their output to an increasingly closer approximation of the target
language norm also seems to be beyond question. Thirdly, we need to
take a critical look at findings from error analysis studies, supporting an
Inter language theoretical view as well as the tenets of Universal Gram-
mar Theory, that grammatical simplification and sequencing of materi-
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als, structural analysis and discrete-point grammar practicewhile
temporarily improving performance on discrete-point testshave rela-
tively little influence on spontaneous language use. What does seem to
improve spontaneous communicative competence, according to all
theories discussed, with the exception of the Monitor Model, leads us to
our fourth consideration: the need to interact repeatedly in meaningful
situations, using the target language as medium of communication.

How would instructional materials need to change, if we no longer
believed that the textbook determined the order of mastery? What
would change if student errors were seen as stages in a developmental
process, implying that errors do not necessitate an instant review and
practice of grammatical paradigms, but an increased input of compre-
hensible language which repeatedly recycles the offensive structures in
authentic interaction? What would need to change if we were indeed
convinced that attitudinal factors determined to a large extent success
in language learning?

I argue that second language acquisition theory and research make
a convincing case that the traditional textbook--espousing a grammatical
syllabus and intended for consecutive, page-by-page coverage in el-
ementary or intermediate language instruction is an insufficient and
deficient medium for language teaching and learning. We need to
broaden the palette of instructional materials to include systematically
those available media that demonstrate and illustrate language and
culture not just via the written word, but also via the ear, via the eye, via
smell, taste, and texture, if possible, and via feelings triggered by what
the senses perceive. In other words, we need to develop materials which
lead the learner to experience the target language and culture(s) as much
as it is possible outside the borders of a particular language area. Thus,
the recommendations that follow will not just apply to the textbook
per se, but will suggest the development of an integrated yet flexible
package which uses available technology to tap the multisensory nature
of language and culture and multisensory experience of language learn-
ing, and lets us adjust various instructional components to the needs and
interests of individual learners and teachers.

Recommendation #1:
All current theories of language acquisition point to the importance

of comprehensible input, and research indicates that extracurricular
reading, for instance, can have a beneficial effect on language profi-
ciency (Gradman & Hanania, 1989). Instructional input needs to be
greatly increased through systematic use of instructional software,
utilizingbesides the textbookaudio and video programs, computer
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assisted instruction, interactive videodisc technology, and interactive
audio instruction, accompanied by activities which permit the learners
to interact with the content of the oral, written, and visual texts, and
even though only in simulated fashionwith the individuals portrayed
in those media.8

This input needs to be relevant for the learners in question (see
recommendation #2) and, of course, linguistically accessible. While
"authentic" texts (i.e., nonsimplified, nongraded texts spoken and writ-
ten by and for native speakers which meet the normal discourse con-
straints of a language) are, of course, preferable to artificial, simplified,
and structurally seeded language, accessibility (in terms of content,
communicative purpose, as well as lexicon and grammatical complex-
ity) needs to be of primary concern in text selection, particularly in
elementary language instruction. When we design lessons based on
"authentic texts," particularly if they are of an oral nature (as implied in
textbook dialogs or taped supplementary materials) or if they were
originally intended for reading by educated native speakers, we need to
remember that native speakers intuitively adjust their language output
if they converse with or write to a foreigner whom they perceive to have
limited language fluency. This so called intuitive "caretaker speech" can
therefore be as "authentic" as speech between two native speakers. In
McLaughlin's (1987) words,

good input to second-language learners has their social needs in
mind. It is selected for content and modified in form and
presentation. It tends to be structurally simpler, more redundant
and repetitive, and is characterized by greater structural
regularity than is found in normal usage (p. 155).

I do not disagree with the need to teach students relatively early
processing strategies for dealing with unsimplified texts, since outside
the language classroom they will be unlikely to encounter texts of which
they can decode every word and structure. Nor do I argue with the need
to make students aware of various registers and discourse features of
authentic oral and written language. Yet "authenticity" also implies that
the language is used for authentic purposes, in authentic settings, and
in ways appropriate for the participants. Thus "authenticity" dictates for
instance that oral interaction be presented in oral form, be bound by
clear visible, audible, or feelable contextual boundaries, and that native
speakers adjust their output when conversing with limited proficiency
speakers.
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Recommendation #2:
To increase learner motivation, there should be an increased empha-

sis on content, i.e., on worthwhile, thought-and emotion-provoking
information and interaction about the home or target language culture,
about the world in general, or specific disciplinary knowledge apart
from a description of the grammatical system.

Schema Theory suggests that comprehension and retention are
increased if learners approach a text with certain expectations based on
their existing background knowledge. As Kramsch (1988) suggests, this
approach would dictate a comparative approach to culture study, where
students need to describe, analyze, and explain their own culture before
attempting to deal with unfamiliar concepts in the target language
culture. Kramsch recommends appendices or supplementary booklets
which provide home culture analogues to the facts presented about the
target culture to allow for contrastive learning. She maintains that
"whatever the students' degree of American cultural literacy.., if they
have not reflected on their own culture in a critical manner, they cannot
appreciate the differences when presented only with the foreign cultural
facts" (p. 111).

My call for a more content-based foreign language curriculum does
not mean the elimination of formal grammatical analysis, explanation,
or practice. Most language teachers would agree with Finnemann (1987,
p. 36) that "it is pedagogically important to leave the learner with the
sense that the target language is a structured system and not an arbitrary
set of unrelated prescriptions for verbal behavior." It would be fool-
hardy and inefficient to deprive adolescent or adult learners with limited
learning time of opportunities to derive grammatical generalizations.
But even in grammar practice, meaning can take precedence over form,
and worthwhile information can be conveyed. For instance, when teach-
ing comparative adjectives, rather than comparing the height of a fic-
titious Melanie and Max, the textbook could lead to a comparison of the
geographic features of various countries, the consumption rate of the
world's resources by various nations, the standard of living of the target-
language nation(s) compared with the U.S., etc. When teaching adjective
endings, rather than describing some fictitious generic table or chair, an
exercise could lead to the description of specific landscapes, artistic
creations by target country nationals, their homes, or festivals. It goes
without saying that grammatical practice can be greatly enhanced by
computer or interactive video instruction, where the learner has instant
access to helpful cultural or linguistic background information, imme-
diate feedback, or grammatical correction.
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Recommendation #3:
Based on insights derived from cognitive theory and memory stud-

ies which indicate a need for up to forty repetitions before a concept that
does not have personal significance is remembered, there need to be
systematic efforts at recycling not only vocabulary and grammatical
structures but also situationally determined language functions (i.e.,
describing, expressing preference, complimenting, giving directions).
Computer concordance programs enable us to check the frequency with
which lexical items, grammatical structures, and various situational
contexts appear. When examining currently marketed texts intended for
elementary language instruction, it is surprising how many lexical items
appear only once, with nevertheless an implicit expectation that students
will retain and be able to use them.

Recommendation #4:
Communicative routines and language functions which learners

might want to acquire for tourist or other purposes remain an important
goal of communicative language instruction, since they permit learners
to function relatively early in a variety of everyday contexts. Such
linguistic routines are, however, best taught via videotaped examples of
actual situations where the routines are appropriate. The use of inter-
active videodisc would permit the learner not only to observe asituation
in a culturally appropriate context, but also to engage in simulated
interaction with native speakers.

Recommendation #5:
Exercises and learning activities will need to present meaningful

language in a meaningful way and require that students concentrate on
specific informational content in addition to structural forms. Clearly, the
need remains for skill-getting and skill-using activities as proposed by
Rivers (1972). But strictly mechanical exercises, such as substitution
drills and many forms of transformation or completion drillseven
those that pretend to be contextualizedshould be few. Communica-
tive language use requires a purpose or need for communicating and an
exchange of information.

It should be clear by now that I am recommending instruction where
the textbook no longer dominates the classroom. Rather than consisting
of one monolithic volume, instructional packages might consist of a
series of separate components.

Primarily, we need a large selection of reading materials (either
bound into a reader orbetter yetleft as independent text packages
which can be exchanged for more current material as it becomes avail-
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able), including different text genres, with exercises that focus on the
content of and personal reaction to interesting, informative, or enter-
taining texts. This text/information component, developed according to
schema theoretical principles, would provide the content, ensure the
necessary recycling, and provide opportunities for interaction.

For grammar instruction, the package could offer a relatively
stable, basic simplified grammar/workbook, combined with an
imaginative computer program that offers meaningful and communi-
cative exercises focusing on particular structures. The computer will, of
course, do what computers do best: it will give immediate correction and
feedback on structural or lexical errors; will provide instant access to
explanations, translations or vocabulary lists; and, in the style of com-
puter adaptive testing, will continue offering exercises until a student
can demonstrate an awareness of the grammatical pattern in question.
This instructional component would provide skill-getting activities,
integrated, howeverwhenever possible and appropriatewith per-
sonalized, communicative skill-using activities.

Also included with the instructional package should be a series of
audiotapes with interesting oral interactions set in specific situational
contexts, including dramatic readings of stories, Horspiele, discussions,
poems, and songs. While the tapes might present dramatic readings of
texts presented in the reader, taped oral pattern drillsthose that make
the rounds on most current audiotape series are taboo, since they go
counter to any conception of "authentic oral language use" or com-
municative language teaching. Furthermore, they are perceived by
most language students to be boring. This component would provide
authentic oral language samples from a number of different native and
nonnative speakers, and insights into varieties of oral registers, dialects,
and discourse stylesall accompanied by comprehension exercises.

Last, but not least, we should have access to a set of videotapes or,
ideally, interactive videodisc programs, which demonstrate situational
exchanges in culturally authentic settings, entertaining dramatic vi-
gnettes, and information on aspects of the target language culture. This
segment again presents content, insights into the target language cul-
ture, and opportunities to observe communicative interactions between
different speakers in different contexts. The accompanying exercises
would, again, focus mainly on comprehension as well as on cultural
comparisons and contrasts.

I see these various components structured into a system of ex-
changeable and interchangeable building blocksideally consisting of
"loose-leafed" texts with accompanying activities, individual disc, tape,
and cassette programs, pedagogically annotated and held together by
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instructional guides. Such flexible materials would permit an instructor
or student some choice in the selection of reading or viewing texts, based
on personal interest and/or pedagogical conviction. Each "building
block" would be analyzed and carefully cross-indexed as to text type,
linguistic difficulty level, topic/theme, dominant grammatical structural
patterns (if any), language functions/type of discourseillustrated, length,
and any other feature which might be useful to the language program
coordinator or individual teacher in 'building" his or her own in-
structional sequence. An additional advantage of such flexiblematerials
would be that components (e.g., texts presenting cultural information)
could be easily exchanged if they were outdated or if more appropriate
texts became available.

The question at hand is, of course, who would develop and/or pub-
lish such multifarious materials? Clearly, the effort called for cannot be
completed by any one individual author or materials developer. Teams
of collectors/selectors/adapters and writers /"didacticizers"/creators/
producers/etc. must be established here and in the various target cul-
tures. If commercial publishers are not interested in developing such
packages or would find the concept unprofitable, clearinghouses could
be established by the professional language associations which could
serve as collection and distribution points for the materials.

When selecting instructional materials, we have all felt that "the
perfect textbook is yet to be written." The concept presented would
permit each language programto a much larger extent than is now
possibleto compile an instructional series which reflects its own
pedagogical convictions and instructional goals. Further, the flexibility
permitted by this building block system would be a boon to articulation
between courses and/or levels, since selected segments could easily be
reintroduced for recycling, review, and practice. The flexibility permit-
ted in material selection could enhance cooperation and enthusiasm of
experienced teaching assistants or other personnel teaching multisection
lower division courses by permitting some personal choice of texts and
activities within the set parameters of a program.

Unfortunately, the suggested materials would not alleviate the need
for careful and extensive TA training and supervision. But the "self-
compiled" teaching package would facilitate close coordination between
instructional goals, materials, and teaching practice, and would ensure
that classroom instruction follow closely the teaching and learning
principles expounded in our methods courses, rather than follow the
lead of a textbook which may not reflect our goals or current insights into
language learning and teaching.

8
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With the above-described instructional package, classrooms of the
future will utilize the available instructional hour for oral input, per-
sonalized information exchanges, discussions of texts, clarification of
problems, and viewing of appropriate video programs. Outside of class,
students will be expected to do selected readings, listen to appropriate
sequences of audiotapeseither in a language lab or on their Walkman
work on grammar exercises in the workbook or on a home computer,
and review the video programs on the home VCR or work on interactive
video in the university's media center. Such carefully guided and in-
tegrated use of instructional materials could realistically triple the av-
erage 200 minutes per week input and practice time available in conven-
tional instruction, and ensure the time and motivation necessary to
reach and retain at least a perfunctory fluency in the language, even for
students who are limited (or limit themselves) to the traditional two
years of language study. In the final analysis, the traditional textbook
alone has very limited potential for developing communicative profi-
ciency. Limited to the printed word and lifeless, two-dimensional il-
lustrations, it cannot show how language fits into and interacts with its
cultural context. Other media need to be used to stimulate additional
senses and to involve the learner as closely as possible in experiencing
the target language and culture without actually being present in a
target language environment.

For those who consider my recommendations futuristic, let me
point out that the majority of postsecondary institutions already have
access to the required hardware and facilities necessary for implementing
my proposal. The problems encountered in implementing the concept
will be due not so much to a lack of resources; rather they are due to an
outmoded conceptualization of what foreign language learning entails,
and the prevailing attitudes and established traditions and practices of
language teachers as well as publishers and textbook authors. Our
students can only benefit if our instructional materials reflect critical
insights gained from current second language acquisition theories and
the growing body of language learning research available.

Notes
1. For a classification of language learning exercises, see Paulston and Bruder
(1975).
2. The notion that the textbook should serve as an out-of-class resource rather
than as an in-elass instructional guide is supported by a number of educators,
particularly those espousing a natural approach. See, for instance, Krashen and
Terrell (1983).
3. The Guidelines referred to are the ACTFL Provisional Proficiency Guidelines.
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Hastings-on-Hudson, NY: American Council on the Teaching of Foreign Lan-
guages, 1982.
4. See, for instance, Bachman (1987).
5. For similar criticism, see also Clausing (1974).
6. Incidentally, even those textbooks that come with an audiotape component
often do not use the software to present authentic conversational exchanges for
comprehension and reaction, but instead offer mostly oral pattern drills.
7. These and other language acquisition theories are discussed in more detail in
McLaughlin (1987) and Ellis (1986).
8. For a discussion of how interactive videodisc technology can foster simulated
interaction, the reader is referred to Schulz (1988). For an example of a specific
program which illustrates the interactive potential of the medium, see Gale
(1983).
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