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Listening and reading strategy practice is widely accepted and applied in EFL coursebooks for the instruc-
tion and assessment of learner comprehension. However, Agawa (201 |) points out that coursebook
sessions of strategy practice are often sequentially clustered, leading to extended periods of input. When
the content is lengthy, as in higher-level materials, there is the possibility of learner attention issues and
lack of synthesis opportunities between input passes. Therefore, in this article, we suggest focused tasks
that separate and complement reading and listening strategy practice sequences. In support of this con-
cept, this paper introduces three learning theories: Learning styles, brain-based learning, and multiple
intelligences. These learning theories are important considerations for instructors who endeavor to adapt
clustered input-strategy-practice. Following the pedagogical explanation of these concepts, this article
also includes practical examples of clustered input-strategy-practice adaptation from two selected EFL
coursebooks.
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books often focuses on skills. Examples of listening skills include listening for the gist,

specific details, and inference. In a similar way, reading skills include skimming, scan-
ning, and reading for vocabulary identification, among others. VanPatten (1990) supports the
separation of these skills into independent passes because learners can focus on different skills
individually. His study confirms that using strategies concomitantly (i.e., listening for specific
details and listening for inference) negatively affects students’ cognitive abilities. However, a
significant issue regarding these instructional practices is that they are often clustered within
coursebook units (Agawa, 2011). Specifically, listening selections and reading passages are
commonly repeated through consecutive exercises. In other words, students may consecu-

E STABLISHED INSTRUCTIONAL practice of both ESL/EFL reading and listening within course-
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tively listen to a selection once for the main idea, listen to it
again for specific details, and then listen to the same material a
third time, practicing another listening skill. These clustered and
sequential passes result in students listening or reading content
for extended periods. We term this as clustered input-strategy-
practice.

Between these clustered passes of input, there is little oppor-
tunity for student-to-student interaction for synthesis of content
or meaningful Target Language (TL) production. In this article,
we define this opportunity for deeper synthesis as an Interval
for Cognitive Processing Variation (ICPV). In other words,
learners are provided a pause in input. Specifically, during this
pause, students receive a respite for certain cognitive processes
via well-constructed language tasks. This may not be a serious
issue for shorter listening selections and reading passages. Nor
may it be problematic for material that is at or below the level
of students. However, in this article, we discuss how extended
periods of difficult material can affect learner attention by refer-
ring to related literature. The purpose of this article is to illus-
trate how teacher adaptation of language tasks between input
passes provides opportunities for ICPV. Effective use of ICPV
can lead to more meaningful and communicative TL production
in class. This is not always easy to accomplish.

In this article, we first clarify the type of tasks that we envi-
sion. Second, we explain how that relates to learning as an expe-
rience-based process. Third, we identify three learning theories
that support the approach of language tasks between sessions
of clustered input-strategy-practice for coursebook adaptation:
Brain-based learning, Learning Styles (LS), and Multiple Intelli-
gences (MI). Last, we illustrate how to adapt a listening segment
from Business Venture 1 (Barnard & Cady, 2003) and a reading
segment from Hot Topics 1 (Pavlik, 2006) with language tasks.
These adaptations support language tasks between clustered
input-strategy-practice.
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Language Tasks Between Clustered Input-
Strategy-Practice

Clustered input-strategy-practice sessions create a need for effec-
tive and meaningful TL production. In between long periods of in-
put, tasks give periods of processing time in terms of pacing effects.
Relating this to the output hypothesis (Swain, 1985), learners will
be provided with target language production via language tasks.
The output hypothesis purports that learners need an opportu-
nity to notice the gap between what they are able to produce and
what they want to produce (Swain, 1985). For instance, noticing
the gap may focus their attention to input in subsequent listening
or reading input sessions. However, coursebooks which apply
clustered input-strategy-practice do not take into account the need
for students to notice such gaps. Therefore, the responsibility is on
teachers to make appropriate pedagogical decisions. This leads

to teachers providing effective tasks between clustered input-
strategy-practice. Thus, in our context, the use of ICPV allows more
possibilities for output during extended periods of input sessions.
For example, these sessions may contain vocabulary or target
grammar forms that learners wish to more accurately utilize. This
could be to have students listen to a text (input) and then perform
an interactive TL production task. This type of task allows greater
processing of information. Students can then read the text (another
round of the same input in a differentiated form). Subsequently,
this reading can be followed by another language task. In turn,
another session of reading or listening can be incorporated into the
lesson procedure. This cyclic process of input and TL production
tasks is one way to deal with clustered input-strategy-practice in
certain general EFL coursebooks.

The Use of Focused Tasks

Researchers differentiate tasks in task-based-learning into sub-
categories (i.e., open tasks and closed tasks among others). This
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article focuses particularly on Ellis’s (2003) focused tasks amid
the aforementioned multiple reading or listening input passes.
Ellis (2003) specifies focused tasks using three main criteria: (a)
including an interval for synthesis (processing variation), (b)
requiring learners to focus predominantly on meaning and to
make use of their interlanguage, and (c) having clearly estab-
lished outcomes, which are discrete from the simple produc-
tion (output) of the target language focus. Ellis (2003) explains
that focused tasks trigger and encourage communicative L2
usage while concurrently concentrating on a target linguistic
feature(s). Further, focused tasks allot time for individual or
group synthesis, leading to deeper content internalization
potential. In support of this, Kumar’s (1991) meta-analysis

of multiple studies shows a high association between student
synthesis and concentration with tasks. Therefore, the appropri-
ate placement of focused tasks spaces out input sessions with
meaningful TL production opportunities for language learners.
This allows students to experience the TL.

Experience-Based Learning

Viewing learning as an experience-based process is not a new
concept, but is certainly relevant to our rationale of focused
tasks as ICPV between multiple passes of the same input. Ac-
cording to Gregory (2006), “Experiential learning is a complex
process involving theory and practice, action and reflection”

(p. 118). Thus, well-planned tasks are a meaningful component
of the experiential learning method. Focused tasks are one
example of experience based-learning. This is because they in-
volve interactive use of TL and utilize the target grammar form.
According to Tosey (2006), “all kinds of tasks... can engage
learners in hear-and-now experience that provides rich material
for reflection” (p. 135). Following or between TL input, focused
tasks provide concrete experiences and language internalization
opportunities for students. For example, students are able to
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use both information and the target language form to complete
tasks. This is particularly evident during pairwork text recon-
struction (i.e., jigsaw), which stimulates greater synthesis for
learners. This is significant during learner attempts to organize
and structure knowledge gained through input. According to
Dewey (1938), “we shape all knowledge by the way we know
it” (p. 20), and this relates directly to how we experience learn-
ing opportunities such as focused tasks.

In the classroom, these opportunities are created, framed and
implemented by the teacher. Jarvis, Holford, and Griffin (2003)
consider learning to be distinctly unique to each individual,
via Jarvis’ experiential learning theory, which is an extension
of Kolb’s (1984) theory. In this theory, learners have opportuni-
ties to reflect, experiment and practice within daily learning
episodes in the classroom. Focused tasks are only one example
of experiential based learning opportunities that are available
to the teacher. Specifically, they offer opportunities for reflec-
tion on content, allowing deeper levels of synthesis for learners
between input-strategy-practice. Conceptualizing learning in
this way leads us to identify three specific learner-centered theo-
ries, which are applicable to English language learning. They
cooperatively support focused tasks between clustered input-
strategy-practice.

These learning theories are the aforementioned brain-based-
learning, Learning Styles, and Multiple Intelligences. Haley
states that, “MI theory, learning styles and brain-based educa-
tion promote diversity and inclusiveness” (p. 8). All three are
embedded in our inquiry toward teacher adaptation of course-
books. They are particularly relevant because individuals learn
and respond to content and method in differentiated ways.
These three theories share a great deal of overlap. According
to Guild (1997), they all have “particular theoretical constructs,
research bases and applications” (p. 30). Often the lines between
the three concepts are blurred, and in this article we demarcate
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and relate these models to coursebook adaptation for clarity.
With relation to EFL and the problem with extended clustered
input-strategy-practice, considering learning experiences with
these theories in mind can positively impact lesson design.

Learning Theory I: Brain-Based Learning

The theory of brain-based learning can have a considerable
impact on EFL learners. Haley (2010) states that “with just

a cursory understanding of how the brain functions we can
better assist ELLs” (p. 8). This supports teachers’ understand-
ing of brain-based learning in EFL. Brain-based learning offers
several prospective benefits of differentiated input exposures
and output opportunities during a lesson. For example, Willis
(2006) describes how different parts of the brain are activated
by various types of input. She proposes “duplication” of input
(the same input) in various forms, leading to greater opportuni-
ties for later learner access (p. 4). Duplication in various forms
means activation, storage and connections between different
parts of the brain. For instance, reading activates the occipital
lobe, and listening activates the temporal lobe.

Based upon the current brain-based research, it is clear that
students need ICPV, and long periods of input need to be
broken up during learning experiences. From a brain-based
learning perspective, an overload of input can be detrimental
to student learning in terms of both difficult content (i.e., vo-
cabulary and grammar) as well as lengthy reading or listening
material. According to Willis (2006), if direct instruction includes
complicated content, learners often enter “a state of depletion of
neurotransmitters in their synapses” (p. 27). This state can cause
students to become “fidgety, distracted, and unfocused” (p. 27).
This makes a strong case for ICPV through the use of focused
tasks. Much research supports a connection between brain-
based learning and focused tasks. For example, Willis (2006)
suggests rest periods, which corroborates focused tasks between
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clustered input-strategy-practice. The need for cognitive rest
periods during lengthy lessons is validated by Jensen (2005). He
cites Mednick et al. (2002) who show that the human brain is not
designed for long periods of constant input. Jensen also argues
for brevity of input, as “the human brain is poor at nonstop at-
tention. It needs time for processing and rest after learning” (p.
37). Concomitantly, Jensen (2005) argues that direct learning is
short, even for the average adult. His research suggests “15 — 18
minutes of direct instruction or input” (p. 37) for adult learners.
His guidelines back our suggestion of breaking up clustered
input-strategy-practice with focused tasks.

Learning Theory 2: Learning Styles

Finally, with respect to focused tasks separating and balancing
clustered input-strategy-practice, the teacher needs to consider
several approaches that allow students to take advantage of
their individual LS. LS can also have a strong impact on both
the EFL professional and English Language Learners (ELLs). Ac-
cording to Haley (2010), LS are “simply different approaches or
ways to learn” (p. 11) that can basically be categorized into three
general styles: visual, auditory and kinesthetic. Prashnig (2005)
defines LS as “the way human beings prefer to concentrate

on, store and remember new and/or difficult information” (p.
8). Further, she also identifies that LS “can be seen as explain-
ing information INPUT capabilities of human beings” and can
“give insight into students’ reflective or impulsive thinking
styles, sequential or simultaneous brain processing and over-

all tendencies for either analytic or holistic brain dominance”

p- 9). Considering LS in this way can strongly influence how
effectively students cope with teacher-instructed tasks and sig-
nificantly affects how teachers plan to support students. Denig
(2004) points out that “each learner has a primary learning style,
and can be taught how to study and concentrate capitalizing on
that style” (p. 103). In addition, most learners, but not all “have
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a secondary style, which can be used to reinforce initial learning
effectively” (p. 103). Thus, as Haley (2010) states, “the more we
understand "how’ students learn best, the better equipped we
are to provide instruction and assessment that maximize learn-
ing outcomes” (p. 11). Overall, the more EFL teachers provide a
differentiated array of focused tasks following input-strategy-
practice, the more effective they can be in varying their teaching
style to accommodate student LS.

Learning Theory 3: Multiple Intelligences

A third learning theory of relevance in the planning and adapta-
tion of EFL coursebooks for improved learner attention and
overall learning is Multiple Intelligences (MI). Prashnig (2005)
states, “Multiple intelligences is a theoretical frame work for de-
fining / understanding / assessing / developing people’s different
intelligence factors” (p. 8). While much discussion and debate
surrounds Gardner’s (1983) theory of MI (verbal/linguistic;
musical / thythmic; logical / mathematical; visual/special; bod-
ily / kinesthetic; naturalist; interpersonal/social), it is widely
researched and applied to practice in many fields including
education and English language instruction. Gardner has since
expanded his theory to include an eighth intelligence (intrap-
ersonal/introspective). According to Gardner (1999), humans
are comprised of a general collection of intelligences, and each
learner has individual strengths and weaknesses within ML
These intelligences are considered to be innately determined at
birth, and while individuals have dominant intelligences, each
works interdependently and they infrequently work indepen-
dently.

Teachers should consider MI when creating focused tasks that
break up clustered sessions of input-strategy-practice. Aware-
ness and understanding of MI is a valuable resource for teachers
to utilize when selecting focused tasks during the planning
of classroom learning experiences. From this perspective, MI
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gives teachers the ability to consider several intelligences when
creating focused tasks between sessions of input. This ICPV and
an array of differentiated tasks can account for an individual’s
utilizing of different forms of intelligence. Further, Gardner
believes that considering MI is especially constructive when
teachers plan to place learners within new and challenging
learning experiences. In fact, focused tasks often present stu-
dents with new and challenging experiences. In support of this,
Haley (2010) states that the challenge “in education is for teach-
ers to create learning environments that foster the development
of all eight intelligences” (p. 9). Because the intelligences are

all interdependent, she points out that “balanced instructional
presentations that encourage addressing the multiple intelli-
gences benefit all learners” (p. 9). Applied to EFL situations that
require teacher adaptation of coursebook materials, knowledge
and awareness of MI assists teachers in providing focused tasks
to break up extended input. Specifically, the use of multiple
focused tasks strengthens different forms of intelligence and
supports differentiation.

Two Coursebook Adaptations

Table 1 below displays instructions and procedures for the
entry-level coursebook Business Venture 1 (Barnard & Cady,
2003). While the unit analyzed in table 1 does not use particu-
larly long listening selections, it does represent clustered input-
strategy-practice (see procedures 1, 2, and 3). This type of clus-
tered input-strategy-practice can become an issue with longer
listening selections or higher-level input, which are commonly
found in English for Academic Purpose (EAP) coursebooks. It is
not our intention to negatively highlight textbook weaknesses.
Rather, it we aim to show the potential of teacher adaptation to
coursebook materials.
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Table |. Procedure for Business Venture | Table 2. Adaptation of Clustered Input-Strategy-
(Barnard & Cady, 2003, pp. 16-17) Practice with Focused Tasks
Procedure Strategy practice |Input or Procedure Purpose Learning Theory | Input or
Output Output
1 | “A visitor arrives at Nabisco. Listen | Listen for specific | Input 1 | ”Avisitor arrives Input-strate- | Students rely on | Input
and check correct answers.” details at Nabisco. Listen gy-practice | their dominant
- - - — and check correct Learning Style
2 | “Listen again. Number these state- | Listen for specific | Input answers.”
ments in the order you hear them.” | details 2 | Pairwork brain- Develop Brain-based: Inter- | Output
3 | “Listen and complete the dia- Listen for specific | Input storming: graphic student val for processing
logue.” details organizer. background | instruction
4 | “Practice the dialogue with a Controlled speak- | Output Tall; w1t}ﬂ11y01(1:1r pg t knoyledg(.e Multiple Intel-
mer” o bractice ner. Together, decide | on the topic | Jjgences: opportu-
far — - - 8P - on 5 companies in Focused nity for differenti-
5 | “Write four appointments in your | Controlled speak- | Output your town Fhat You |task: target |ated TL use
diary. Practice the dialogue again | ing practice ;Vﬁ:tt tgs‘gigag/[?;(e grammar Learning Styles:
with different partners.” ) o3y, form Activity caters to
grammar point in ractice .
your conversation P ith various student
] ) ) ) 2nd list” with com- | girengths (visual,
Table 1 shows three sequential sessions of listening to the : municative | yinegthetic, etc.)
same material (procedures 1-3), or clustered input-strategy- outcome
practice. This is followed by procedure 4, which is controlled 3 ;Llsttﬁn again. Num- | Input-strate- S}tl-u_de;ts relyon | Input
speaking practice, which is not considered to be meaningful ber these statements | gy-practice | their dominant
o . T . in the order you hear Learning Style
or communicative TL production. This is a beginner-level text, them.”
and the Ilstenlpg selection is shortc. However, it does rgpresent 4 | Student-to-student | Discover Brain-based: Inter- | Output
the aforementioned clustering of input-strategy-practice for the survey classmates | val for processing
same listening selection. If the listening selection were much “Interview 6 people. | Opinions | variation
longer (i.e., 4-5 minutes), it could lead to concerns of negative Use this list of ques- | O™ the unit Multiple Intel-
effects on student concentration for input. It is clear from table tions. Write your topic. ligences: Opportu-
1 that clustered input-strategy-practice often omits the very partner’s answer Focused nity for differenti-
. . . down. Use today’s task: Target |ated TL use
important ICPV between the input sessions. Therefore, role of grammar point in gram- Learning Stul.
the teacher in adapting coursebook materials to include focused your answer.” mar form Aiiir‘r;iltr;gcatzrio
tasks becomes key. In support of this, table 2 demonstrates a practice various student
possible adaptation of the coursebook procedure from table 1 w1th.cort1.1— strengths (visual,
municative

with focused tasks. kinesthetic, etc.)

outcome
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Procedure Purpose Learning Theory | Input or
Output
5 | “Listen and complete | Input-strate- | Students rely on | Input
the dialogue.” gy-practice | their dominant
Learning Style
6 | Role-play scenario Focused Brain-based: Inter- | Output
with a problem task: Target | val for processing
“Student A, imagine | 8raM~ variation
you are a visiting mar form | Vyltiple Intel-
a company for the | practice ligences: Opportu-
first time. Introduce w1th4cor¥1- nity for differenti-
yourself. Say why municative | ated TL use
you want a tour.” outcome Learning Styles:
“Student B, imagine Activity caters to
you are a manager various student
at the company. You strengths (visual,
can give a tour, but kinesthetic, etc.)
for only twenty
minutes.”
“Use today’s gram-
matical point.”

In table 2, after the first listening pass (procedure 1), students
work in small groups (using the TL) to make lists of actual
companies in their town that they would like to visit (procedure
2). This develops meaning for students, as it relates the lesson to
their lives outside the classroom. In regard to brain-based learn-
ing, it offers students ICPV from cognitive input demands by al-
lowing students to build connections with the listening content.
As for LS, visual, auditory, and kinesthetic learners can take
different roles that naturally suit them during the focused task.
Concerning MI, students are given the opportunity to use the
TL in various ways. The second listening (procedure 3) is then
followed with a student-to-student survey (procedure 4), which
makes use of the lesson’s grammar point. Brain-based learning,
M]I, and LS are once again catered to via this focused task. The
third listening (procedure 5) is succeeded by a role-play scenario
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(procedure 6), which further reinforces the lesson’s target gram-
mar form, making it a focused task. This is clearly an example
of how to effectively infuse focused tasks into a coursebook
example of clustered input-strategy-practice.

Our second coursebook example is the reading coursebook
Hot Topics 1 (Pavlik, 2006). Table 3 displays instructions and
procedures for reading a single unit. Clustered input-strategy-
practice is visible in procedures 1, 2, and 3 of table 3. This is
directly related to the issue of student concentration declining
with extended periods of input.

Table 3. Procedure for Hot Topics | (Pavlik, 2006)
Procedure Strategy practice | Input or
Qutput
1 | “Quickly skim the two articles. Circle |Read for com- |Input
the answers.” prehension and
skim for details
2 | “Read the articles. Look for the an- Read for specific | Input
swers to your questions “Listen again. | details
Number these statements in the order
you hear them.”
3 | “Look back at questions 1-4 in the Read for com- | Input
predict section.” prehension and
specific details
4 | “Read the statements and write true | Read for specific | Input
(T) or false (F). Go back to reading details
1 and look for the answers you are
unsure of.”
5 | “Read the statements and write true | Read for specific | Input
(T) or false (F). Go back to reading details
2 and look for the answers you are
unsure of.”
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Table 3 displays fives clustered sessions of reading input-strat-
egy-practice. We consider procedures 4 and 5 as input because
writing “true” or “false” in response to questions about a read-
ing passage is not meaningful or communicative TL production.
Therefore, this is a clear example of clustered input-strategy-
practice. Another concern is that this lesson contains two
concurrent readings of completely different topics. The course-
book instructs learners to simultaneously consider the different
stories because they are clustered together with no interval for
processing variation. In response to this clustered input-strate-
gy-practice, we will again offer a potential adaptation through
the use of focused tasks. Table 4 demonstrates a possible adapta-
tion of the coursebook procedure with focused tasks.

Table 4. Adaptation of Clustered Input-Strategy-
Practice with Focused Tasks

Procedure Purpose Learning Theory | Input or
Output
1 | “Skim the first passage | Input- Students rely on | Input
for the general idea and | strategy- | their dominant
important vocabulary.” | practice learning style
2 | Pairwork brainstorming: | Develop | Brain-based: Output
Graphic organizer student 1crv
“Discuss the reading to- | back- Multiple Intelli-
gether in pairs and write | ground gences: Opportu-
down the mainideaina |knowl- nity for differen-
complete sentence.” edge. tiated TL use
“Together, think about Focused Learning style:
unusual and interesting | task: Activity caters to
traditions, leisure activi- | Target various student
ties or sports from your | grammar strengths (visual,
own hometown. Make a | form prac- | inesthetic etc.)
list. Use today’s grammar | tice with ’
point in your conversa- | commu-
tion and list.” nicative
outcome
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Procedure Purpose Learning Theory | Input or
Output

“Read the passage again | Input- Students rely on | Input
with your partner and strategy- | their dominant
scan for comprehension.” | practice learning style
“Number the statements
in order and then use the
statements to assist you
to answer questions.”
Group-focussed guided | Focused | Brain-based: Output
discussions. Student-to- | task: ICPV
student discussion and Target Multiple Intelli-
comparison of numbered | grammar gences: Opportu-
statements and compre- | form prac- nity for differen-
hension answers. tice with | jated TL use
“In groups discuss your | commu- Learning style:
answers and check nicafive Activity caters to
them. Use today’s target | Outcome | 0. 2 tudent
grammar form in your strengths (visual,
answer. kinesthetic, etc.)
“Read the passage a third | Input- Input
time scanning for specific | strategy-
phrases” practice
Pairwork: In pairs Focused | Brain-based: Output
students will close their | task: target | ICPV
books and use their grammar | Myltiple Intelli-
previously completed form prac- gences: Opportu-
communication tasks to | tice with nity for differen-
perform a jigsaw activity. | commu- | jated TL use
Create a summar nicative : .

y outcome | Learning style:

“With your partner, once
you have the phrases in
order, write an original 3
sentence summary. Use
today’s grammar point.”

Activity caters to
various student
strengths (visual,
kinesthetic, etc.)
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Table 4 shows our specific focused tasks (procedures 2, 4, and
6) integrated between sessions of input. The first reading session
(procedure 1) is followed by a focused task (procedure 2). This
allows students to bring together different LS and also creates
meaning for students. These focused tasks offer an interval
for processing variation as suggested by brain-based learning.
Further, focused tasks take advantage of students’ variation in
MI. The second session of reading (procedure 3) is supported
by group focused guided discussion (procedure 4). Once again,
students are able to take advantage of individual strengths in
LS because students receive information in different ways. With
respect to brain-based learning, an ICPV is provided and MI
variations are taken into account. After the third reading (proce-
dure 5), a jigsaw activity (procedure 6) specifically caters to MI.
In particular, jigsaw activities tend to account for visual/spatial
and logical / mathematical learners. For example, a jigsaw activ-
ity requires the students to logically organize information or
visually show how the material fits together. The final focused
task fosters students to be creative, feel a sense of relatedness
with the content, and work towards their brain-based, LS, and
MI strengths. It is important to reiterate that this is simply one
example of breaking up clustered input-strategy- practice with
focused tasks, and we hope this serves as a model. Teachers of
all experience levels should feel comfortable making adapta-
tions that best fit their own teaching contexts. In addition, teach-
ers will need to recognize extended sessions of input and when
to intervene. Overall, our examples in tables 2 and 4 model the
adaptation of effective sequencing of focused tasks that facili-
tates greater learning experiences for students.

Conclusion

Not all coursebooks are designed with clustered input-strate-
gy-practice. However, those that do can benefit from teacher
adaptation through insertion of focused tasks in between ses-
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sions of reading or listening content. When reading or listening
content is lengthy and above the level of students, this is an
especially relevant concern. For example, listening to multiple
sessions of lengthy listening or rereading long academic texts
with high-level vocabulary and grammar can negatively affect
EFL learners. Therefore, the need to provide ICPV through the
use of focused tasks is a critical consideration. This can be ac-
complished by teachers inserting focused tasks at strategically
chosen moments during sessions of input. Further, the course-
book adaptation of clustered input-strategy-practice by integrat-
ing focused tasks, as modeled above, provides opportunities for
teachers to consider brain-based learning (cognitive processing),
LS (differentiating instructional strategies), and MI (modifying
student outcomes). The incorporation of these concepts into
EFL courses can encourage teachers to consider adding focused
tasks between clustered input-strategy-practice. This can be par-
ticularly applicable in Japanese university EFL courses where
classes are upwards of 90 minutes in length. These considera-
tions can strengthen future materials design and impacthow
those materials are utilized in the class.
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