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Series editor's preface
The activities of language teaching have often been viewed from a very nar​row perspective. This is evident from the fascination with teaching'methods that has characterized the history of language teaching until relatively re​cently. Methods have often been regarded as the most important factor in determining the success of a language program, and advances in language teaching have sometimes been seen as being dependent on the adoption of the latest method. A perspective often missing from the method-based view of teaching is that of how methods interact with other factors in the teach​ing-learning process. Who are the learners and the teachers? What expecta​tions do they have for the program? What learning and teaching styles do they bring to the program? For what purposes is the language needed? What goals does the program have, and how are these goals expressed? In what settings will teaching take place, and what organizational structure is in place to support and maintain good teaching? What resources will be used, and what are their roles? What is the role of textbooks and other materials? What measures will be used to determine the success of the program? Choice of teaching mediod cannot therefore be made unless a great deal is known about the context for the language program and the interactions be​tween the different elements involved. It is this perspective that character​izes a curriculum-based approach to language teaching.
This book presents an approach to the teaching-learning process that sees successful language as being dependent upon the activities of curriculum development, that is, the use of a variety of planning and implementation processes involved in developing or renewing a language program. These processes include determining learners' needs, analysis of the context for the program and consideration of die impact of contextual factors, the plan​ning of learning outcomes, the organization of a course or set of teaching materials, the selection and preparation of teaching materials, provision for and maintenance of effective teaching, and evaluation of the program. These elements constitute a set of interrelated elements, and their nature and func​tion form the focus of this book. The book seeks to survey key issues and practices within language curriculum development in order to provide the
IX
x   Series editor's preface
basis for more effective planning and decision making in language program development, implementation, and review. I hope that teachers and other language teaching professionals will find that this book helps them better understand and use the skills involved in developing effective language pro​grams.

Jack C. Richards
Preface
Like many language teaching professionals, I entered die field of language teaching as a classroom teacher, anticipating that as I accumulated experi​ence and professional knowledge, I would become a better teacher. As many others have discovered, however, I soon came to realize mat being an ef​fective teacher meant much more than becoming a more skillful and knowl​edgeable classroom practitioner. It meant learning how to develop and adapt materials, to plan and evaluate courses, to adapt teaching to students' needs, and to function within an institutional setting. It became clear that effective teaching was dependent on understanding the context for teaching, the needs of teachers and learners, the careful planning of courses and materi​als, as well as the monitoring of teaching and learning. In short, it was nec​essary to try to understand teaching as a pan of an interrelated set of factors and processes mat are often referred to as curriculum development.
This book seeks to describe and examine the processes of curriculum de​velopment in language teaching in order to acquaint language teachers and teachers-in-training with fundamental issues and practices in language cur​riculum development. Curriculum development is an essentially practical activity since it seeks to improve the quality of language teaching through the use of systematic planning, development, and review practices in all as​pects of a language program. The book tries to provide as many examples as possible of how some of the practical problems in language program de​velopment have been addressed by practitioners in many parts of the world. At the same time, the practices employed in developing and renewing lan​guage programs themselves reflect ongoing theories and developments in language teaching pedagogy, second language acquisition theory, educa- . tional theory, and related fields; hence the book also seeks to highlight im​portant theoretical issues mat can have a significant impact on language cur​riculum practices.

The book is planned for use in in-service courses and workshops as well as to provide* a sourcebook for teachers, program administrators, and other language teaching professionals. The book as a whole examines the key processes in curriculum development, including needs analysis, planning
xi
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goals and outcomes, course planning, teaching, materials development, and evaluation. In the earlier chapters, I have provided a historical perspective on how the field of curriculum development in language teaching has evolved, since I believe it is important for language teaching professionals to have some sense of the history of the issues that have shaped the devel​opment of language teaching. The subsequent chapters seek to survey key issues related to curriculum development issues and processes, illustrating different points of view and providing detailed practical examples by way of illustration. Discussion questions at the end of each chapter provide op​portunities for further reflection and application of some of the issues dis​cussed.

The book reflects my own 30 years of experience as a teacher, teacher educator, program director, and materials writer in many different parts of the world. Any expertise I can claim to have in curriculum development is a result of learning through the practical experience of developing curricu​lum and materials and directing language programs. My initial explorations in language curriculum development took me from New Zealand, where I received my initial teacher training, to Quebec, where I completed my doc​toral research in syllabus design with W. F. Mackey in the 1970s. Subse​quently, I have spent periods of time in universities and teacher training cen​ters in Indonesia, Singapore, Hong Kong, Hawaii, and New Zealand, working in all aspects of language teaching from curriculum and materials development, to teaching, to program administration. I have also served as a consultant to a number of curriculum projects and institutions in different parts of the world. A recent 10-year annual consultancy with the Ministry of Education of the Sultanate of Oman also provided an invaluable oppor​tunity to provide input to curriculum and materials development projects at a national level. At the same time, experience as a writer of commercial lan​guage teaching materials with a worldwide market has provided opportuni​ties to work regularly with teachers and teacher trainers in more than twenty countries, an experience that has given additional perspectives on problems involved in developing and using teaching materials. In recent years I have been in the pleasant position of being able to divide my time between class​room teaching, teacher training, and writing, from the congenial environ​ment provided by the Regional Language Center in Singapore, whose unique library resources and materials collection proved invaluable during the preparation of this book.

Earlier versions of this book have been used in postgraduate and in-serv​ice courses at the University of Arizona in the United States; the University of Auckland, New Zealand; the National Institute of Education, Singapore; the Regional Language Center, Singapore; and the SEAMEO Regional

Preface    xiit
Training Center, Ho Chi Minh City, Vietnam. I am grateful for the com​ments and suggestions received from teachers and students at these institu​tions. I am also grateful for detailed comments on the manuscript from Dr. Jun Liu, University of Arizona, Dr. Ted Rodgers, University of Hawaii, Geoffrey Crewes, CEO of the Indonesian-Australian Language Foundation, Jakarta, Indonesia, and several anonymous reviewers.

Jack C. Richards
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j^The origins of language curriculum development
ing, and evaluating language programs. By a language program I refer to any"organized course of language instruction. Second and foreign language teaching is one of the world's largest educational enterprises and millions of children and adults worldwide devote large amounts of time and effort to the task of mastering a new language. Teachers too invest a great deal of their energies into planning language courses, preparing teaching materials, and teaching their classes. What educational principles are these activities based on? What values do these principles reflect? Whose interests do they^ serve? And can our practices be improved through reviewing the principles we operate from and critically examining the practices that result from them? TJ}e_go^pXthis_book is to provide some of mejTOte ji^r this.prqa^s_ of review ^dj«J[ectionr fh^gTi3]^

riculum development and^examinlng ways of addressing theissues that arise Jnc^fijap.ing.an.d evaluating ^g_ua|e programs and language teaching ma-teriaJs^Xanguage curriculum deveIopment"deais with the following'ques^ tions, which provide the framework for this book:

· What procedures can be used to detenmne^the^cpntent of ajanguage '-. progranY?^T-'"'

· What are learners'needs?_    _
\-.i\-
· How can learners' needs be determined?
· ''^S3pnfeXtu^|^or|^ee3"tb be considered in planning a language program? _
" '"
' What is the nature of aims and objectives in teaching and how can these be developed?

· What factors are involved in planning the syllabus and the units of or​ganization in a course?

· How can good teaching be provided in a program?
· What issues are involved in selecting, adapting, and designing instruc​tional materials?
""'
""'
'
"""
· "Howcan one measure the effectiveness of a language program?
1

2   Chapter 1
Language curriculum development is an aspect of a broader field of educa​tional activity known as curriculum development or curriculum studies. Cur​riculum development focuses on determining what knowledge, skills, and values students learn in schools, what experiences should be provided to bring about intended learning outcomes, and how teaching and learning in schools or educational systems can be planned, measured, and evaluated. Language curriculum development refers to the field of applied linguistics that ad​dresses these issues. It describes an interrelated set of processes that focuses on designing, revising, implementing, and evaluating language programs.
Historical background
The history of curriculum development in language teaching starts with the notion of syllabus design. Syllabus design is one aspect of curriculum de​velopment but is not identical with it. A syllabus is a specification.of the content of a course of instruction and lists what will be taught and tested. Thus the syllabus for a speaking course might specify the kinds of oral skills that will be taught and practiced during the course, the functions, topics, or other aspects of conversation that will be taught, and the order in which they will appear in the course. Syllabus design is the process of developing a syl​labus. Current approaches to syllabus design will be discussed in Chapter 6. Curriculum development is a more comprehensive process than syllabus design. It includes the processes that are used to determine the needs of a group of learners, to develop aims or'objectives for a program to address those needs^jo^deterrnine ,an appropriate syllabus, course structure, teach​ing methods, and materials, and to carry out an evaluation of the language program that results from these processes. Curriculum development in lan​guage teaching as we know it today really began in the 1960s, though is​sues of syllabus design emerged as a major factor in language teaching much earlier. In this chapter we will look at the approaches to syllabus de​sign that emerged in the first part of the twentieth century and that laid the foundations for more broadly based curriculum approaches that are used in language teaching today.

If we look back at die history of language teaching throughout the twen​tieth century, much of the impetus for changes in approaches to language teaching came about from changes in teaching methods. The method con​cept in teaching - the notion of a systematic set of teaching practices based on a particular theory of language and language learning - is a powerful one and the quest for better methods has been a preoccupation of many teach-
The origins of language curriculum development   3
ers and applied linguists since the beginning of the twentieth century. Many methods have come and gone in the last 100 years in pursuit of the "best metiiod," as the following chronology illustrates, with dates suggesting pe​riods of greatest dominance:

Grammar Translation Method (1800-1900) Direct Method (1890-1930) Structural Method (1930-1960) Reading Method (1920-1950) Audiolingual Method (1950-1970) Situational Method (1950-1970) Communicative Approach (1970-present)
Mackey (1965,151) commented that although there has been a preference for particular methods at different times,, methods often continue in some form long after they have fallen out of favor; this observation is still true today, with grammar translation still alive and well in some parts of the world. Common to_each method is the_bjuejLthat1the teaching practices it suprjprte^rpvide,.a more effective and theoretically sound basis"jor teaching manjhe methods thatprecedH^Tfie^hluttcteristics of many of the methods listed above have Tjeen described elsewhere and need not concern us further here (e.g., Richards and Rodgers 1986). But it is important to recognize that although methods are sr^cificadojisjof^eproc^es.obstruction in language teaching^- that, is, Questions of how - they_alsojnake_assumptions about what needs to be
^^^^Hi^&e^"---^Q^S-SH™^95- For example, the oral-based method" known as the Direct Method, which developed in opposition to the Grammar Translation Method in the late nineteenth century, prescribes not only the way a language should be taught, with an emphasis on the exclusive use of the tar​get language, intensive question-and-answer teaching techniques, and demonstration and dramatization to communicate meanings of words; it also prescribes the vocabulary and grammar to be taught and the order in which it should be presented. The Direct Method hence assumes a particular type of syllabus. However, as new methods emerged to replace the Grammar Trans​lation Method, the~initial concern was not with syllabus^questions_but with approaches to teaching and methodological principles^ that .could be usedjo support an oral~based..target-language--jdriven methodology. Harold Palmer, mepfbminent British applied linguist who laid the foundations for the Struc​tural Method in the 1920s, summarized the principles of language teaching methodology at that time as follows:

1. Initial preparation - orienting the students towards language learning
2. Habit-forming - establishing correct habits
• Ti-.,.j—".-.?[ r
'-■1 -"       >    ■ , 4   Chapter 1
3. Accuracy — avoiding inaccurate language
. .
4. Gradation - each stage prepares the student for the next
5. Proportion-each aspect of language given emphasis     -
6. Concreteness - movement from the concrete to the abstract
7. Interest - arousing the student's interest at all times
8. Order of progression - hearing before speaking, and both before writing
9. Multiple line of approach - many different ways used to teach the lan​guage
(Palmer [1922] 1968,38-39)

Once a consensus had emerged concerning the principles underlying an oral-based methodology, applied linguists then turned their attention to is​sues of the content and syllabus design underlying the" Structural Method. Initial steps in this direction centered on approaches to determining the vo- ' cabulary and grammatical content of a language course. This led to proce-., dures that were known as selection and gradation.
In any language program a limited amount of time is available for teach​ing. One of the'first problems to be solved is deciding what should be se​lected fipmjhetbtal corpus of the language and incorporated in textbooks and teaching maTerials'.This came to be known as the problem of selection. Mackey (1965, 16*1) comments: "Selection is anjimerent characteristic of • all methods. Since it is impossible to teacfTthe whole of a language, all * methods must in some way or other, whether intentionally or not, select the part of it they intend to teach." The field of selection in language teaching " deals with the choice of appropriate units of the language for teaching pur​poses and witii the development of techniques and procedures by which the language can be reduced to that which is most useful to the learner (Mackey 1965). All teaching, of course, demands a choice of what will be taught from the total field of the subject, and the teaching of a language at any level and under any circumstances requires the selection of certain features of the lan​guage and the intentional or unintentional exclusion of others. Two aspects of selectipn..receiv.ed primary attention in die first few decades of the twen-tizfaj:&ntaQ^qcafyufory selection and grdmrnar selection. Approaches to these.two aspects of selection laid the foundations for syllabus design in lan​guage teaching.

Vocabulary selection
Vocabulary is one of the most obvious components of language and one of the first things applied linguists turned their attention to. What words should
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be taught in a second language? This depends on the objectives of the course and the amo_unu>ftime available for teaching. Educated native speakers are™' thought to have a recognition vocabulary of some 17,000 words, but this is a much larger number of words than can be taught in a language course. Not all the wor^^atjiSJliY&.spealcersjcnow__are necessarily ^seful^for^second" language learners who have only a limited time available for learning. " "Should they 'set out to learn" 500,"I.OObfor 5,000 words? And if so, "which" ones? This is the issue of vocabulary selection in language teaching. Is se​lection somedu'ng that should be left entirely to the intuitions of textbook writers and course planners or are there principles that can be used to pro​duce a more objective and rational approach? Leaving selection issues to the intuitions of textbook writers can lead to very unreliable results. For ex​ample, Li and Richards (1995) examined five introductory textbooks used for teaching Cantonese (the language spoken in Hong Kong) in order to de​termine what words the textbook compilers considered essential for for​eigners to learn and the extent to which textbook writers agreed on what constitutes the basic vocabulary of Cantonese as a second language. Each of the books was designed for a similar type of student and assumed no background knowledge of the language. Each set out to teach basic com​municative skills, though the methodology of each book varied. It was found that the five books introduced a total of approximately 1,800 differ​ent words, although not all of these words occurred in each of the five texts. The distribution of words in the five books is as follows:
Words occurring in one of the texts        1,141 words - 63.4%
Words occurring in two of the texts        313 words    - 17.4%
Words occurring in three of the texts      155 words    = 8.6%
Words occurring in four of the texts       114 words    - 6.3%
Words occurring in all of the texts
77 words      = 4.3%

(Li and Richards 1995)
From these figures it can be seen that a substantial percentage of the corpus (63.4 percent) consists of words that occurred in only one of the five texts. These words could not therefore be considered to belong to the essential vo​cabulary of Cantonese for second language learners and would not be worth learning. Many are probably items that are specific to the topic of a dialogue or situation that was used to practice a particular grammatical item or struc​ture..The same could be said of words occurring in only two of the texts, which constituted a further 17.4 percent of the corpus. Or4y w^rdsjhat_oo-_ curred in three or. more of the texts could reasonably be described as being important vocabulary,, because .trjree pr ^prejpf "m'e'texlbook 'writers in​cluded them in their textbqpks._This list contains 346 worcts^'f some'"20per-""''*"
6   Chapter 1
cent of the corpus._Thecqnclusion.that can be drawn is that a studentstudy-ing from any of the books in this study would spend a large amount of time ~~ trying to understand and use vocabulary that is probably of little importance."" It was to avoid this kind of problem with regard to English that applied lin-" guists in the first few decades of the twentieth century turned to the issue of vocabulary selection.

The goals of early approaches to selection are described in the foreword to West (1953):

/^K language is so complex that selection from it is always one of the first and
most difficult problems of anyone who wishes to teach it systematically. It has \   come to be more and more generally realized that random selection is a wasteful \ approach, and that only a complete system capable of continuous enlargement \ can form a satisfactory objective for the first stage in any attempt to grasp as \ much as possible of the entire language as may ultimately be necessary. Roughly j  a language system may be considered as consisting of words entering into /    grammatical constructions spoken with conventional stress and intonation. To find the minimum number of words that could operate togetherjx^consmctions capable of entering into the greatest variety of contexts has therefore been the chief aim of those trying to simplify English for the learner. Various criteria have"-been employed in choosing the words, but the dominant activity throughout the :x      period among all those concerned with systematic teaching of English has been VX vocabulary selection. (Jeffery, in West 1953, v)

Some of the earliest approaches to vocabulary selection involved counting large collections of texts to determine the frequency with which words oc​curred, since it would seem obvious that words of highest frequency should be taught first But what kinds of material should be analyzed? Obviously, a frequency count based on children's books might identify a different set of words than an analysis of words used in Time Magazine. The earliest fre​quency counts undertaken for language teaching were based on analysis of popular reading materials and resulted in a word frequency list. (This was in me days before tape recorders made possible the analysis of words used in the spoken language and before computers could be used to analyze the words used, in printed sources.) Word frequency research revealed some in​teresting facts about vocabulary usage. For example, it was discovered that a small class of words (around 3,000) accounted for up to 85 percent of the words used in everyday texts but that it would take an extra 6,000 words to increase this by 1 percent It was also found that about half the words in a text occur only once. However, recognizing 85 percent of the words in a text is not the same as understanding 85 percent of the text One or two words per line will still not be understood, and these are often the key words in the text since they reflect the topic of the text and the new information in it Van
V
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Els, Bongaerts, Extra, Van Os, and Janssen-van Dieten (1984, 206) also
point out:
»-u*^
^ext comprehension is njoj^jujjt j^Mcjioji jrfj^e propoijioix.gf femiliar words, but     /
.depends.pn.arnumber..ot Other. factors .as well, such as the subject matter o*£9ie     """"'^
J^.,&e_way.in,wbichxhejwntexvapproaches^e; subject, and the extent to which       \
the reader isLalready familiar with the subject.
""
"     "■z>s&'"
^^frequencies are important in planning word lists for language teach- / ing.,ButJre^quency is not necessarily the same thing as usefulness because .''' the frequency of words depends on the .types^of lang^age^samples'tHarafe' v. "aHaTyzedv'Themost frequent words occurring in samples "of sports writing will not be the same as those occurring in fiction. In order to ensure that the frequency of occurrence of words in a corpus corresponds to their relative importance for language learners, the texts or language samples chosen as the basis for the corpus must be relevant to the needs of target learners and words must be frequent in a wide range of different language samples.J[hj£iM_w indicates a_wofd's range or dispersion in a corpus. Words with the highest frequency and the widest range are considered to be the most useful ones for the purposes of language teaching. The following figures illustrate the difference between frequency and range in a 1 million-word corpus (cited in McCarthy 1990, 84-85). For every word, the first column gives the fre​quency of the word in the corpus, die second column describes die number of text types the word occurred in (e.g., sports writing, film reviews, news​paper editorials) out of a total of 15. The third column tells the number of individual text samples a word occurred in: the maximum number is 500 samples, each of which is 200 words long.
	sections
	49
	8
	36

	farmers
	49
	8 '
	24

	worship
	49 ""
	8-
	22

	earnings
	49
	7
	15

	huge
	48
	11'
	39

	address
	48
	11
	36

	conscious
	47
	14
	34

	protest
	47
	13
	33

	dependent
	47
	'07
	30

	comfort
	46
	14
	39

	exciting
	46
	13
	37


It was soon realized, however, that frequency and range were not sufficient as a basis for developing word lists, because words with high frequency and wide range in written texts are not necessarily the most teachable words in
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an introductory language course. Words such as book, pen, desk, dictionary, for example, are not frequent words yet might be needed early on in a lan​guage course. Other criteria were therefore also used in determining word Usts. These included:

Jeachability: In a course taught following the Direct Method or a method , such as Total Physical Response, concrete vocabulary is taught early on be​cause it can easily be illustrated through pictures or by demonstration.
Similarity_:,Sams items may be selected because they are similar to words in the native language. For example, English and French have many cog​nates such. 2s table, page, and nation, and this may justify their inclusion in a word list for French-speaking learners.

Avai7afei7zry.LS.ome words may not be frequent but are readily "available" in"tHesense that they come quickly to mind when certain topics are thought of. For example, classroom calls to mind desk, chair, teacher, and pupil, and these words might therefore be worth teaching early in a course.
Coverage,;. Words that cover or include the meaning of other words may also be useful. For example, seat might be taught because it includes the meanings of stool, bench, and chair.
Defining, power: Some words could be selected because they are useful in defining other words, even though they are not among the most frequent words in the language. For example, container might be useful because it can help define bucket, jar, and carton.
The procedures of vocabulary selection lead to die compilation of a ba​sic vocabulary (or what is now called a lexical syllabus);^^^^}^^.^: .cabjn^a^J^a_langu_age^course usually grouped_or_graded into levels, such as the first 500 words, the second 500 words, and so on. Word frequency re^" search has been an active area of language research since the 1920s and con​tinues to be so because of the ease with which word frequencies and pat​terns of word distribution can be identified using computers. One of the most important lexical syllabuses in language teaching was Michael West's A General Service List of English Words (1953), which contains a list of some 2,000 "general service words considered suitable as die basis for learning English as a foreign language" (vii). The list also presents infor​mation on the frequencies of different meanings of each word based on a semantic frequency count (see Appendix 1). The General Service List in​corporated die findings of a major study on vocabulary selection by die then experts in the field: The Interim Report on Vocabulary Selection, published in 1936 (Faucett, Palmer, West, andThorndike 1936). One objective of this report was die simplification of teaching, as opposed to the simplification of the English language. It was based on the findings of almost all of the re-
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search done up to die 1930s and also utilized the empirical studies made by some prominent applied linguists in the decade prior to its publication. The General Service List was for many years a standard reference in making de​cisions about what words to use in course books, graded readers, and other teaching materials. Hindmarsh (1980) is another important vocabulary list and contains 4,500 words grouped into 7 levels (see Appendix 2).
Grammar selection and gradation
The need for a systematic approach to selecting grammar for teaching pur​poses was also a priority for applied linguists from the 1920s. The number of syntactic structures in a language is large, as is seen from the contents of any grammar book, and a number of attempts have been made to develop basic structure lists for language teaching (e.g., Fries 1952; Hornby 1954; Alexander, Allen, Close, and O'Neill 1975).
The need for grammatical selection is seen in the following examples fromWilkins (1976,59), which are some of the structures that can be used for the speech act of "asking permission."
Can/may I use your telephone, please?
Please let me use your telephone.
Is it all right to use your telephone?
If it's all right with you, I'll use your telephone.
Am I allowed to use your telephone?
Do you mind if I use your telephone?
Do you mind me using your telephone?
Would you mind if I used your telephone?
You don't mind if I use your telephone (do you)?
I wonder if you have any objection to me using your telephone?
Would you permit me to use your telephone?
Would you be so kind as to allow me to use your telephone?
Would it be possible for me to use your telephone?
Do you think you could let me use your telephone?
How can one determinewhich of these structures would be useful to teach? TraHaonaily me-grammar items included in a'cb^ursTwer'e"de^rmme3'by" the teaching mediod in use and mere was consequentiy a great deal of vari​ation in what items were taught and when.
The majority..of cojjrses_s_tarted with,finites of be and statements of identification (Tn'is is a pen',"etc.). Courses that gave prominence to reading presenteS'tEeT'"'' -Simple Tenses (essential for narrative) early, but "those £hat clalmeH tb'iise' a ' '
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'Direct-Oral Method' presented the Progressive (or Continuous) Tense first and
postponed the Simple tenses. (Hornby 19597 vivy~
"
~
—

The same is sometimes true today particularly for the less commonly taught languages. For example, in the study of the content of introductory text​books for teaching Cantonese referred to earlier (Li and Richards 1995), the grammatical structures included in the five books were analyzed. The five books were found to introduce a total of 221 different grammatical items, though they varied greatly in the number of grammatical items introduced, which no doubt influences learners* perceptions of the ease or difficulty of each book. The number of different grammatical items in each book is as follows:

	Textbook A
	100

	Textbook B
	148

	Textbook C
	74

	Textbook D
	91

	Textbook E
	84


However, not all of the same grammatical items occurred in each of the five texts. The distribution of grammatical items was as follows:
Total grammatical items in the five texts
221
Items occurring in one of the texts    =92
41.6%
Items occurring in two of the texts   = 54
24.4%
Items occurring in three of the texts =36
16.3%
Items occurring in four of the texts   = 17
7.7%
Items occurring in five of the texts   = 22
10%
(Li and Richards 1995)
As_was fount}, with^yocabulary distribution in the five course books, a sub​stantial portion of the grammatical items occurred in only one of the_texts (41.6 percent) suggesting mat the authors of the texishave very different in​tuitions about which grarnmatical items'learners of Cantonese need to know. In regard to the teaching of English, from the 1930s applied linguists be​gan applying principles of selection to the design of grammatical syl​labuses. But in die case of grammar, selection is closely linked to the issue of gradation. Gradation is concerned with the grouping and sequencing of teaching items in a syllabus. A grammatical syllabus specifies both the set of grammatical structures td~be~taught and the order in which they' sho"uld~~~-b'eiaught Palmer, a pioneer in work on vocabulary and grammar selection; explains die principle of gradation in this way ([1922], 196S, 68):
The origins of language curriculum development)  11
The grammatical material must be graded. Certain moods and tenses are more
useful than others; let us therefore concentrate on the useful ones first. In a
language possessing a number of cases, we will not learn off the whole set of
prepositions, their uses and requirements, but we will select them in accordance
with their degree of importance. As for lists of rules and exceptions, if we leam
them at all we will learn them in strict order of necessity. In most languages we    O'
shall probably find certain fundamental laws of grammar and syntax upon which '
the whole structure of the language depends; if our course is to comprise the
\
conscious study of me mechanism of a given language, then, in accordance wim
the principle of gradation, let us first leam these essentials and leave the details to
a later stage.
■"* ■
But whereas those working on vocabulary selection arrived at their word
lists through empirical means starting with word frequency lists, grammat​
ical syllabuses have generally been developed from different principles
based not on the frequency of occurrence of grammatical items in texts but
on intuitive critenaj?f simplid
The goal has been to de-
velopinist of structures, graded into a logical progression, which would provide an accessible and gradual introduction to the grammar of English. TJiejaggroach useci has been analytic. The following principles have been used or suggested as a basis for developing grammatical syllabuses. . -J[implicztyMnd centrality: This recommends choosing structures that are simple and more central to the'blisiVstrucmre

that are complex and peripheral. By these criteria the following would oc​cur in an introductory-level English course:

The train arrived. (Subject Verb)
She is a journalist. (Subject Verb Complement)
The children are in the bedroom. (Subject Verb Adverb)
We ate the fruit. (Subject Verb Object)
I put the book in the bag. (Subject Verb Object Adverb)
The following would be excluded by the same criteria:
Having neither money nor time, we decided buying a ticket to the opera was
out of the question. For her to speak to us like that was something we had never anticipated
Frequency: Frequency of occurrence has also been proposed in developing grammatical syllabuses, butrelatively littleprogress was made in this area for some time because of the difficulty, of decid,mg,,on. appropriate^gram^ malScat'umts to count and the difficulty of coding grammatical^structures for analysis". It is only recently that computer corpuses have enabled the Bis"-
12    Chapterl
tribution of structures in real language to be examined. Not surprisingly, there are often significant differences between die lists of grammatical structures developed intuitively by applied linguists and the information re​vealed in analyses of corpuses of real language. McCarthy and Carter (1995), for example, report on data taken from a corpus of conversational language and identify a number of features of spoken grammar, not typi​cally included in standard teaching syllabuses: For example:
Subject and verb ellipsis, such as "Don't know" instead of "I don't know." Topic highlighting, such as "That house on the comer, is that where you

live?" Tails, such as the following phrases at the end of sentences: "you know,"
"don't they?" Reporting verbs, such as "I was saying," "They were telling me."
. Learnability: It has sometimes been argued that grammatical syllabuses " shoT^^emto account the order in which grammatical items are acquired in second language learning. For example, Dulay and Burt (1973, 1974) proposed the following order of development of grammatical items, based on data elicited during interviews with second language learners at differ​ent proficiency levels:

1. nouns
11. wft-questions
2. verbs
12. present continuous
3. adjectives
13. directions
4. verb be
14. possessive adjectives
5. possessive pronouns
15. comparatives
6. personalpronouns
16. offers
7. adverbs of time
17. simple future
8. requests
18. simple past
9. simple present
19. infinitives/gerunds 10. futures
20. first conditional
Although the validity of this acquisition sequence has been questioned (e.g., Kwfan'1992, 138), the idea that grammatical structures are acquired iira natural order and that this order should inform teaching has been proposed by a number of applied linguists' (e.g., Pienemann 1989). However little re​liable information on acquisition sequences has been'produced that could be of practical benefit in planning a grammar syllabus.
In addition to decisions about which grammatical items to include in a syllabus, the sequencing or gradation of grammatical items has to be deter​mined. The need to sequence course content in a systematic way is by no
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means a recent concern. The seventeenth-century scholar Comenius (sum​marized by Mackey 1965, 205) argued:
Thejwgj^nmg, should. .be„sl.ow^^
immediately
tested. Unless the first layer is firm, nodiing should be built on it; for the whole( structure wiir&e "developed from'the foundations. All parts should be "bound"'    \ together soThat "one flowf but of the other, and later units include earlier ones.       I "Whatever precedes forms a step to what follows and the last step should be„.„^-^ traceable to'the first by a clear chain of connection.
The following approaches to gradation are possible:
Linguistic distance: Lado (1957) proposed that structures that are simi​lar to those in the native language should be taught first. "Those elements that are similar to [the learner's] native language will be simple for him and those elements that are different will be difficult" (Lado 1957,2). This as​sumption underlay the approach to language comparison known as con-trastive analysis.
Intrinsic difficulty: This principle argues that simple structures should be taugBrbe'foTe'TOmplex ones and is the commonest criterion used to justify the sequence of grammatical items in a syllabus.
Communicative need:^ Some structures will be needed early on and can-not'be postponed, despite their difficulty, such as the simple past in English, since it is difficult to avoid making reference to past events for very long in a course.
Frequency: The frequency of occurrence of structures and grammatical items in the target language may also affect the order in which they appear in a syllabus, although as we noted, little information of this sort is avail​able to syllabus planners. Frequency may also compete with other criteria. The present continuous is not one of the most frequent verb forms in En​glish, yet it is often introduced early in a language course because it is rel​atively easy to demonstrate and practice in a classroom context
Jxi addition to these factors, in designing a course one is also faced with
a choice ..between. twqapproaches to the sequencing of items in the course,
namely, a linear or a cyclical or spiral gradation. With a linear gradaSon,"'
the items are introduced one. at .a. time.,and practiced intensively b«Jqre "the'
next items appears. With a cyclical gradation, items are reintroduced
throughout the course.
'    ' '*' '''^'^'^^■•■■■<■ ^>■-■=■-■
In a course in which the material is ordered cyclically the individual items are not presented and discussed exhaustively, as in stricdy linear gradation, but only essentTal'aspects" of the item in question are presented initially. TheseTtems then keep reining inthe ^course, and every time new aspects will be introduced" which
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will be related to and integrated with what has already been learned. (Van Els et
at"T984',"2283" " '  '


Although few would doubt the advantages of cyclical over linear gradation, in practice such recycling is usually left to die teacher because cyclical gra​dation would often result in textbooks that were excessively long.
In the 1940s, beginners' courses in English began to appear in'which principles of vocabulary and grammatical control were evident and in which grammatical structures were organized into graded sequences. The meth​ods in use at the time placed a major emphasis on the learning of "struc​tures." The U.S. linguist Fries outlined the major structures he thought for​eign students needed to learn in his books Teaching and Learning Englisk as a Foreign Language (1946) and The Structure of English (1952) and these formed the grammar component for courses and materials developed at the influential English Language Institute of the University of Michigan. The Michigan materials with their focus on the core grammatical structures of English soon came to influence all materials developed in the United States for teaching ESL students and became the dominant methodology in the United States for more than 20 years (Darian 1972). In Britain Hornby built on the prewar efforts of Palmer on the grading of sentence patterns and developed a comprehensive grammatical syllabus (together with a struc​tural approach to teaching English) in his books Guide to Patterns and Us​age in English (1954) and The Teaching of Structural Words and Sentence Patterns (1959). These set out me basic grammatical structures needed in English-language syllabuses and courses at different levels. The resulting pedagogical grammar of English (or variations on it) formed the basis for the grammatical syllabus of most teaching materials produced at that time (see Appendix 3). Since then other language teaching specialists have re​fined and further developed grammatical syllabus specifications as a basis for course design and materials development (e.g., Alexander et al. 1975).
Although both lexical and grammatical syllabuses have provided impor​tant guidelines for the development of language teaching textbooks and ma- ~ terials since the first such syllabuses appeared in the 1920s, it is grammar syllabuses that have been regarded as the core of a language course or pro​gram. Wilkins notes (1976,7):
The use of a grammatical syllabus can be regarded as the conventional approach to language teaching since die majority of syllabuses and published courses have as their core an ordered list of grammatical structures. The vocabulary content is secondary in importance and certainly rarely provides the basic structure of a course. The view is widely held that until the major part of the grammatical system has been learned, the vocabulary load should be held down to what is
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pedagogically necessary and to what is desirable for the sake of ensuring adequate variety in the content of learning.

Assumptions underlying early approaches to syllabus design
'We can now examine the assumptions behind the approaches to syllabus de​sign that emerged in the first part of the twentieth century and in the process reveal the limitations that subsequent directions in syllabus design sought to address.

:i ijThe basic units of language are vocabulary and grammar   ■
Those working in the traditions discussed in this chapter approached the
teaching of English largely through its vocabulary and grammar. Although
the role of speaking and pronunciation were not ignored during the actual
teaching of the language, the priority in planning was vocabulary and gram​
mar and diese were seen as the main building blocks of language develop​
ment. Once some system and order could be introduced into, diese areas
through careful syllabus planning .and specification it was believed diat lan​
guage teaching could be put on a more rational and sound basis.
"""
( ,v Learners everywhere have the same needs
The focus in language teaching was on "general" English, hence the title of West's word list. It was believed that the core vocabulary of the General Service List together with a grammatical syllabus of the type Hornby elab​orated would serve as the basis for almost all language courses.
; '".ALearners' needs are identified, exclusively[in terms 'O 6t'language'needs'
No matter who the learners are or the circumstances of their learning, it is assumed that mastery of English will solve their problems. The goal of En-.glish teaching is to teach them English - not to teach them how to solve their problems through English.

.^J The process of learning a language is largely deteYrfiihe^d''bythe'iexmdb^''
The primary input learners received to the language learning process was the textbook, hence the importance of the principles of selection and gra-
16    Chapter 1
dation as ways of controlling the content of the textbook and facilitating lan​guage learning.

jhe context of teaching is English as a foreign language
Most of the early work by Palmer, West, and Hornby on the development of lexical and grammatical syllabuses was done in contexts where English was a foreign language, that is, where students studied English as a formal subject in school but had no immediate need for it outside of the classroom. The classroom and the textbook provided the primary input to the language learning process, hence the goal of syllabus developers was to simplify and rationalize this input as far as possible through the processes of selection and gradation.

Changes in the status of English around the world, and in the purposes for which English was studied from the 1940s on led to the next phase in the development of language curriculum development These changes and the approaches to language curriculum development that resulted from them are the focus of Chapter 2.

Discussion questions and activities
1. This book is about planning and implementing language courses and ma​terials. What are three aspects of these processes that are of greatest inter​est to you? List these in the form of questions and compare with others.
2. What is the difference between syllabus design and curriculum devel​opment?
3. How are syllabuses developed in language programs you are familiar with?
4. What are the characteristics of a language teaching method? In what ways do methods raise issues related to curriculum development?
5. How relevant are the issues of selection and gradation to language teach​ing today? What factors influence current views of selection and grada​tion?
6. Examine a low-level language teaching text What factors influence the selection and gradation of grammatical items in the text?
7. Are the concepts of selection and gradation compatible with the use of authentic texts or sources in language teaching?
8. How useful are word lists such as those illustrated in Appendixes 1 and 2 today?
The origins of language curriculum development    17
Appendix 1    Entries from A General Service List of English Words
The list (from West 1953) identifies a core 2,000-word vocabulary and also the frequency of different meanings of each word.

(la)
(lb)
Phrase:
FLOWER flower, n.
flower-/ flower, v.


(2)
605e

(pan of a plant) Pick flowers (a flowering plant) Flowers and vegetables
In flower (= in bloom)
(figurative)
The flower of (- best specimens)
In the flower of his youth (= best
pan)
Flower-garden, etc.
The roses are flowering

4%
1%
0.7%
4%
	FLY
	805e
	
	

	fly. v.
	CD
	(travel through the air) Birds fly; aeroplanes fly
	

	
	
	Fly an aeroplane, a kite
	39%

	
	Special use:
	

	
	
	Fly a flag
	3.5%

	
	(2)
	(go quickly) Time flies
	

	
	
	He flew to the rescue
	14%

	
	(3)
	(Phrases implying sudden rapid
	

	
	
	motion)
By to arms; fly at; fly in the
	14%

	
	
	face of
	4.8%

	
	
	Fly into a rage; [fly out at]
	1.3%

	
	
	Sent it flying; the door flew open
	1.6%

	flying, adj.
	
	Flying-boat, -fish, -jump; flying
	

	
	
	column
	14%

	
	l^flee
	, 6.3%. The word Flee, fled,
	

	
	202e is not included in the Report,
but fled is rather necessary for narrative]
	

	fly. n.
	
	(flying insect, especially housefly)
	11%


FOLD fold, v.

196e

Fold a piece of paper Fold up one's cloches Fold it up in paper Fold one's arms

43%
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Appendix 2   Entries from Cambridge English Lexicon
A 4,500-word vocabulary list grouped into 7 levels (Hindmarsh 1980).
1 baby
1 n. a young child
6 n. youngest: which of you is the
baby? .7 adj. not fully developed: baby marrows
4
baby-sitter n.
1 back
1 adv. towards the rear: head winds drove them back
1 n. part of the body or of an object, opposite of front: the back of his head
2 adv. to a former state: back to life
2 adv. in return: to have the money back
3 adv. of time: back in the Middle Ages
4 adv. in retaliation: answer back; hit back
4
v. reverse: he backed the car away
6
v. gamble on: back a cause
5
back out of v. withdraw
1 badly
1 adv. roughly, untidily: badly made
2 adv. much: badly in need of repair
5 adv. very much: she wants it badly
6 adv. poor: badly off
5 badge n. sign of occupation, office, membership
1
bag
1
n. container for carrying solid
things
7
n. lots of: bags of money
7
v. get by hunting: bag some duck
3 baggage n. luggage
2
bake
2
v. cook

3 v. harden: these pots were baked
in our kiln 7 v. warm one's body: baking in the
sun at the resort
2 baker n.
3 balance

3
v. cause to be steady: balance a
ruler on one finger
5 n. instrument for weighing
6 v. equate: balance the accounts
6 n. state of equilibrium: balance of power
7 n. outstanding amount: hand in the balance
5 balcony
5
n. platform on exterior of building
7 n. raised level of seating in theatre
4
bald adj. without hair on head
1
ball
4
n. round object: cricket ball;
meatball; a ball of wool
6
n. dance: May Ball
5
ballet n.
2
balloon n.  bag or envelope filled
with air
4
ballpoint n.
I banana n,
3
band
3
n. group of persons, generally
musicians
4
n. connecting piece: rubber bands
6 v. join together
6
n. strip: a band of colour
5
bandage n.
5 back up v. support 5 backbone
5
n, spine
7
n. main strength: backbone of the
crew
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4
background
4
n. part of a view
7 n. setting: the background to the report
5
backwards
5
adv. away from front: go back​
wards
5 adv. reverse order: say the letters backwards 5 backyard n. I bad 1 adj. useless: a bad worker 1 adj. unpleasant, incorrect: bad
manners 1 adj. immoral: a bad man, bad behaviour
1
adj. painful: I've got a bad head
4 adj. rotten: go bad 5 bang

5 n. sudden loud noise
6 n. a violent blow

6 v. strike: bang in that nail with a hammer
2
bank
2
n. establishment for handling
money
5 n. a ridge: bank of earth
6 v. place securely: to bank one's money
3
Bank Holiday n.
5 banker n.
5 bankrupt adj. 2 bar
2 n. a drinking place
4 n. a rod of wood or metal: a bar of gold

5 v. obstruct: to bar the door
5
n. obstacle: a bar across the road
7 ft. place in court: prisoner at the
bar 4 barber ft. 3 bare
3 adj. naked: bare skin; bare head
6
adj. mere: kill with your bare
hands
6 adj. veiy slight: a bare majority
7 v. make naked: bare one's head 3 bargain

3 v. negotiate by argument: you have to bargain in a Persian bazaar
5 ft. thing bought cheaply
5
«. agreement: strike a bargain
3
bark
3 v. cry (dogs, foxes)
3
n. ciy so made
6
v. shout sharply: he barked his
orders
5 barman ft.
4
barrel
4
ft. round container: a barrel of beer
7
ft. tube: barrel of a rifle
4 base
4 ft. foundation: base of a pillar
5 v. establish on foundation: base the argument

6 ft. headquarters, main office: go back to base for supplies
7 adj. dishonourable: acting from base motives
4 basement ft.
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Appendix 3   Part of an early English grammatical syllabus (from Hornby 1959)
	This
	is
	John (Mary) Mr. (Mrs., Miss)
	Brown (Green, White).

	
	
	a
	stone (cow, horse, desk, book).

	That
	
	an
	apple (egg, inkpot, umbrella).

	
	
	my (your)
	bag (desk, pen, head, mouth).


	These
	are

is

is
	
	stones (cows, trees, desks, books, eggs, umbrellas).

	Those
	
	my (your)
	books (pens, pencils).

	This
	
	my
	left
	hand (eye, ear).

	That
	
	your
	right
	


	What is What's
	this?

that?

	What are
	these? those?


	It is

It's
	a

my your
	book.

pen.

pencil.

	They are They're
	(-) my your
	books.

pens.

pencils.
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	Is
	this that
	a pen or a pencil?

a bag or a box?

my book or your book?

	Are
	diese those
	pens or pencils?

bags or boxes?

my books or your books?


	Is
	this that

it
	a
	cow?

bird?

■■ horse?
	Yes, it's No, it isn't
	a
	cow. bird. horse.

	
	
	my your
	book? box?
	
	my your
	book. box.

	Are
	these those
they
	cows? birds? horses?
	Yes, they're No, they aren't
	cows.

birds. horses.

	
	
	my       books? your     boxes?
	
	my your
	books. boxes.
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2 From syllabus design to curriculum development
The approach to syllabus design outlined in Chapter 1 was largely sufficient to support language teaching up to the 1950s. This consisted of a focus on general English using materials graded for their vocabulary level and lin​guistic difficulty. English was taught through its structure and vocabulary. Darian (1972,94), commenting on the influential Michigan materials pro​duced at the University of Michigan, complains:

There is little in the way of "contextual material." Sentences chosen for exercises are perfectly normal utterances, but they seldom have any relation to one another. ... In addition, almost all responses are complexly controlled, and there is little provision for students to generate any utterances different from the controlled   ■ responses being practiced.

Other approaches to language teaching were also available at this time, such as travel and commercial English books that were organized around topics, situations, and phrases as well as some that focused on technical English or the English used in specific occupations. But the latter type of book or lan​guage course was incidental to the main trend in language teaching, which focused on the teaching of general English, or, as it has sometimes been re​ferred to, English for No Specific Purpose.

The quest for new methods
The teaching of English as a second or foreign language became an in​creasingly important activity after World War II. Immigrants, refugees, and foreign students generated a huge demand for English courses in the United Kingdom, Canada, the United States, and Australia. The role of English as a language of international communication had expanded rapidly by the 1950s. There was much greater mobility of peoples as a result of growth in air travel and international tourism. English was increasingly important in international trade and commerce. The role of English was supported by the growth of radio, film, and television. White (1988, 9) comments:
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Whereas in medieval times English was the language of an island nation and French was the language of a continental one, in the twentieth century English has become the language of the world thanks to the linguistic legacy of the British Empire, the emergence of the USA as an English-speaking superpower and the fortuitous association of English with the industrial and technological developments of the nineteenth and twentieth centuries.

All of these developments supported the need for a practical command of English for people in many parts of the world rather than an academic mas​tery of the language as one might acquire in a typical school course.
The initial response of the English-language teaching profession was to explore new directions in methodology. It was assumed that in order to meet the changing needs of language learners, more up-to-date teaching methods were needed that reflected the latest understandings of the nature of lan​guage and of language learning. Linguistics was a source of theories about the organization and structure of language and these were eagerly applied in the cause of new "scientifically based" teaching methods. The 1950s and 1960s in language teaching were hence times of methodological excite​ment. In Britain, applied linguists developed a methodology that drew on the oral approach that had been developed in the twenties and thirties linked to a carefully graded grammatical and lexical syllabus. The methodology had the following characteristics:

· A structural syllabus with graded vocabulary levels
· Meaningful presentation of structures in contexts through the use of sit​uations to contextualize new teaching points

· A sequence of classroom activities that went from Presentation, to con​trolled Practice, to freer Production (the P P P method)
This became known as the situational approach or the structural-situa-tional approach or Situational Language Teaching and was the main​stream teaching method in British language teaching circles from the 1950s. A well-known course-book series based on this method is Robert O'Neill's Kernel series (Longman 1978). In countries and territories such as Singapore, under colonial administration "the curriculum of English-medium schools in die early 1950s followed the tradition of English teach​ing in British schools, with the integration of language and literature" (Ho 1994, 222). The same applied in other colonies such as Malaysia, India, and Hong Kong.

There was no provision for language work specially designed to help the non-native learner, and school grammars like those of the prolific J. C. Nesfield, which were originally written to get British youngsters through the Oxford and
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Cambridge Local Examinations, were imported in large numbers to the colonies. ... From the early days until the mid-1960s ... English was taught in these schools as a discrete subject aimed at providing students with a reading knowledge of English through the study of English grammar and selected texts and applying such grammatical principles and whatever vocabulary was required to the comprehension of texts often with the help of a bilingual dictionary, (Ho 1994, 222-226)

Later this was replaced by a "TESL/TEFL" approach based on a structural syllabus and a situational drill-based methodology. The structural-situa-tional approach was also used in Australia as the basis for English teaching programs for immigrants from the 1950s (OzoUns 1993). In the United States in die 1960s, language teaching was also under the sway of a pow​erful method -the Audiolirtgual Method. Stem (1974, 63) describes the pe​riod from 1958 to 1964 as the "Golden Age of Audiolingualism." This drew on the work of American structural linguistics, which provided the basis for a grammatical syllabus and a teaching approach that drew heavily on the theory of behaviorism. Language learning was thought to depend on habits that could be established by repetition. The linguist Bloomfield (1942,12) had earlier stated a principle that became a core tenet of audiolingualism: "Language learning is overlearning: anything less is of no use." Teaching techniques made use of repetition of dialogues and pattern practice as a ba​sis for automatization, followed by exercises that involved transferring learned patterns to new situations. Rivers (1964) stated the assumptions of audiolingualism as:

· Habits are strengthened by reinforcement.
· Foreign language habits are formed most effectively by giving the right response, not by making mistakes.

· Language is behavior and behavior can be learned only by inducing the student to behaver

Lado's Lado English Series (Lado 1978) is based on this approach. A sim​ilar method was developed in Europe and became known as the Audiovisual Method because of its use of visual means for presenting and practicing new language items.

The fascination with methods and the quest for the best method remained a preoccupation of language teaching for die next 20 years. Lange observes (1990,253):

Foreign language f teaching]... has a basic orientation to methods of teaching. Unfortunately the latest bandwagon "methodologies" come into prominence without much study or understanding, particularly those diat are easiest to
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immediately apply in the classroom or those that are supported by a particular "guru." Although concern for method is certainly not a new issue, the current attraction to "method" stems from the late 1950s, when foreign language teachers were falsely led to believe that there was a method to remedy the "language learning and teaching problem."
Changing needs for foreign languages in Europe
But a missing element in the enthusiasm for new methods was a consider​ation of the extent to which teaching methods addressed learners' needs. Jupp and Hodlin raised this issue in 1975:
The upsurge in English language teaching [since die mid-1950s] was accompanied by the introduction of new methods and materials in the classroom, particularly during the 1960s. These changes were often radical and can be called a language teaching revolution. But this revolution has taken little account of the situation or motivation of the learners; on the contrary it has been about
how people learn and what language is
Consideration of why people learn a
second language or evaluation of results has been more or less missing. (8)
One response to this concern was a reevaluation of language teaching pol​icy in many European countries in the 1970s with a view to detenrune such things as which foreign languages should be taught in the school system, at what year languages should be introduced into the curriculum, and with what intensity (e.g,, two, four, or six class periods a week). The status of the teaching of classical languages was also being reviewed.
In 1969, the Council of Europe (a regional organization of European countries designed to promote cultural and educational cooperation), in or​der to promote the more effective learning of foreign languages within the community, decided that:
· If full understanding is to be achieved among the countries of Europe, the language barriers between them must be removed;

· Linguistic diversity is part of the European cultural heritage and that it should, through the study of modem languages, provide a source of in​tellectual enrichment rather than an obstacle to unity;

· Only if the study of modem European languages becomes general will full mutual understanding and cooperation be possible in Europe. (Coun​cil of Europe 1969, 8)
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In order to respond to these concerns it became apparent that policies could only be based on information about societies' needs. Van Els, T. Bongaerts, G. Extra, C. Van Os, and A. Janssen-van Dieten (1984,159) pose the ques​tions that were considered at this time:
· Does the community consider it important that all its members know a foreign language, or is this considered necessary only for certain profes​sional domains?

· How many languages, and which languages, are felt to be necessary?

· How great is the demand for each individual language? Does everyone need the same skills, or the same level of command per skill?

· Is there a stable needs pattern?

Although individual countries responded to these issues in different ways, one important response was initiated by the Council of Europe, which pro​posed that a "unit-credit system" be used as a framework for developing lan​guage teaching programs for adults. This was defined as follows:
An educational system in which the syllabus, curriculum or body or material (knowledge and skills) to be studied, learned or acquired, is broken down into a number of quantum units of work, each with its own precise definition of the terminal behavior to be achieved by the learner, all of the units being accompanied by a carefully constructed system of credit ratings. (Kingsbury 1971,11)
A level of proficiency described as the Threshold Level-was described that was "the lowest level of general foreign language ability to be recognized in the unit-credit system" (Van Ek and Alexander 1975, 7). It was during this period that Communicative Language Teaching (CLT) emerged as a new direction for language teaching, and it attracted widespread interest and enthusiasm as a way of moving language teaching beyond an obsession with the latest teaching methods and to a reexamination of basic assumptions about the goals, nature, and processes of language teaching. (CLT is dis​cussed further later in this chapter.) At this point it is important to note that rather than considering die way forward in language teaching as dependent on changes in teaching methods, what was now being considered was the whole context of teaching and learning and the need to consider societal and learner needs as the.starting point in a reevaluation of language teaching. Once needs were identified, learning targets could be described, as, for ex​ample, with the unit-credit system and threshold level proposed by the Council of Europe.
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English for specific purposes
The concern to make language courses more relevant to learners' needs also led during this period to the emergence of the Languages for Specific Pur​poses (LSP) movement, known in English-language teaching circles as ESP / (English for Specific Purposes). The ESP approach to language teaching be-w     J    ganas a response to a number of practical concerns:
<?!/<e i^j      * the need to prepare growing numbers of non-English background students for study at American and British universities from the 1950s
· the need to prepare materials to teach students who had already mastered general English, but now needed English for use in employment, such as non-English background doctors, nurses, engineers, and scientists

· the need for materials for people needing English for business purposes

· the need to teach immigrants the language needed to deal with job situa-. tions

In contrast to students learning English for general purposes for whom mas​tery of the language for its own sake or in order to pass a general examina​tion is the primary goal, the ESP student is usually studying English in or​der to carry out a particular role, such as that of foreign student in an English-medium university, flight attendant, mechanic, or doctor. Jupp and Hodlin (1975, 10) describe the traditional pre-ESP response to this situa​tion in the 1950s citing die example of a country that needs to teach foreign languages to key personnel dealing with trade or foreign business. Trainees are released for four hours daily for a year. Two language laboratories are equipped with materials and the trainees follow a state-of-the-art audio​visual course in "spoken colloquial English" "based on selection and gra​dation by structural criteria with some additional 'situational1 language." However, the course
takes no account of functional communicative needs or the-learner's own immediate situation. The English setting is largely a matter of an English family and some English surroundings; there is certainly no attempt to teach the English 'rules of use' in terms of situations and relationships. The concept of 'spoken colloquial English* is one largely based upon a structural description of written English and without reference to functional uses and to roles. (Jupp and Hodlin 1975,11)
The same was true of the language courses and materials developed at die University of Michigan in the United States in the early 1950s and which served as the basis for courses for foreign students entering American uni​versities. The materials largely address language patterns and vocabulary
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(Darian 1972). Increasingly from this time and throughout the 1960s it was
realized that for learners in situations such as these, what was needed was
not more and more lessons in "advanced English" or "colloquial English,"
whatever that was, but training in the kinds of English learners would use
or encounter in their specific occupations and situations. This seemed to be
largely a matter of determining what the linguistic features were of such sit​
uations. The 1960s therefore saw a number of books applying the principles
of selection and gradation to the English of science, business, medicine, en​
gineering, or manufacturing, the same principles that had been used until
then in designing general English courses. It was assumed that there were ?^alt-+
specialized varieties of English, such as "scientific English," "business En​
glish," or "technical English." The characteristics of these specialized En​
glishes could be identified through word frequency counts and^discourse
analysis:
/
The generally accepted view around 1970 was essentially a linguistic one: there were different varieties of English, the distinctive features of which could be described and taught through the use of appropriately selected texts, and care​fully devised practice exercises. (Howatt 1984, 222)
This approach was reflected in such widely used books of me period as Ewer and Latorre's Course in Basic Scientific English (1969) and Swales's Writing Scientific English (1971). Ewer and Latorre is based on afrequency count of tfiree million words of scientific English covering ten areas of sci​ence and technology and sets out to teach
the basic language of scientific English/This basic language is made up of
sentence patterns, structural (functional)'words and,non-structural vocabulary
which are common to all scientific disciplines and form the essential framework
-
upon which the special vocabulary of each discipline is superimposed. (Ewer
and Latorre 1969, ix)
The analysis revealed a number of features of scientific English that differed from general English and that were typically underrepresented in ESL/EFL course books, namely:
-ing forms replacing a relative
infinitive as substitute for longer phrases
words similar in form but with different meanings for the same function
most prefixes and suffixes
most structural and qualifying words and pjjpaSes
compound nouns
passives
conditionals
anomalous finites
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cause-and-result constructions
words similar in form but with different functions
past participle usage
two-part verbs
(Ewer and Hugbes-Davies 1971, 65-70)
Appendix 1 contains an example of scientific writing from an early ESP course that exemplifies some of these characteristics. Praninskas (1972) in​vestigated the core vocabulary of academic reading materials. She carried out a word frequency count of ten university-level textbooks used in first-year courses at the American University of Beirut focusing on frequently occurring words that were not covered in the General Service List (see Appendix 2).
Throughout the 1970s the ESP approach in language teaching drew on register analysis and discourse analysis to determine the linguistic charac​teristics of different disciplines such as medicine, engineering, or science. A register is a variety of language determined according to its use:
Types of linguistic situation differ from one another, broadly speaking, in three respects: first, as regards to what is actually taking place; secondly, as regards what part the language is playing; and tiurdly, as regards who is taking pan. These three variables, taken together, determine the range within which meanings are selected and the forms which are used for their expression. In odier words, they determine the 'register1. (Halliday 1978,31)
Register analysis studies the language of such fields as journalism, medi​cine, or law for distinctive patterns of occurrence of vocabulary, verb forms, noun phrases, and tense usage. For example as preparation for designing business communications courses, Chiu (1975) analyzed the language used in administrative correspondence and boardroom discussions in Canada and found, not surprisingly, mat certain verbs, such as attach, enclose, appreci​ate, refer, forward, request, advice, and thank, had a much higher frequency of occurrence in her corpus than in corpuses of general English. She also found distinctive uses of verb forms and verb phrases. Martin (1976, cited in Jordan 1997, 53) describes the register of academic vocabulary and groups it into three categories:
a) the research process: the vocabulary is primarily verbs and nouns and is "presented in a context which discusses the five steps of research: for​mulating, investigating, analyzing, drawing conclusions and reporting results."
b) the vocabulary of analysis: it includes high-frequency and two-word verbs needed "in order to present information in an organized se-
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quence,'1 for example, consist of, group result from, derive, base on, be no ted for.
Verbs of analysis are grouped in a number of semantic sets, for exam​ple, consist of, be composed of, contain, be made up of c) The vocabulary of evaluation: it includes adjectives and adverbs that occur in reviews, critiques, and some reports, for example, exhaustive, controversial, coherent, indispensable, comprehensive, distinctive, per​vasive, substantive: objective-subjective, implicit-explicit, inductive-deductive, significant-insignificant.
Discourse analysis. Register analysis focused primarily at the level of the. word and the sentence and sought to identify the registers that characterized different uses of language, such as business letters, academic textbooks, and technical writing. In order to identify the linguistic structure of longer sam​ples of speech or text, an approach called discourse analysis was introduced in the 1970s. It is based on the analysis of units of organization within texts (e.g., narratives, instructions, reports, business letters) or speech events and examines patterns of rhetorical organization such as definition, identifica​tion, and comparison. Jordan (1997,229) describes the scope of discourse analysis:
It examines the communicative contexts that affect language use, for example, in social transactions, the relationship between the discourse and the speakers and listeners. It looks at how, for example, the choice of verb tenses or other grammatical features affect the structure of the discourse. The analysis also looks at the relationship between utterances, for example, aspects of cohesion, and the discourse markers or cohesive devices that are employed.
Identifying patterns of text organization was a focus of this approach. For example, a common discourse structure found in many scientific papers is the problem-solution structure. Hoey (1979, 1983) describes this as follows:
1.
Introduction
a) Direct the reader's attention to the subject or the problem.
b) Explain your experience with the subject - the reason why you can write with authority.
c)
Establish bridges with the reader by pointing out shared beliefs, atti-
. tudes, and experiences.
2.
Background
a) Explain the nature of the problem, its history, and causes.
b) Explain its relevance to the reader's problems, desires, and interests -the reasons why the problem is important to the reader.
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3.
Argument
a) State the major premise. Include any information necessary to make it clear and acceptable.
b) State the minor premise, again including necessary information.
c) State your conclusion.
d) Show your position is better by pointing out defects in the premise or inferences of alternative positions. Explain why the alternatives cannot solve the problem; or if they can, why your solution solves it better.
4.
Conclusion
a) Explain the implications of your argument.
b) Summarize your argument: the problem (2a), your conclusion (3c), and the reasons for accepting it (3a and 3b).
Both the concepts of register and discourse type were the basis for the first generation of ESP courses in the 1970s, such as the English in Focus series (Allen and Widdowson 1974).

Although one of the main directions of the ESP approach through the 1960s and 1970s was the development of language courses and materials that taught the registers and discourse features of science, business, or med​icine, the focus in ESP on the purposes for which learners need a language prompted the development of approaches to needs analysis, one of the ba​sic processes of curriculum and syllabus design. Needs analysis will be the focus of Chapter 3, but it will be useful here to review how needs analysis is related to ESP.

Needs analysis in ESP
An important principle of ESP approaches to language teaching is that the purposes for which a learner needs a language rather-than a syllabus re​flecting the structure of general English should be used in planning an En​glish course. Rather than developing a course around an analysis of the lan​guage, an ESP approach starts instead with an analysis of the learner's needs. Schutz and Derwing (1981, 30) point out that this was a new con​cern with ESP: "most language planners in the past have bypassed a logi​cally necessary first step: they have presumed to set about going somewhere without first determining whether or not their planned destination was rea​sonable or proper." Different types of students have different language needs and what they are taught should be restricted to what they need. These
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,f-needs are fairly specific; they can be identified and they should rfpmrmin^ the content of any course. Strevens (1977) pointed out that several levels of_ restriction are involved.
The content of [ESP] courses are thereby determined, in some or all of the following ways: (i) restriction: only those "basic skills" (understanding speech, speaking, reading, writing) are included which are required by the learner's      .    . purposes; (ii) selection: only those items of vocabulary, patterns of grammar, functions of language are included which are required by the learner's purposes; (ui) themes and topics: only those themes, topics, situations, universes of discourse, etc. are included which are required by the learner's purposes; (iv) communicative needs: only those communicative needs... are included which are required for the learner's purposes.
In ESP learner's needs are often described in terms.of.perforrnance. that igr*' in terms of what the learner will be able to do with the language at the end of a course of study. Whereas in a general English course the goal is usu​ally an overall mastery of the IanguaggJhat can be tested on a global lan​guage test, the goal of an ESP course is to prepare the learners to carry our_^ a specific task or set of tasks. Robinson (1980, 11) comments:
The student of ESP is usually studying to perform a role. The measure of success for students learning English for hotel waiters, or the English for food technology, is whether they can perform convincingly as hotel waiters in English or whether they can act appropriately as food technologists in English (and pass exams in food technology, rather than exams in English).
£.rrt
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In order to determine the learner's needs as the starting point for develop​ing ESP programs, a number of approaches were suggested. Richterich and     O y^ Chanceril (1978), working within the Council of Europe framework, pro-     ° posed that learners, teachers, and employers could all he involved in determining learners' needs. JjilormatipjLSPiild hfi collected about the re: sources of the teaching institution, objectives, the methods of assessment "used, and needs analysis should be an ongoing process tnroughout a course. Inlormation  would   also  be   needed  about~lliri   diffetmii  kinds   oil activities the learner would be using; the language for (e.g.. telephoning, interviewing), the language functions involved (e.g., explaining, requesting, complaining), the situations (e.g., face-to-face, in a work group), and which of the four language sHIls would be needed. Procedures suggested for con​ducting needs analysis included questionnaires, surveys, and interviews.
Munby (1978), in an influential book of the time, describes a systematic approach to needs analysis in ESP course design and focuses on two dimen-
,- li.i\veT3.tV
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sions of needs analysis: the procedures used to specify the target-level com​municative competence of the"student, and procedures tor tuming-the infor​mation so gathered into an ESir' syllabus, ine Munby model describes trie kind of information needed to develop a profile of the learner's communica​tive needs and is summarized by Schutz and Derwing (1981,32) as follows:
Profile of Communicative Needs
1. Personal
2. Purpose
3. Setting
4. Interactional variables

5. Medium, mode, and channel
6. Dialects
7. Target level
8. Anticipated communicative events
9. Key

Culturally significant information about the indi​vidual, such as language background Occupational or educational objective for which the target language is required Physical and psychosocial setting in which the tar​get language is required

Such as the role relationships to be involved in the target language use Communicative means

Information on dialects to be utilized
Level of competence required in the target
language
Micro- and macro-activities
The specific manner in which communication is actually carried out

An example will illustrate how the model could be applied in carrying out a needs profile. If one were profiling the needs of restaurant staff such as waiters and waitresses, the following information might be revealed through applying the Munby model:

1.
Personal
Who the employees are, their age, nationalities,
sex, educational background, work experience
2.
Purpose
The kinds of outcomes expected, such as the
types of communicative skills the clients need to develop

3.
Setting
The type of restaurant in which the employees
work and the kinds of customers who use die restaurant

4.
Interactional
The role relationships, such as waiter/waitress to
variables
customer, waiter/waitress to restaurant manager,

waiter/waitress to kitchen staff
From syllabus design to curriculum development   35
5. Medium, mode,
Whether spoken or written; face to face and channel
6. Dialects
Whether both formal and casual styles
7. Target level
Whether basic, intermediate, or advanced level
8.
Anticipated
For example, greetings, taking requests, clarifying
■ communicative
information, describing menu items
events
9.
Key
For example, unhurriedly, quietly, politely
The needs profile is then translated into a statement of the list of specific language skills the students will need based on the skills taxonomy Munby >/"" provides. This consists of some 300 subskills grouped into 54 categories. For example, in relation to the "macroskill" of reading, Munby lists the fol​lowing skills:

•
Understanding relations between parts of a text through lexical cohe​
sion devices of:

repetition
synonymity
hyponymity
antithesis
apposition
lexical set/collocation
pro-forms/general words
•
Understanding relations between parts of a text through grammatical
cohesion devices of:

reference (anaphoric and cataphoric)
comparison
substitution
ellipsis
time and place relaters
logical connectors
The skills taxonomy appears to be little more than a compilation of then-current opinion about the components of the different language skills. When it was published, the Munby model was welcomed as a systematic and ob​jective set of processes for arriving at a specification of student needs and selecting language to match them. However, those who attempted to use the model soon discovered thar if depended on subjective and Often arbitrary judgments and dfi *"""*= gr ^rn^t rvrry i^y^i ^ftpr completing a two-day training session in the use of the Munby model during which they produced profiles of imaginary students, a group of British Council specialists re-
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ported "there was no evidence mat groups would have been better off using live informants" (cited in Robinson 1980, 30).

Communicative language teaching
The emergence of ESP with its emphasis on needs analysis as a starting;
point in language program design was an important factor in the develop-
ment of current approaches to languag"e~cTinTCtitmin-idevelupiueTtt7-A-sec-
ondTntAuence was the communicative approach to language teaching that
emerged in the late 1960s and 1970s as a replacement for the structural-
"Situational and audiolingual methods. Communicative Language Teach​
ing (CLT") is aiynad appfnar.fr fp teaching that resulted from a focus on
communication as the organizing principle for teaching rather tgatra-to-
clirpnTrlastery of the grammatical system of the languageTTEe "1970s was
"a period when everyone was "going communicative," although precisely
what was meant by that varied considerably. CLT was not so much a
change in method as a set of changgsjn assumptions about the nature~of"
language, the nature of goals, objectives, and the syllabus in language
teaching and a search for an appropriate methodology in~the light oTtEese
changes/""
'
-

CLT was a response to changes in the field of linguistics in the 1970s, as well as a response to the need for new approaches to language teaching in Europe as a result of initiative, by groups such as the Council of Europe. Linguistics moved away from a focus on grammar as the core component of language abilities to a consideration of how language is used by speak​ers in different contexts of communication. The capacity to use language appropriately in communication based on the setting, the roles of the par​ticipants, and the nature of the transaction was referred to as communica​tive competence. Applied linguists sought to apply this notion to language teaching. Whereas a grammatical syllabus is based on the notion of gram​matical competence - the knowledge people have of a language that un​derlies their capacities to produce and recognize sentences in the language -a different type of syllabus would be needed to teach communicative com​petence. What would such a syllabus look like? An important book in 1976 by Wilkins (who was one of the members of a committee set up by the Coun​cil of Europe that formulated the Threshold Level) sought to answer this
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there is no attempt at this careful linguistic control of the learning environment. Components of language are not seen as building blocks which have to be progressively accumulated. Much greater variety of linguistic structure is permitted from the beginning and the learner's task is to approximate his behavior
more and more closely to the global language
Analytic approaches are
benayiorai (tnough not benavioriso. I ney are organized in terms of the purposes
for which 'plfople'ltreleaming languages andthe kinds of language performance^
that are necessary to meet those purposes. (Wilkins iy/6, 2, 15)    "
s-
Wjlkins proposed a notional syllabus as a new type of syllabus that meets these criteria. A notional syllabus would contain three kinds of categories of meaning: semandco-grammatical meaning, modal meaning, and com-municative fcncn^iiemantico-grammatical meaning descnoes tne~ mean-
^£=e*^
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—
ing underlying grammatical contrasts and concepts such as:
time
a) point of time
b) duration
c) time relations
d) frequency
e) sequence quantity
a) divided and undivided reference
b) numerals
c) operations
WiLkins suggested that modal meaning includes the following categories of meaning:

modality
scale of certainty
scale of commitment ■
Communicative function refers to the meanings communicated by what lin-guists referred to as speech acts, such as:

requests
complaints
apologies
compliments
suggestions
In fact, all Wilkins had done with the first two categories was to take tradi​tional items or grammar and restate tnem in terms ot concepts OTTioTftsnST
38   Chapter 2
This semantic sleight of hand did not turn out to be much of an advantage in syllabus design. The third category of communicative function, however, was seized on as a useful and practical way of thinking about a language syllabus. Applied linguists reacted eagerly to the idea of expressing a syl​labus in terms of communicative units rather than grammatical ones and the literature of the late 1970s and 1980s contains a variety of proposals for communicative or functional syllabuses. Yalden (1987, 85-87) describes the goal of syllabus designers at that time:
This means that if we now wish to make up the deficit in earlier syllabus types, and ensure that our learners acquire the ability to communicate in a more appropriate and efficient way, we have to inject a larger number of components into the make-up of the syllabus. These components could be listed as follows:
1. as detailed a consideration as possible of the purposes for which the learners wish to acquire the target language;
2. some idea of the setting in which they will want to use the target language (physical aspects need to be considered, as well as social setting);
3. the socially defined role the learners will assume in the target language, as well as the role of their interlocutors;
4. the communicative events in which the learners will participate: everyday situations, vocational or professional situations, academic situations, and so on;
5. the language functions involved in those events, or what the learner will be able to do with or through the language;
6. the notions involved, or what the learner will need to be able to talk about;
7. the skills involved in the "knitting together" of discourse: discourse and rhetorical skills;
8. the variety or varieties of the target language that will be needed, and the levels in the spoken and written language which the learners will need to reach;
9.
the grammatical content that will be needed;
10. the lexical content that will be needed.
This framework is essentially that of the Threshold Level (see Van Ek and Alexander 1975,5). As various proposals for the implementation of a com​municative approach to syllabus design were advanced and debated, applied linguists began to consider how syllabuses were arrived at in other fields of study and to apply procedures developed in the field of curriculum devel​opment.
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Emergence of a curriculum approach in language teaching
As we saw in Chapter 1, the term curriculum studies refers to a very broad
field of inquiry that deals with what happens in schools and other educa​
tional institutions, the planning of instruction, and the study of how cur​
riculum plans are implemented. A curriculum in a school context refers to
the whole body of knowledge that children acquire in schools. Rodgers
(1989,26) comments:
■

Syllabi, which prescribe the content to be covered by a given course, form only a small part of the total school program. Curriculum is a far broader concept. Curriculum is alUhage activities in which children engage under the auspices of the school. This includes not only what pupils learn, but how they learn it.-how l. using what supporting materials. stvle.s_and methods of
One of the most important statements on the nature and process of curricu​lum development was made by Tyler in 1949 in a book that brought about a revival in curriculum studies throughout the 1950s. His approach is sum​marized on the first page:
Four fundamental questions must be answered in developing any curriculum and plan of instruction. These are:
(i) What educational purposes should the school seek to attain?
^ <\0^-
(2) What educational experiences can be provided that are likely to attain these bu w3*"N£** purposes?
r
rck&/
(3) How can these educational experiences be effectively organized? \<\ \x>N\vCY* C*
(4) How can we determine whether these purposes are being attained?   Wou^ to-G^S-w^
(Tyler 1950,1)
This was sometimes'reduced to an even simpler model:
Aims and objectives  —^   ujhaV
I
Content  —■
=?   Vc*jl  vwWC'VN
Organization
;
^  'i'v us V* cifx **i£r-
i
Fvalnarinn

„^   Kc*jC   ^°   e^-30-'
As Lawton (1973) pointed out, this rather naive view of the curriculum process was not really intended by Tyler himself, whose book was a re​sponse to his observation that many teachers seemed unable to explain what
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the goals of their teaching were, except in the most general way. Tf asked to explain their objectives, they might say, "We are trying to produce well-ed​ucated and well-rounded students." Such a statement, however, does not help identify the kind of teaching that might contribute to this goal or the kind of learning that would result from it Tylerargjjedjhat rAicarinnalob-jectives should describe learner behavior (not teacher behavior) and should ide5Gf?~wriat changes have come about in learners as a result of teaching. Tyler's model or variations oTit soon' penetrated wiae areas of educational thought and practice and curriculum and training manuals were soon full of models such as the following (Inelis 1975):
1.   NEED
2.   PLAN
Aims       Objectives
Strategies       Tactics
3.   rMPUSMENTATION
4.   REVIEW
Methods       Techniques
Evaluation       Consolidation
Critics of the Tyler model (of which there were many) raised a number of objections, some arguing that the notion of objectives represents a lim​ited view of knowledge (see Chapter 5) and some criticizing the technical and rationalist approach of the model, which seemed better suited to busi​ness or industry than education. Others criticized the linear approach im​plied by the model, which leaves evaluation as the final stage rather than building it in at every stage. In its place they proposed a cyclical model.
Nicholls and Nicholls (1972, 4), for example, describe curriculum de​velopment as involving^our stages;
(a) The careful examination, drawing on all available sources of knowledge and informed judgement, of the objectives of teaching, whether in particular subject courses or over the curriculum as a whole.
(b) The development and trial use in schools of those methods and materials which are judged most likely to achieve the objectives which teachers agreed upon.
' ~"
(c) The assessment of the extent to which the development work has in fact achieved its objectives. This part of me process may be expected to provoke new thought about the objectives themselves.
(d) The final element is therefore feedback of all the experience gained, to provide a starting point for further study.
This view of curriculum development processes has been widely adopted in language teaching from the 1980s. It has been described as an ends-means model because it starts with a determination of the kinds of language skills the learner needs in order to accomplish specific roles and tasks and then sets out to teach the language needed to get there. In the field of cur-
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riculum studies the approach was sometimes reduced to a mechanistic set of procedures and rules known as a systems-design model. A system in this context is "an integrated plan of operation of all components (sub-systems) of a system, designed to solve a problem or meet a need" (Briggs 1977,5). The systems model belongs to an approach to educational plarming that sees curriculum development as a rational and somewhat technical process. Its practitioners believed that this was the key to die design of successful edu​cational programs. In the 1980s, funding for large-scale curriculum projects in many parts of the world was often dependent on their being couched In this framework. Rodgers (1989,27) observes:

The curricular systems-design model has been prescriptive and rule-driven. It describes a linear sequence of events comprising formulation of objectives, selection of content, task analysis, design of learning activities, definition of behavioral outcomes and evaluative measures for determining me achievement or non-achievement of these outcomes.

The Munby model has many of the same characteristics as a systems ap​proach and was found to be cumbersome, unrealistic, and impractical in ac​tual practice. However, since the 1980s the view that curriculum develop​ment processes are central elements in language program design has become more widely accepted in language teaching, though not in the nar​row prescriptive form of die systems model. In many countries, language curriculum development units have been established in ministries of edu​cation since the 1980s with a mandate to review and develop national lan​guage teaching curriculum based on a'curriculum development perspective. For example, Lim (1988,2, cited in Ho 1994) comments on such an initia​tive in Singapore and notes that curriculum development now includes "needs analysis, goal setting, syllabus design, materials design, language programme design, teacher preparation, implementation of programmes in schools, monitoring, feedback and evaluation." The debates over teaching methods that were common in the 1970s have been replaced by a focus on the interlinked processes that compose curriculum development, of which methodology is simply one element.

"Curriculum development" is used in this book torefer to the range of planniixg-an^^rilgmentatio'rrprocesses involved in developing orrenewing a ni^rrrrnjnm^These processes focus on needs analysis, situational analysis, plarming leaminSLQutcomes. course organization, selecting and preparing      "
tflachinp_materials. prO";^nS fr"~ ^ff^riv/>jyj*J^hiag|_ann: ftvatiiaTKm^fftggg
*
elements are viewed as forming a network of interacting systems. The no​tion of system suggests that change in one part of the system has effects on other parts of the system. For example, whether or not teachers are provided
/
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with textbooks to teach from, itself reflecting a policy decision, may affect the kinds of classroom discourse and learning input that teachers are able to provide. Similarly, the amount of attention students give to learning ac​tivities may reflect their judgment of the relevance of the kinds of learning experiences they encounter, which may depend on the adequacy of a needs analysis. In this book, no attempt is made to present the classic systems ap​proach to curriculum development Such an approach typically depicts teachers as on the receiving end of a process controlled and directed by oth​ers, The approach taken here seeks to place teachers and language teaching professionals at the center of the planning and decision-making process. While the products of these decision-making processes are easy to identify and analyze because they exist in the form of policy documents, syllabuses, tests, teaching materials, teaching programs, textbooks, and teaching and learning acts (Johnson 1989), the processes that lead to them are more dif​ficult to identify and analyze because they often reflect the contributions of a variety of people with different roles and goals. Johnson (1989,3) repre​sents these different decision-making roles and products in die following diagram:

TABLE 1 Stages, decision-making roles and products in curriculum development (from Johnson 1989)

	Developmental suiges
	Decision-making roles
	Products

	1. curriculum planning
	policy makers
	policy document

	1. specification:
	needs analyst
	syllabus

	means
	methodologists
	

	3. programme implementation
	materials writers
	teaching materials

	
	teacher trainers
	teacher-training programme

	
	teacher
	teaching acts

	implementation
	learner
	learning acts


Clark. (1987)emphasizes Aaxihese-aceoifiejLrjrocesses ofjgjeaiaL^a&et' jfian development, since some sort of curriculurais^h^ady-in-plaeeT^feach-ers and curriculum planners are engaged in ongoingprocesses of review and
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evaluation in order to bring about curriculum renewal and change^ Clark TdftnrifiesthejnlTnwring_cprripftnftnrs of the- process of curriculum renewal:
•
the review of principles to guide the language teaching/learning process
in the light of applied linguistic theory and classroom experience
■
the reworking of syllabuses embodying aims, objectives, content, and a
broad methodology

· the review of classroom teaching/learning strategies
· the choice, adaptation, and creation of resources embodying appropriate learning experiences

· the review of assessment designed to monitor, record, report, and provide feedback on learner progress

· the review of classroom schemes of work relating all of the above together
· the review and creation of strategies designed to assist teachers to evalu​ate classroom practices and to improve them

· the identification of areas for research to determine possible ways forward in any of the above areas

■
the review or devising of in-service education designed to assist teachers
to widen their conceptual and pragmatic base in particular areas, and to
find solutions to their own classroom problems

(Clark 1987, xii-xiii)
The aim of the following chapters is to survey concepts, issues, and prac​tices in each of these areas in order to better facilitate the kind of planning and decision making that is involved in developing better language pro​grams.

Discussion questions and activities
1. Why were "new methods" criticized as a response to changing language teaching needs from the 1960s?
2. What is the rationale behind the ESP approach to language teaching? In what ways is this approach different from earlier approaches to language teaching?
3. How did the ESP movement contribute to the concept of needs analysis?
4. How can register analysis and discourse analysis contribute to ESP? Suggest situations where they might be particularly important.
5. Examine the sample of scientific English in Appendix 1 and the lists of features of scientific English from Ewer and Hughes-Davies given in this chapter. Which of these features are exemplified in the sample?
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6. Examine the Munby profile of communicative needs in this chapter. How might this apply to determining the needs of flight attendants who require training in English (or learners in another situation you are fa​miliar with)? Give examples of the kind of information that would be sought and suggest possible answers.
7. What is the difference between grammatical competence and commu​nicative competence? How is this difference relevant to syllabus design?
8. What is meant by an ends-means model of curriculum developraent? What are the limitations of this approach?
9. Explain a "systems approach" to curriculum development. What criti​cisms have been made of this approach?
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Appendix 1    Example of scientific writing (from Ewer and Latorre1969)
Scientific method and the methods of science
It is sometimes said that there is no such thing as the so-called 'scientific method*; there are only the methods used in science. Nevertheless, it seems clear that there is often a special sequence of procedures which is involved in the establishment of the working principles of science. This sequence is as follows: (1) a problem is recognized, and as much information as appears to be relevant is col​lected; (2) a solution (i.e. a hypothesis) is proposed and the conse​quences arising out of this solution are deduced; (3) these deductions are tested by experiment, and as a result the hypothesis is accepted, modified or discarded.

As an illustration of this we can consider the discovery of air-pres​sure. Over two thousand years ago, men discovered a method of rais​ing water from one level to another by means of the vacuum pump. When, however, this machine passed into general use in the fifteenth and sixteenth centuries, it was discovered that, no matter how per​fect the pump was, it was not possible to raise water vertically more man about 35 feet. Why? Galileo, amongst others, recognized die problem, but failed to solve it.

The problem was then attacked by Torricelli. Analogizing from the recendy-discovered phenomenon of water-pressure (hydrostatic pressure), he postulated that a deep 'sea of air' surrounded the earth; it was, he thought, the pressure of this sea of air which pushed on the surface of die water and caused it to rise in the vacuum tube of a pump. A hypodiesis, then, was formed. The next step was to deduce the consequences of the hypothesis. Torricelli reasoned mat this 'air pressure' would be unable to push a liquid heavier than water as high as 35 feet, and that a column of mercury, for example, which weighed about 14 times more than water, would rise to only a four​teenth of the height of water, i.e. approximately 2.5 feet. He then tested this deduction by means of the experiment we all know, and found that the mercury column measured the height predicted. The experiment therefore supported die hypothesis. A further inference was drawn by Pascal, who reasoned that if this 'sea of air' existed, its pressure at die bottom (i.e. sea-level) would be greater than its pressure further up, and mat therefore die height of die mercury col​umn would decrease in proportion to the height above sea-level. He
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then carried the mercury tube to the top of a mountain and observed that the column fell steadily as the height increased, while another mercury column at the bottom of the mountain remained steady (an example of another of the methods of science, the controlled exper​iment). This further proof not only established Torricelli's hypothe​sis more securely, but also demonstrated that, in some aspects, air behaved like water; this, of course, stimulated further enquiry.
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Appendix 2   Words found often in academic reading materials
Words not found in the General Service List but that occur frequently in academic reading materials, with frequencies of occurrence in ten first-year university textbooks (from Prarunskas 1972).

	an indicator an indication
	to indicate
	
	
	98

	an interpre.tation a misinterpretation a ^interpretation
	to interpret
	interpretive
	
	52

	an involvement
	to involve
	
	
	103

	a method
- methodology
	
	methodolkal methodological
	
	144

	
	
	negative
	negatively
	63

	-
	
	obvious
	obviously
	45

	primitiveness
	
	prime primary primitive primeval
	primarily
	135

	a procedure - proceedings
	to proceed
	
	
	72

	a publication a publisher
	to publish "to publicize
	
	
	57

	a range
	to range
	
	
	70

	a region
	
	regional interregional
	regionally
	91

	a requirement
	to require
	
	
	149

	a similarity
	
	similar
	similarly
	133

	a specification - specificity
	to specify-
	specific specifiable
	specifically
	199


to suffice
sufficient
sufficiently
56
insufficient
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3 Needs analysis
One of the basic assumptions of curriculum development is that a sound ed​ucational program should be based on an analysis of learners' needs. Pro-ceduresjfifri t" mTlect information about learners' needs are known as needs analysis. Needs analysis as a distinct and necessary phase in planning* educational programs emerged in the'1960s as part of the systems approach to curriculum development and was part of the prevalent philosophy of ed​ucational accountablity (Stuffiebeam, McCormick, Brinkerhoff, and Nel​son 1985). If providers of training programs wanted public t pcTt3!? sources of funding in order to provide different kinds of training programs, they were required to demonstrate that a proposed program was a responggJcLa, genuJBfi-Jiesd (Pratt 1980). Subsequently needs analysis developed into something of an industry. Berwick (1989,51) comments:
The need for convincing precision in educational needs assessment was also reinforced during this period by the "behavioral objectives" movement in educational planning, particularly in North America, which insisted on specifying in measurable form all goals of importance within an educational system. The emphasis on precision and accountability clearly influenced the appearance of needs assessment as a form of educational technology and its diversification into a collection of educational research methodologies.
Needs analysis was introduced into language Jeachjn^jhrojigjiJh^ESg fgjSsment (see Chapter 2). From the l9bUs, the demand for specialized language programs grew and applied linguists increasingly began to em​ploy needs analysis procedures in language teaching. By the 1980s, in many parts of the world a "needs-based philosophy" emerged in language teach​ing, particularly in relation to ESP and vocationally oriented program design (Brindley 1984). In this chapter we will examine approaches to needs analysis and consider the purposes of needs analysis, the nature of needs, Who needs analysis is intended for, who the target population is, who collects information, what procedures can be used, and how the informa​tion collected can be used. (Examples of two different needs analyses are given on pages 68-Z1.)
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The purposes of needs analysis
t
Needs analysis in language teaching may be used for a number of different purposes, for example:

f yto find out what language skills a learner needs in order to perform a par​ticular role, such as sales manager, tour guide, or university student
•
to help determine if an existing course adequately addresses the needs of
. potential students

. vto determine which students from a group are most in need of training in particular language skills

•
to identify a change of direction that people in a reference group feel is
important

Qy to identify a gap between what students are able to do and what they need to be able to do

•
to collect information about a particular problem learners are experi​
encing

r„. r    In the case of K-12 ESL programs (e.g., for ESL students in public schools)
Linse (1993) identifies the following purposes for needs analysis:
<• to compile a demographic profile of all the languages and language
'' -^
groups represented by the students

p  -"-     • to assess their level of language acquisition in their native language and ^ "^      in English

.,  c,yj   * to determine their communicative abilities in English -.    '-..    *'to determine their formal knowledge of English . "-^      • to find out how students use language on a daily basis
J*       • to determine what English language skills are necessary to enable
students to participate in ail school and community activities in English
· to find out what prior experiences students have had with formal educa​tion

· to determine the attitudes of the students and tfieir families toward formal schooling and'education

· to find out what preliteracy and literacy skills the students possess
· to ascertain the students' level of cognitive development and acquisition of academic skills in their native language(s)

· to ascertain what cognitive and academic skills students have acquired in English

· to determine the cultural, political, and personal characteristics of students
The first step in conducting a needs analysis is therefore to decide exactly
whaTit|j|^^

restaurant'e^Io^eHiyc'tinducted, the purposes might be:
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· to determine current levels of language proficiency of employees

· to determine how many employees are in need of the language training

· to identify senior restaurant staff's perception of language problems em​ployees have on the job

· to identify employees' perceptions of language difficulties they face on the job

· to ascertain the types of transactions employees typically perform in En​glish

· to determine the language characteristics of those transactions

· to assess the extent to which employees' needs are met by currently avail​able programs and textbooks

In many cases, learners' language needs may be relatively easy to deter​mine, particularly if learners need to leam a language for very specific pur​poses, for example, employment in fields such as tourism, nursing, or the hotel industry. In this case the tasks employees typically carry out in En​glish can be observed and the language needs of those tasks determined. The information obtained can then serve as a basis for planning a training program. In some cases, "needs" also includes students' rights. Linse com​ments:
It is the school's responsibility to take into account the cultural, political, and personal characteristics of students as the curriculum is developed in order to plan activities and objectives that are realistic and purposeful. It is not the responsibility of the school to act on political matters, but it is the school's responsibility to provide equal access to school opportunities and to validate the experiences of all students, regardless of &eir political and/or cultural backgrounds. (Linse, in Hudelson 1993,46)
In other cases, learners' needs may not be so immediate - for example, stu​dents learning English as a secondary school subject in an EFL context. Here English may be a compulsory subject that is considered an important part of a child's general education. However, even though me students may not have any immediate perceptions of needs, curriculum planners will gen​erally have consulted employers, parents, teachers, and o&ers to find out what knowledge of English they expect high school graduates to achieve. In many countries, die introduction of English or anotfier foreign language in elementary or secondary school is based on what curriculum planners consider best for students to study at school in the same way that math, his​tory, and physical education are included in the school curriculum.JL^arn^ ers are not consulted as to whether they perceive a need for such knowledge^_ Jjiejljieeds have been decided for them by those concerned withtheirlong-
Srceivedand pres-
term welfare. NegJiLaxialysis tn^me4ades-tfae-stu-dy ent needs as well as potential and, unrecognized needs.
[image: image16.png]
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">j^r     ) •jf Needs analysis may take place prior to, during, or after a language pro-

/ gram. Much of the literature on needs analysis is based on die assumption mat it is part of the planning that takes place as part of the development of a course. It assumes that time and resources are available to plan, collect, and analyze relevant information for a planned program of instruction. This "a priori" approach to needs analysis requires long-term planning and as​sumes adequate time and resources to devote to needs analysis. Example 1 (pages 68-70) is a needs analysis of this type.

In some cases, however, long-term planning is not an option. Litde may be known in detail about a group of learners apart from the fact that a group of forty-five Mexican civil servants will be arriving in 3 weeks' time and want to work on tfieir language skills. In these circumstances, needs analysis has to be carried out as part of the delivery of the course. Goals, content, and me teaching approach are shaped by information collected during the teaching
1 of the course. Example 2 (pages 70-71) is a needs analysis of this kind. At other times, the bulk of the information that constitutes the needs analysis may be collected after the course is finished. The information col​lected is then analyzed in order to obtain a more comprehensive view of the learners' needs as a basis for evaluating and revising the program (see Chapter 9).

What are needs?
The term needs is not as straightforward as it might appear, and hence the term is sometimes used to refer to wants, desires, demands, expectation, motivations, lacks, constraints, and requirements (Brindley 1984, 28). Needs are often described in terms of a linguistic deficiency, that is, as de​scribing the difference between what a learner can presently do in a lan​guage and what he or she should be able to do. This suggests that needs have objective reality and are simply there waiting to be identified and analyzed. Porcher (1977, in Brindley 1984,29) offers a different perspective: "Need is not a thing that exists and might be encountered ready-made on the street. It is a thing that is constructed, the center of conceptual networks and the . product of a number of epistemological choices (which are not innocent themselves, of course)." What is identified as a need is dependent on judg​ment and reflects the interests and values of those making such a j udgment. Teachers, learners, employers, parents, and omer stakeholders (discussed in the next section) may thus all have different views as to what needs are. For example, in considering the needs of immigrants, representatives of the ma​jority population may see the immigrants' needs as achieving cultural and
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linguistic assimilation as quickly as possible and hence may want a needs analysis to identify the language skills immigrants require in order to sur​vive, and ultimately, assimilate into the dominant culture. The immigrants themselves, however, may see their goals as concerned with communica​tion for survival and independence, particularly economic survival, but may have no wish to assimilate into the dominant culture (Burnett 1998). Auer-bach (1995, 9) has pointed out that English language teaching has often been viewed as a "neutral transfer of skills,- knowledge, or competencies" and that such an approach is based on the needs of social institutions, rather than language learners, and ignores questions of power:
Pedagogical choices about curriculum development, contend materials, classroom processes, and language use, although appearing to be informed by apolitical professional considerations, are in fact inherendy ideological in nature, with significant implications for learners' socioeconomic roles. (Auerbach 1995, 9)
Needs are often described in terms of language needs, that is, as the lan​guage skills needed to survive in an English-dominant society. But as Auer​bach (1995) and others have pointed out, in many cases, particularly that of immigrant minorities in English-dominant societies, such persons also have other kinds of needs. These relate to housing, health care, access to school​ing for their children, access to community agencies and services, and ways of addressing exploitation and discrimination in the workplace. How can the curriculum give learners the linguistic and other resources mey need to understand and access resources they have die right to make use of in the community and to articulate and defend their own rights and interests? Plan​ning an ESL curriculum in this case not only involves identifying students' language needs, but seeks "to enable them to critically examine [the exist​ing order] and become active in shaping their own roles in it" (Auerbach 1995,15). This issue will be examined in more detail when we consider al​ternative curriculum'models and their value, in Chapter 5.
The users of needs analysis
A needs analysis may be conducted for a variety of different users. For ex​ample, in conducting' a needs analysis to help revise the secondary school English curriculum in a country, the end users include:
• curriculum officers in the ministry of education, who may wish to use the information to evaluate the adequacy of existing syllabus, curriculum, and materials
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· teachers who will teach from the new curriculum
· learners, who will be taught from the curriculum
· writers, who are preparing new textbooks
· testing personnel, who are involved in developing end-of-school assess​ments

· staff of tertiary institutions, who are interested in knowing what the ex​pected level will be of students exiting the schools and what problems they face

In the case of a needs analysis conducted by a private institute of language needs of trainee accountants in international accounting firms, the target users might be:

· trainers responsible for designing training programs and materials
· a funding body, such as the local professional society for accountants who are interested in seeing a concrete product as an outcome of their funding
· employers who are interested in improving the job performance of new staff
^

With small-scale needs analysis such as that carried out by a single teacher on his or her class, the audience might consist of the teacher, other teach​ers, and the program coordinator. In cases of large-scale needs analysis, there will be multiple audiences for the results of a needs analysis. Deter​mining the likely audiences is an important first step in planning a needs analysis in order to ensure that the information they need is obtained and that the needs analysis will have the impact it is designed to have. Stuffle-beam et al. (1985, 25) comment; "It is important to remember that not all key audiences are likely to be identified at the start of a study. Also, it is en​tirely possible that the relative importance of various audiences will change during the study."

Needs analysis can thus have a political dimension. It can be used to sup​port a particular agenda, for example, by giving priority to one group to the exclusion of others within a population or in order to justify a decision that has already been made on economic or other grounds. For example, an employer might want to use information from a needs analysis to justify replacing certain staff rather than investing in providing for retraining. In any situation where needs analysis is being undertaken, there are thus dif​ferent stallholders, that is, those who have a particular interest or involve-
_ ment in the issues or programslKaTaTe^3e1uig examined^and itlslmporHht 'Sfrttyjpjggt a sense prjgnat^aex&digejemt agendas areTConnellyand Clan-dinin^l9881_124) define a stakeholder asJVperson or group of persons v/jArr-"
"a right to comment on, and have mpuTintoTthe curriculum process offered
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in schools." Different stakeholders will want different things from the cur​riculum. Connelly and Clandinin (1988, 131-132) suggest that when a group of persons are working on a curriculum committee or trying to solve a curriculum problem they should think of the'planning process as a cur​riculum stakeholder situation and ask the following questions:
1. What is the purpose of the curriculum situation?
2. If there is a group, what is the makeup of the group?
3. Who set up the project?
4. How were the group's membership and purpose established?
From the answers to these questions, further questions follow:
1. How accountable am I to this stakeholder?
2. How much will this stakeholder be affected by my decision?
3. How much risk is there in ignoring this stakeholder?
4. How much right has this stakeholder to direct my action?
The target population
The target population in a needs analysis refers to the people about w,hom information will be collected. Typically, in language programs these will be ■ language learners or potential language learners, but others are also often involved depending on whemer they can provide information useful in meeting the purposes of the needs analysis. For example, in conducting a needs analysis to determine the focus of an English program in public sec​ondary schools in an EFL context, the target population might include:
· policymakers

· ministry of education officials
· teachers
· students
· academics
· employers
· vocational training specialists
· parents
· influential individuals and pressure groups
· academic specialists
· community agencies
Within each target group, subcategories of respondents might be needed to provide different perspectives on needs. For example, in conducting a needs
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analysis of students studying foreign languages at a New Zealand univer​sity (Richards and Gravatt 1998), the following categories of students were included to help determine students' motivations for selecting a language course, dropping a language course, or choosing not to take a language course:

*
students currently enrolled in a foreign language course
•
students previously enrolled but no longer studying a language
j ■ students who have never studied a foreign language
In determining the target population, an important issue is that of sampling. In some cases, the population is small enough for every learner to be in​cluded in the sample. In other cases, this approach is not feasible and so decisions must be made about the size of the sample to be included in a needs analysis. Sampling involves asking a portion of-the potential popula​tion instead of the total population and seekVto create a sample that is rep​resentative of the total population. Elley (1984) points out that a number of factors influence the approach to sampling, such as the homogeneity of the population in terms of the kinds of skills, attitudes, or knowledge being sought or the need to study subgroups within the sample - for example, based on sex, language group, or other factors. Where the target population is large, specialized advice is often needed to determine what approach to sampling best suits the purpose of the study and the sources of information available.

Administering the needs analysis
Planning a needs analysis involves deciding who will administer the needs analysis and collect and analyze the results. Needs analyses vary in their scope and demands, from a survey of a whole school population in a coun​try to a study of a group of thirty learners in a single institution. Sometimes a team of personnel is assembled specifically for the purpose of doing the analysis; at other times two or three interested teachers may be the only ones involved. For example, in a needs analysis of the language needs of non-English-background students studying at a New Zealand university (see Ap​pendix 3), the following were involved:

· the research team made up of two academics and a research assistant
· colleagues in different departments who discussed the project and re​viewed sample questionnaires

· students who piloted the questionnaire
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· academic staff of the university who administered some of the question​naires

· secretarial support involved in preparing questionnaires and tabulating data

In some language programs, informal needs analysis is part of a teacher's ongoing responsibilities. Shaw and Dowsett (1986) describe this approach in the Australian Adult Migrant Education Program:

Informal needs assessment deals with the informal negotiations that take place between class teachers and students in the form of chats with either individual students, groups of students, or the whole class in order to select a focus for the class and create group cohesion by establishing a coincidence of learning needs. ... Informal needs assessment is normally the main task of the classroom teacher
during week one of the course
[It] is a necessary component of information
retrieval on students' learning needs and should be recorded. It can subsequently be used as an input for aims and objectives setting and for devising course outlines. (Shaw and Dowsett 1986,47-49)

Information collected in this way may complement information collected through more formal means.

Procedures for conducting needs analysis .
A variety of procedures can be used in conducting needs analysis and the^ kind of information obtained is often dependent on the type of procedure selected. Since any one source of information is likely to be incomplete or partial, a triangular approach (i.e., collecting information from two or more sourcesl^^^f^Ho^^^any different sources of information should be sought. For example, when a needs analysis of me writing problems en​countered by foreign students enrolled in American universities is con​ducted, information could be obtained from the following sources:
· samples of student writing
· test data on student performance
· reports by teachers on typical problems students face
· opinions of experts .
· information from students via interviews and questionnaires
· analysis of textbooks teaching academic writing
· survey or related literature    ■
· examples of writing programs from other institutions
· examples of writing assignments given to first-year university students
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Procedures for collecting information during a needs analysis can be se​lected from among the following:

Questionnaires
Questionnaires are one of the most common instruments used. They are rel​atively easy to prepare, they can be used with large numbers of subjects, and they obtain information that is relatively easy to tabulate and analyze. They can also be used to elicit information about many different kinds of-issues, such as language use, communication difficulties, preferred learning styles, preferred classroom activities, and attitudes and beliefs,
Questionnaires are either based on a set of structured items (in which the respondent chooses from a limited number of responses) or unstructured (in which open-ended questions are given that the respondent can answer as he or she chooses). Structured items are much easier to analyze and are hence normally preferred. Appendix 2 illustrates a questionnaire designed as a ba​sis for planning courses in Cantonese for non-Chinese residents of Hong Kong. It seeks information on, the following:

· situations in which Cantonese could be used
· self-assessment of current proficiency level in Cantonese
· previous experience of Cantonese courses
-
views on textbooks for learning Cantonese
· views on approaches to teaching Cantonese
· learning-style preferences
-
views on Cantonese as a language
fA disadvantage of questionnaires, however, is that the information obtained 'may be fairly superficial or imprecise and will often need follow-up to gain ja fuller understanding of what respondents intend. It should also be recog​nized that there are many badly designed questionnaires in educational re​search, and it is advisable to become familiar with the principles of good questionnaire design to ensure that the information obtained is reliable. Pi​loting of questionnaires is essential to identify ambiguities and other prob​lems before the questionnaire is administered. Some issues involved in the design of questionnaires are given in Appendix 1.

Self-ratings
These consist of scales that students or others use to rate their knowledge or abilities. (Self-ratings might also be included as part of a questionnaire.) For example, a student might rate how well he or she can handle a job in-
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terview in English. The disadvantage of such an instrument is that it provides only impressionistic information and information that is not very precise.

Interviews
Interviews allow for a more in-depth exploration of issues than is possible with a questionnaire, though they take longer to administer and are only fea​sible for smaller groups. An interview may often be useful at the prelimi​nary stage of designing a questionnaire, since it will help the designer get a sense of what topics and issues can be focused on in the questionnaire. A structured interview in which a set series of questions is used allows more consistency across responses to be obtained. Interviews can be conducted face-to-face or over the telephone.

Meetings
A meeting allows a large amount of information to be collected in a fairly short time. For example, a meeting of teachers on the topic "students' prob​lems with listening comprehension" might generate a wide range of ideas. However, information obtained in this way may be impressionistic and sub​jective and reflect the ideas of more outspoken members of a group.
Observation
Observations of learners' behavior in a target situation is another way of as​sessing their needs. For example, observing clerks performing their jobs in a bank will enable the observer to arrive at certain conclusions about their language needs.

However, people"often do not perform well when they are being ob​served, so this has to be taken into account. In addition, observation is a spe​cialized skill. Knowing how to observe, what to look for, and how to make use of the information obtained generally requires specialized training.
Collecting learner language samples
Collecting data on how well learners perform on different language tasks (e.g., business letters, interviews, telephone calls) and documenting the typ​ical problems'they have is a useful and direct source of information about learners' language needs. Language samples may be collected through the following means:
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· written or oral tasks: Examples of students written or oral work are col​lected.

· simulations or role plays: Students are given simulations to carry out and their performance is observed or recorded.

· achievement tests: Students are tested for their abilities in different do​mains of language use.

· performance tests: Students are tested on job-related or task-related behaviors, such as "how well a job interview can be carried out in English."

Task analysis
This refers to analysis of the kinds of tasks the learners will have to carry out in English in a future occupational or educational setting and assess​ment of the linguistic characteristics and demands of the tasks. For exam​ple, a hotel employee might have to perform the following tasks in English:
· greet hotel guests
· inquire about their accommodation needs
· inform them of accommodation available at the hotel
· help mem make a suitable choice of accommodation
· handle check-in procedures
Berwick (1989,57) observes: 'The emphasis of target situation analysis is on the nature and effect of target language communications in particular sit​uations (in offices, on assembly lines, in meeting rooms, in content-area classrooms, for example). Expert analysis of communication establishes standards against which current performance can be gauged." Once target tasks have been identified, their linguistic characteristics are determined as a basis for designing a language course or training materials.
Case studies
With a case study, a single student or a selected group of students is fol​lowed through a relevant work or educational experience in order to deter​mine the characteristics of that situation. For example, a newly arrived im​migrant might be studied for three months, during which time the student keeps a log' of his or her daily language experiences in English, the situa​tions in which the language is used, and the problems he or she encounters. Although'it is generally not possible to generalize from a case study, it pro​vides a very rich source of information that may complement information obtained from other sources.
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Analysis of available information
In any situation where a needs analysis is needed, a large amount of rele​vant information is generally available in various sources. These include:
· books
· journal articles

· reports and surveys
· records and files
An analysis of available information is normally the first step in a needs analysis because there are very few problems in language teaching that have not been written about or analyzed somewhere.

Designing the needs analysis
Designing a needs analysis involves choosing from among die various op​tions discussed above and selecting those that are likely to give a compre​hensive view of learners' needs and that represent the interests of the dif​ferent stakeholders involved. Decisions Jiav.e.4o-ie~made_oji_thejJractical procedures involved in collecting, organizing^analyzing, and reporting the^ information cHlectSOns^naportant to make sure that the needs analysis doeTncTpToduce an information overload. There needs to be a clear reason ^rji^pjiecting different kinds of mformations_o_asjo_ensure matronly infor-" mation that_will actuallybe used is collected. In investigating the language" nee3s"of non-Englisli^blck^romid~lu7dents at a New Zealand university (Gravatt, Richards, and Lewis 1997), the following procedures were used:
1. Utentorejurvey_
2. analysis of a wide range of survey questionnaires
3. contact with others who had conducted similar surveys
4. interviews with teachers to determine goals
5. identification of participating departments
6. presentation of project proposal to participating departments and iden​tification of liaison person in each department
7. development of a pilot student and staff questionnaire
8. .review of die questionnaires by colleagues
9. piloting of die questionnaires
10. selection of staff and student subjects
11. developing a schedule for collecting data
12. administration of questionnaires
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13. follow-up interviews with selected participants
14. tabulation of responses
15. analysis of responses
16. writing up of report and recommendations
In smaller-scale needs analysis such as that of a teacher or group of teach​ers assessing the needs of'new groups of students in a language program, needs analysis procedures may consist of:

· initial questionnaire
· follow-up individual and group interviews
· meetings with students
· meetings with other teachers
· ongoing classroom observation
· tests
Making use of the information obtained
The results of a needs analysis will generally consist of information taken from several different sources and summarized in the form of ranked lists of different kinds. For example, it might result in lists of the following kind:

· situations in which English is frequently used
· situations in which difficulties are encountered
· comments most often made by people on learners' performance
· frequencies with which different transactions are carried out
· perceived difficulties with different aspects of language use - preferences for different kinds of activities in teaching
· frequencies of errors made in different types of situations or activities " common communication problems in different situations
· suggestions and opinions about different aspects of learners' problems
· frequencies of linguistic items or units in different texts or situations
One of the findings of a needs analysis of problems of ESL students at​tending university lectures was a list of the frequency with which students experienced difficulties with speaking and listening skills (Gravett et al. 1997,36). The most common difficulties reported were (by rank):
1. large-group discussions
2. class discussions
3. interactions with native speakers
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4. out-of-class projects
5. small-group work
6. demonstrator interactions
7. class participation
However, such a listing provides little useful information about the precise 'type of problems the learners experience in relation to each event. Even if more detailed information had been provided, the results would grin b^ im-_ pressionistia For example, in relation to event 1 (large-group discussions), more detailed information could have been sought, from which a further listing might have resulted - the most difficult aspects of taking part in group discussions. Johns and Johns (1977) provide such a list based on a needs analysis of problems students have with discussions. The most fre​quent difficulties were:

1. comprehension of spoken English ('they speak too fast'; 'they mumble'; 'vocabulary is idiomatic')
2. the pressing need to formulate a contribution quickly ('I can't think what to say')
3. shyness about the value of a contribution ('I might say sometiiing wrong*)
4. inability to formulate an idea in English ('I don't know how to say it in English')
5. awareness that a given function may be realized in different ways ('I don't know the best way to say it')
6. frustration about being unable to enter the discussion ('some students speak too much*) (Johns and Johns 1977)
Yet even with this more detailed breakdown no direct application to pro​gram design is possible. In order to develop aims and objectives that ad​dressed each problem, more analysis and research would be needed to fur​ther understand what is implied by "comprehension of spoken English" and before the information obtained could be used in course planning^T^point^ here is that there is no direct application of the information obtained from jieeds analysis. Although the im^rmaadrigathered is useful, it still hasjo be^ Subjected to a great deal of interpretation before it can be usefully applied in program_DlannJng.

In the course of carrying out a needs analysis, a large number of poten​tial needs may be identified. However, these needs will have to be priori​tized because not all of them may be practical to address in a language pro​gram, or perhaps the time frame available in the program is suitable for addressing only a portion of them. And die mere fact that needs have been
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identified does not automatically imply that changes will have to be made in the curriculum. First, the existing curriculum (when there is one) has to be examined to see to what extent the needs mat have been identified are being met. Decisions will therefore have to be made concerning which of the needs are critical, which are important, and which are merely desirable. In addition, some needs will be immediate and others longer-term. For some, solutions will be feasible; for others, they may be impractical.
Jx is also important to remember rha^ because needs are not objective facts_
but subjective interpretations of information from a large variety of sources,
1 great rigai Ot consultation k nflfiriftti wifh rhp-j^rimi^aak^n1deTS_tn^en-
surethat the conclusions^i^wn fron^r^
appropriate and
relevant. It often happens that some of the information may be. contradic​tory^ Stufflebeam et al. (1985, 1X1) remind us:

The process of analysis [of the results of a needs analysis] involves efforts that are thoughtful, investigatory, systematic, and carefully recorded so that they can be replicated and reviewed. The primary goal of analysis is to bring meaning to the obtained information and to do so in the context of some philosophy, relevant perspectives, and value positions dmt may be in conflict.

Thus, for example, in a needs analysis as part of curriculum renewal in a state education system, different views of problems in the curriculum emerged. A number of different points of view emerged as to what should be changed:

· learners' view: more support for learning needed and reduction of the amount of materials they had to study

· academics' view: better preparation for tertiary studies needed in terms of reading and writing skills

· employers' view: better preparation for employment required in terms of basic communication skills

· teachers' view: better grasp of grammar needed by .learners
Brindley (1989) discusses differences between learners' and teachers' views of needs and suggests the need for a negotiation process in order to satisfy and clarify each other's assumptions. The same is true of other stakehold​ers in the curriculum.

Where there are several different audiences for the needs analysis (e.g., teachers, administrators, a funding body), the information obtained will have to be analyzed - and analyzed in a form that suits each group's inter​ests. One group may require a brief overview of the findings while another may be interested in detailed findings. The format for reporting the findings may also vary. For example, it might include:
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· a full written document
· a short summary document
· a meeting
- a group discussion " a newsletter

Needs analysis thus produces information that can be used in different ways. For example:

· It may provide the basis for the evaluation of an existing program or a component qfa program.

· It may providethe basis for planning goals and objectives for a future pro​gram..
"       -

· TTrnay assist with, developing tests and other assessment procedures.
· It can help with the selection of appropriate teaching methods in a pro​gram.

· It may provide the basis for developing a syllabus and teaching materials for a course.

· It may provide information that can be used as part of a course or pro​gram report to an external body or organization.

In none of these cases, however, is there a direct route from needs analysis to application. Some of these applications will be discussed in me chapters that follow. Although a major application of needs analysis is in the design of language programs, before a program can be designed additional infor​mation is needed on factors that can have an impact on the program. The identification of these factors and the assessment of their likely impact form the focus of Chapter 4.

Discussion questions and activities
1. Heeds analysis is very applicable in situations where students have very specific language needs. However, it can also be used in situations where learners' needs are not so specific, as in the case of students learning English as a foreign language in a school setting. What might the focus of a needs analysis be in this situation?
2. If you were planmng a needs analysis for the situation in which you teach, what information would you seek to obtain?
3. Discuss the concept of "stakeholders" in planning a needs analysis in re​lation to a context you are familiar with. How can the concerns of dif​ferent stakeholders be addressed?
68   Chapter 3
4. If you were designing a needs analysis for secretaries working in busi​ness offices, what target population would you include in the needs analysis? What kind of information would you need from each mem​ber of the target population?
5. Suggest four different needs analysis procedures that could be used to collect information about the language needs of hotel telephone oper​ators. What are the advantages and limitations of each procedure?
6. Suggest situations in which a case study would provide useful infor​mation during a needs analysis.
7. Design a short questionnaire designed to investigate the language needs of tour guides. What issues will the questionnaire address? What type of items will you include in the questionnaire?
8. Critique the questionnaires in Appendixes 2 and 3 and suggest any im​provements you think could be made to them.
9. Prepare a set of questions to be used in a structured interview for use in a needs analysis of the language needs of immigration officers at an airport.
10. Choose an occupation that you are familiar with or that you would be able to observe and prepare a task analysis of the tasks typically car​ried out by people in that occupation. Suggest the language require​ments of each task.

Examples of needs analyses
Example 1: Needs analysis of non-English-background students and their English language needs at the University of Auckland
This is an example of needs analysis conducted in order to evaluate whether currently available language courses meet the needs of non-English-back​ground learners at the university.

CONTEXT
'     ~
The University of Auckland, Auckland, New Zealand. The largest of New Zealand's seven universities with a student population of some 26,000 in 1997.

BACKGROUND
The number of students for whom English is a second language has in​creased steadily since 1990, and continues to do so. In some faculties as many as 30 percent of the students are ESL students.
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· The English competence of these students on entry varies considerably.
· A previous small-scale report within the university, addressing the issue of English-language skills of students and entrance requirements, strongly indicated mat more data were needed regarding the problems experienced by ESL students.

· This prompted a needs analysis initiated to assess these problems, using two questionnaires to survey staff and ESL students' perceptions across the university.

· The study looked at die language demands placed on ESL students, prob​lems, experiences, and suggestions for improving the situation.
METHOD
Staff questionnaire ' This included some questions from similar instru​ments developed in other institutions, as well as others specific to issues at the university. The questions were organized into the following sections.
· background information concerning the course or paper the lecturer was describing

· overview of problems experienced by ESL students in the course/paper
· linguistic demands of the course/paper in the areas of listening, speaking, reading, writing, as well as the difficulties experienced by the students in these areas

· suggestions as to which language skills should be focused on in courses for ESL students

· modifications made in teaching or in examinations as a result of the dif​ficulties experienced by ESL students

The questionnaire was piloted and revised before it was distributed. Re​spondents were identified by the heads of all fifty-one departments at the university. The results were analyzed overall and by faculty.
Student questionnaire (see Appendix 3) The student questionnaire was a modified version of the staff quesdonnaire. The structure was similar but with less emphasis on language expectations and greater emphasis on prob​lems being encountered. The questionnaire was piloted before distribution. The questionnaire was distributed to students enrolled in all courses that were identified in die staff questionnaire as having a high'proportion of ESL students. In all, 302 student questionnaires were completed.
PRODUCT
A fifty-seven page report was produced that described the results of the two
survey questionnaires together with a series of recommendations.
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Example 2: A curriculum guide and teaching kit for tutors of English as a second language teaching Vietnamese refugees in London
This is an example of needs analysis "on the run," that is, conducted as part of the process of teaching and developing a course.

CONTEXT
As a result of the arrival of large number of Vietnamese refugees in Lon​don, the Kensington Institute in conjunction with the Inner London Educa​tion Authority Language and Literacy Unit planned an ESL program for the refugees. Six teachers and a tutor in charge were appointed to manage the program,- with time budgeted to plan a syllabus, develop materials, and co​ordinate the program.

METHOD
Syllabus frameworks On the basis of experience of students with similar needs, ten topic areas were chosen as the basis for the program.
	Personal information
	Work

	Shopping
	Services

	Health and welfare
	Education

	House and home
	Social

	Travel
	Food and drink


This was a starting point for the program to be revised in the light of ongo​ing information about the students' needs identified during the teaching of the program. Situations were then selected from the topic areas and the lan​guage needs of each situation predicted. This resulted in provisional syl​labus frameworks organized by topic.

Student profiles In, order to develop the program, records were kept of in​formation garnered during teaching, resulting in the building up of student and class profiles. The class profiles documented previous learning experi​ence, strengths and weakness of each student, common areas of interest, in​dividual and group needs, and reflected areas that would'be useful to focus on in that class.

Cultural comparisons Information was also collected through observa​tion, discussions, and interviews on cultural differences between Viet​namese and British people with regard to such things as family relation-
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ships, old age, work, and leisure to help identify differences between the so​cial norms in the two cultures. This information then fed into the course con​tent.

PRODUCT
The project resulted in the preparation of a 156-page tutors' kit that con​tained the following elements:

a) description of the planning process
b) syllabus frameworks
c) discussion of teaching techniques and activities
d) literacy guidelines
e) worksheets
/) aids and materials

g) discussion of problem areas in English for speakers of Vietnamese
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Appendix 1    Designing a questionnaire
The following questions need to be considered in designing a questionnaire.
1.
Preliminary questions
a) Will it be useful to carry out some interviews before designing the ques​tionnaire, in order to get a sense of appropriate topics and issues?
b) How large will the sample be? Is it representative of the whole popula​tion information is needed about?
c) How will the questionnaire be piloted?
d) How will it be administered (e.g., by mail, self-administered, or group-administered)?
2.
The types of information asked for
a) Is die question really necessary? How will the information it provides be used?
b) Are other questions needed on this issue?
c) Can the respondents answer this question? Do they have sufficient in​formation (e.g., to answer a question such as "How much English do your students use outside of class?")?
d) Should the question be made more specific and more closely related to the respondents' personal experience?
e) Is the question biased in one direction? (E.g., "Do you agree that a com​municative approach is the best way to teach a language?")
f) Will the respondents be willing to give the information asked for? (E.g., "Does your teacher know how to teach English?")
g) Is it appropriate to ask this question? (E.g., "How old are you?")
3.
How the questions are worded
■   -
d) Can the question be understood? Is the wording unambiguous? 6) Can the question be shortened? (Aim for not more man 20 words.)
c) Does it contain vocabulary likely to be known by the learner?
d) Does the question contain any unstated assumptions? (E.g„ "In your col​lege English course, did you... ?")
e) Are there any prestige questions, that is, which students are likely to try to answer to give a good impression of themselves? (E.g., "Have you used the things you have been taught out of class?")
/) Is the wording biased or emotionally loaded in any way?
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g) Would a more personalized (or less personalized) version of the ques​tion be better?

k) Is the answer to the question likely to be influenced by the content of preceding questions?

4. The type of items in the questionnaire
a) Open question: one that can be answered freely and where no kind of choice is required in the answer
b) Closed question: one that is answered by choosing alternatives provided
c) Checklist: a set of terms that describe different attributes or values
d) Rating scale: a value is given on a scale (e.g., between "strongly agree" and "strongly disagree")
e) Ranking: items are ranked (e.g., from 1 to 9) according to some criteria
f) Inventory: a list that the respondents mark or check in some way
Appendix 2    Needs analysis questionnaire for Cantonese learners
Questionnaire used in needs analysis of learners of Cantonese in Hong Kong (from Li and Richards 1995).

Part A
In what situations is Cantonese (or would Cantonese be) useful for you?
Please check die appropriate column.
Al.     Buying things in stores and supermarkets.
A2.     Buying things in the market place.
A3.     Getting information about services and goods
I want to buy. A4.     Ordering food in a restaurant/canteen/cafeteria. A5.     Taking a taxi. A6.     Taking other public transport A7.   - Asking for directions. A8.     Talking to colleagues at work. A9.     Talking to office personnel at work. A10.   Talking to neighbours.




	Very
	
	Not

	useful
	Useful
	useful

	□
	□
	□

	□
	D
	□

	□
	□
	□

	□
	□
	□

	D
	□
	□

	□
	□
	D

	□
	□
	□

	□
	□
	□

	□
	□
	D

	□
	□
	□
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All.
Talking to children.
A12.
Talking to friends.
A13.
Having casual conversations with people.
A14.
Talking to students.
A15.
Talking to a (Cantonese-speaking)
domestic helper.
A16.
Talking to workers in my place of residence.
A17.
Talking to electricians, plumbers, etc.
A18.
Receiving telephone calls.
A19.
Making telephone calls.
A20.
Joining hobby or interest group.
A21.
Playing sports and participating in social clubs.
A22.
Watching TV or movies.
A23.
Listening to the radio.
A24.
Listening to Cantonese music.
A25.
Visiting friends' homes.
A26.
Visiting different parts of the territory.
A27.
Visiting Guangdong province.
A28.
Making travel arrangements.
A29.
Using Cantonese in situations related to
my work..
Please explain:




	Very
	
	Not

	useful
	Useful
	useful

	n
	D
	□

	n
	. [J
	Lj

	n
	f 1
	LI

	n
	N
	U

	□
	u
	U

	□
	D
	D

	N
	i
i
	LI

	n
	□
	LI

	n
	[j
	U

	a
	U
	U

	n
	N
	I..I

	n
	N
	D

	n
	□
	U

	n
	N
	LI

	n
	N
	LI

	n
	A
	U

	n
	N
	L1

	n
	N
	LI

	□
	D
	U


Othen
PartB
From the list above please choose five that are the most important for you. Write
the numbers below.
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PartC
If you already speak some Cantonese, please indicate your present level of ability
in Cantonese:
CI. Baste (lower): know a few words and fixed expressions; cannot manage con​versational exchanges; respond to question and answer exchanges on a few topics; very limited vocabulary, grammar, and knowledge of idioms; pronun​ciation heavily influenced by motfier tongue.
C2. Basic (upper): know a limited number of common words and expressions; able to manage limited, short conversations on a few predictable topics; sur​vival level' knowledge of vocabulary, grammar, and idioms; pronunciation heavily influenced by mother tongue.
C3. Intermediate (lower): reasonable fluency on a restricted range of topics but difficulty outside a limited range of topics; many problems with words, id​ioms, grammar, and pronunciation.
C4.   Intermediate (upper): can manage comfortably in familiar situations and with  ' familiar topics, though still some difficulty with vocabulary, idioms, grammar, and pronunciation.
C5. Advanced: able to converse fluently and naturally on most topics; little diffi​culty with vocabulary, idioms, grammar, and pronunciation.
C6.   If you have studied Cantonese, please indicate under what circumstances.
(a) I took a course.
(b) I studied with a private tutor.
(c) I picked up Cantonese informally.
Other:      

.
__
C7.   If you attended a formal course, please indicate the length and frequency of the course (e.g., 6 weeks, 3 hours per week).
C8.   How useful was the course? (Please circle your choice.)
Very useful           Somewhat useful           Not useful
Please explain: 
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C9.   If you have used one or more textbooks, please indicate the name of each text and how useful or otherwise it was:
Name of text
(a) (b) (c) (d)



	Very
	
	Not

	useful
	Useful
	useful

	n
	N
	n

	n
	n
	■L"J

	n
	CJ
	U

	□
	U
	u


CIO. To what would you attribute your present level of ability in Cantonese?
Very  Somewhat   Not true        true       true
(a) I attended a useful course.

(b) I studied with a private tutor.
(c) I make every effort to use Cantonese.
(d) I enjoy studying Cantonese.
(e) I need Cantonese for my job.
(f) I am, a good language learner.
(g) I get a lot of help from Cantonese-speaking friends.
(h) I spend a lot of time on Cantonese.



	n
	n
	□

	n
	ri
	i j

	n
	n
	n

	n
	n
	u

	n
	D
	u

	n
	r i
	i j

	□
	□
	a


D     □    □
Other
Cll. What activities or experiences were most helpful in your study of _ Cantonese? Please elaborate.
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PartD
If you have studied Cantonese before, but have since stopped studying Cantonese
please complete Part D below by checking the appropriate box.
I have studied Cantonese before, but I stopped because of the following reason(s):
	Very  Somewhat   Not true        true       true
□"
	u
	n

	u
	u
	n

	u
	u
	□

	n
	□
	n

	n
	n
	n

	D
	□
	□

	n
	□
	n

	u
	u
	■□


Dl.   I did not have time to continue.
D2.   I felt that I was not making any progress.
D3.   I was not given any opportunity to use
Cantonese outside the classroom. D4.   The lessons were not useful because:
□   □   □
D    □    □
(a) We were not taught things mat I could use.
(b) I found the language too difficult to master.
(c) I found the pronunciation too difficult to master.
(d) I found the grammar too difficult to master.
(e) I found the vocabulary too difficult to master.
D5.   The teacher did not know how to teach
	□
	□
	n

	[J
	LI
	n

	D
	□
	n

	U
	U
	D


Cantonese. D6.   I did not like the teaching methods used. D7.   The materials were:
(a) too difficult.
(b) not relevant to my needs.
(c) not interesting.
(d) not challenging.
Other
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PartE
Have you ever used the following activities in studying Cantonese? If you indicate
yes, how useful were they?
Very
Not
useful    Useful    useful
	n
	n
	■D

	n
	□
	□

	D
	n
	n

	□
	D
	n

	n
	n
	n

	n
	□
	□

	□
	□
	□

	n
	n
	n

	n
	□
	□

	□
	D
	□

	□
	□
	□

	n
	n
	□

	n
	D
	□

	□
	D
	□

	□
	□
	□

	□
	D
	□

	□
	n
	□

	D
	p
	□

	□
	□
	n

	□
	□
	□

	□
	□
	□

	□
	□
	n


El.   Practising dialogues from a book. E2.   Practising drills on tones, sounds, and
grammatical patterns. E3.   Free conversation with native speakers. E4.   Free conversation with other learners of
Cantonese. E5.   Memorizing bilingual vocabulary lists. E6.   Studying Cantonese textbooks at home. E7.   Studying the grammar of Cantonese. E8.   Studying the tone system of Cantonese. E9.   Studying the difference between English and
Cantonese. E10. Doing pair-work exercises. Ell. Doing group-work exercises. E12. Doing translation exercises. E13. Writing down Cantonese using a rotnanized
system. E14. Watching TV in Cantonese at home. E15. Watching or listening to people speaking
Cantonese around me. E16. Using cassettes at home. E17. Talking to friends in Cantonese. E1S. Trying to use Cantonese whenever I have
the opportunity. El9. Putting myself in situations in which I will
be forced to speak in Cantonese. E20. Making myself understood even if I make a
lot of mistakes. E21. Speaking a good Cantonese without making
mistakes in grammar or pronunciation. E22. Studying with a private tutor.
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Other:
PartF
In class or with a tutor, I would like my teacher to:
	No
	A little
	Good
	Best

	No
	A little
	Good
	Best

	No
	A little
	Good
	Best

	No
	A little
	Good
	Best

	No
	A little
	Good
	Best

	No
	A link
	Good
	Best


Fl.    explain new grammar points before
practising them. F2.    practise before explaining new grammar
points. F3.    correct any mistakes I made in front of
others immediately.
F4.    correct my mistakes of grammar.
F5.    correct my mistakes of pronunciation.
F6.    use Cantonese only.
F7.    use both English and Cantonese.
No     A Utile     Good      Best
PartG
What are your feelings about Cantonese as a language?
	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true
	True
	Not true

	Very true Very true
	True True
	Not tree Not true


Gl.   Cantonese is a language with a rich
vocabulary.. G2.   Cantonese is made up of many colloquial
expressions. G3.    Cantonese is made up of many idioms. G4.   Cantonese is a very difficult language. G5.   Cantonese is a language with a lot of
grammar. G6.   Cantonese is a language where pronun​ciation is very important. G7.   Cantonese is a language where rhythm
and intonation are important. G8.   Cantonese is a very useful language in
Hong Kong. G9.    Cantonese is a fascinating language. GIO. Cantonese is a beautiful sounding language. Gil. Cantonese is a polite language. G12. The rhythm and intonation of Cantonese
are pleasing to my ears. G13. Cantonese is a harsh sounding language. G14. Cantonese is a vulgar sounding language.
Other:
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Appendix 3    Needs analysis questionnaire for non-English-background students
Student questionnaire used at the University of Auckland, New Zealand (from Gravatt, Richards, and Lewis 1997).
Institute of Language Teaching and Learning
NEEDS ANALYSIS OF ENGLISH AS A SECOND LANGUAGE STUDENT-STUDENT VERSION
This questionnaire is part of a project being carried out by the Institute of Language Teaching and Learning to determine what the language needs of students whose first or dominant language is not English (ESL students) attending die University are, whether these are being adequately met and, if not, what can be done better. For this purpose the opinions of both staff and students in a variety of departments are be​ing surveyed. It would be appreciated if you could complete this questionnaire, which should take approximately 20 minutes.
The terra 'N/A' is used in this questionnaire. It means 'Not applicable' and is the appropriate response if a question does not apply to you.
With which of the following groups do you identify? (please tick the appropriate box):
Q   Pacific Island-which?    |
1
I   J   Asian - which country?   1
1
LJ   Other (please specify):     |
J
How many years have you been studying at Auckland University  .
.
(including 1997)?
I
I
What is your current course of study?    |
|
Please complete this questionnaire with regard to the course you have speci​fied here.
A. Overview of Skills Needed and Difficulties Encountered
In your course of study, how often are you expected to use the following skills? (please circle):
Very often        Often        Sometimes         Rarely
Never
Reading                    1                   2                "3                    4
5
Writing                   12                 3                   4
5
Speaking                   12                   3                    4
5
Listening                  1-2                   3                    4
5
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How often do you have difficulty with each of these skills? (please circle):
	
	Very often
	Often
	Sometimes
	Rarely
	Never

	Reading
	1
	2
	3
	4
	5

	Writing
	1
	2
	3
	4
	5

	Speaking
	1
	2
	3
	4
	5

	Listening
	1
	2
	3
	4
	5


B. Genera! Statements
Please circle the appropriate response:
How important to success in your course of study are the following abilities?
	1.
Listening to English
2.
Speaking English
3.
Writing English
4.
Reading English
	High 1 1 1 1
	Moderate 2          3           4 2          3           4 2          3           4 2          3           4
	Low 5 5 5 5

	How important to success in your field after graduation are the following abilities?

	1.
Listening to English
2.
Speaking English
3.
Writing English
4.
Reading English
	High 1 1 1 1-
	Moderate
2          3           4
2          3           4
2          3           4
■2          3           4
	Low 5 5 5
5


C. Speaking and Listening Skills How often do the following happen to you?
Always     Often
1
1. Receive low grades in tasks involving class participation.
2. Have difficulty working in small groups during class.
3. Have difficulty working with other students oh out-of-class projects.
4. Have trouble leading class discussions.
5. Have difficulty partici​pating in large group discussions or in debates.

Sometimes 3

Never 4
4-

N/A 5
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6. Have difficulty interacting with student demonstrators in labs, tutorials, etc.
7. Struggle with out-of-class assignments which require interaction with native speakers of English.

Always
1

Often 2

Sometimes 3

Never 4

N/A 5
D. Speaking Skills
How often do the following happen to you?
Always     Often
1. Have difficulty giving
1
2 oral presentations.
2. Have trouble wording
1
2 what you want to say
quickly enough.
3.
Worry about saying
1
2
something in case you
make a mistake in your English.
4. Not know how to say
1
* something in English.
5. Not know the best way to       1
2 say something in English.
6. Have difficulty with your       1
2 pronunciation of words.
7. Find it difficult to enter
1
2 discussion.
8.
Other (please specify):
1
2

Sometimes 3
3
3 3 3 3 •-

Never 4

N/A 5
E. Listening Skills
How often do the following happen to you?
Always     Often     Sometimes     Never
1. Have trouble under​
standing lectures.
12
3
4

N/A 5
[image: image17.png]


Needs analysis    83
Always      Often     Sometimes     Never
2. Have trouble taking
1 effective notes.
3. Have to ask staff questions   1 to clarify material you
have been taught.
4. Have trouble under-
1 standing lengthy descriptions in English.
5. Have trouble under-
1 standing spoken instructions.
6. Have'trouble under-
1 standing informal language.
7. Have trouble under-
1 standing the subject matter of a talk,
i.e., what is being talked about.
8.
I also have difficulty
1
widi (please specify):

N/A 5
I have problems understanding lecturers or other students because:
Often       Sometimes        Never
	9. They talk very fast
	1
	2
	3

	10. They talk very quiedy.
	1
	2
	3

	11. Their accents or pronun-
	1
	2
	3

	ciation are different from
	
	
	

	what I am used to.
	
	
	

	12. More than one person is
	1
	2
	3

	speaking, e.g., in group
	
	
	

	discussions.
	
	
	

	13. Other (please specify):
	1
	2
	3
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F Writing Skills
With regard to written assignments, please indicate for each of the following:
1. How important the skill is, and
2. How often you have problems with the skill:
	Frequency

	of problems

	
	(A
E
	
	

	e
	o
	l-j
	

	
	
	>
	<"

	
	
	
	

	a
	«
	2
	Z

	1
	2
	3
	4

	l
	2
	3
	4

	1
	2
	3
	4

	l
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	l
	2
	3
	4

	l
	2
	3
	4

	1
	2
	3
	4

	l
	2
	3
	4

	l
	2
	3
	4

	l
	2
	3
	4

	1
	2
	3
	4

	l
	2
	*•*
	4

	Importai
	nee

	—.
	
	
	

	
	
	
	

	
	
	££
	

	
	
	«
	

	
	,
	L->
	

	o,
	
	G.
	a

	
	
	
	

	p"
	
	
	CJ

	
	
	
	

	>
	k-«i
	=£
	2

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4

	1
	2
	3
	4


Using correct punctuation and spelling. Structuring sentences. Using appropriate vocabulary. Organising paragraphs. Organising the overall assignment, Expressing ideas appropriately. Developing ideas.
Expressing what you want to say clearly. Addressing topic.
Adopting appropriate tone and style.
Following instructions and directions.
Evaluating and revising your writing.
'■Overall writing ability.
Completing written tasks (e.g., exams, tests)
within the time available.
12    3    4'   Other (please specify): ___
       1234
G. Reading Skills
The following questions concern the reading tasks required of you during die course. Please indicate:
a) which of the following types of material you are expected to read, and
b) how often you have difficulty doing so (please circle):
Expected
Frequency of difficulties
to read?
Often        Sometimes   ■   Never
1. Journal articles
Yes/No
1
2
3
2. Newspaper articles
Yes/No
1
2
3
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	Expected
	Frequency of difficulties

	
	to read?
	Often        Sometimes       Ne\

	3. Works of fiction
	Yes/No
	1                   2                   3

	4. Entire reference or text
	Yes / No
	1                   2                   3

	books
	
	

	5. Selected chapters of
	Yes/No
	1                   2                   3

	books
	
	

	6. Photocopied notes
	Yes /No
	1                   2                   3

	7. Workbook or laboratory
	Yes/No
	1                   2                   3

	instructions
	
	

	8. Computer-presented
	Yes/No
	1                  2                   3

	reading materials
	
	

	9. Other (please specify):
	Yes/No
	1                  2                  3

	
	
	

	
	
	


Indicate how often you have difficulty with each of the following:
Very often     Sometimes     Never
10. [image: image18.png]


Understanding the main points of text.
11. Reading a text quickly in order to establish a general idea of the content (skimming).
12.' Reading a text slowly and carefully in order to understand the details of the text.
13. Looking through a text quickly in order to locate specific information (scanning).
14. Guessing unknown words in a text.
15. Understanding text organisation.
16. Understanding specialist vocabulary in a text.
17. Reading speed.
18. Reading in order to respond critically.
19. Understanding a writer's attitude and purpose.
20. General comprehension.
21. Other (please specify): 




	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5

	2
	3
	4
	5
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H. Skills You Would Like to Improve
If you were to take a course to improve your English skills, which of the following would be useful to you? Rate the importance of each (please circle):
High

Moderate

Low
1. [image: image19.png]


Listening to pronunciation/intonation/ stress patterns of New Zealand English.
2. Lecture notetaking.
3. General listening comprehension.
4. Giving formal speeches/presentations.
5. Participating effectively in discussions.
6. Communicating effectively with peers in small group discussions, collaborative projects, or out-of-class study groups.
7. Communicating effectively with staff in or out of class.
8. Library skills.
9. Essay writing.
10. Lab report writing.
11. Creative writing.
12. Writing case studies.
13. Describing objects or procedures.
14. Writing introductions and conclusions.
15. Writing references and quotations.
16. Formulating coherent arguments.
17. Summarising factual information.'
18. Synthesizing information from more than one source.
19. Analysing written materials.
20. Knowledge of vocabulary.
21. Reading quickly.
22. Reading critically.
23. Reading for author's viewpoint,
24. Summarizing material.
25. General reading comprehension.

26. Other (please specify and rate): 


2
3
4
5
2
3*4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2-345
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
3
4
5
2
.3
'4
5
2.
3
4
5
2
3-4-5
2
3
4
5
2
3   '     4
5
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/. Assistance Available
Are you aware of the course available at the Student Leamicg Centre for students for whom English is a second language? (please circle):       Yes / No
If you have taken any of these courses, please state which you have taken and how useful they were:
Course ,
Very useful
No use at all


12
3
4
5


12
3
4
5


12
3
4
5
J. Catering for ESL Students
Do you believe any changes should be made to your course or the way it is taught as a result of difficulties students such as yourself have with English? (please circle):       Yes / No
If you have answered Yes, please tick the modification which should be made:
Using overheads more in lectures
Having more multiple choice tests
□
Simplifying the material covered     I
I Providing summaries of important
I
I Having less class involvement

  materials
during lectures.
I
I Reducing the amount of reading
□
Providing more photocopied notes  1
1 Giving additional tutorials
Other (please specify): 

K. Additional Comments
Do you have any other comments which might be helpful in assessing what En​glish skills are expected of you by the University, what specific difficulties you en​countered in this paper, how English courses could better prepare students such as yourself for this paper, or anything else relating to your English language skills and needs? If so, please write them here:
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L. Additional Information
If we would like more information from you, would you be prepared to be inter​viewed?       Yes / No
If so, please give youn
Name:
,
,
,

Contact telephone number: 
-
THANK YOU FOR YOUR ASSISTANCE
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4 Situation analysis
C The goal of needs analysis is to collect information that can be used to de-
p velop a profile offfie^airgrrage-Tie^ds-of-ar^
in order~to~be
C aBTe" to make' decisions about the goals anoTc^7ftenr"ofTTalig^^
However, other factors apart from learner needs are reTevanTto-th-e--design and implementation of successful language programs. Language programs are carried out in particular contexts or situations. Clark (1987, xii) com​ments:
A language curriculum is a function of the interrelationships that hold between subject-specific concerns and other broader factors embracing socio-political and philosophical matters, educational value systems, theory and practice in curriculum design, teacher experiential wisdom and learner motivation. In order to understand the foreign language curriculum in any particular context it is therefore necessary to attempt to understand bow all the various influences interrelate to give a particular shape to the planning and execution of the teaching/learning process.'
The contexts .for language programs are diverse and mejiart^ljxjauiab-Ies
that come into play in a speciflclituation are often the key determinants of
thTsu'ccess:"6f afffbgranTSome language cumcufa'areplanned foTceHtrally
organized state school systems where a great deal of direction and support
for teaching is provided. Others take place in settings where there are lim​
ited human and physical resources. Some proposals for curriculum change
are well received by teachers, but others may be resisted. In some situations,
teachers are well trained and have time available to plan their own lesson
materials'. In other situations, teachers may have little time for lesson plan​
ning and materials production and simply teach from their textbooks. Each_
context for a curriculum change or innovation thus contains factors that can
potentially facilitate the change or hinder its successful implementation
(MaTK"eeT9V I). It islmportant, therefore, tolde^tifjTv^iat tfiesePfactors are
a^d'whaT theirpotejitijaTeffects might be when planning a^curricuTurh
change (Bean 1993). Pra^U19l$(UTTjoD^en^
'

The designer should estimate both the direct and indirect effects a proposed curriculum will have on the students, on other programs, and on other people in
90
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and outside the institution. These effects must be taken into account in the design and made clear to decision-makers when die curriculum proposal is submitted.
This is the focus of situation analysis. Situation analysis is an analysis of

factors in the context of a planned or present curriculum  project that is made""
Tnj5n3^

be political, social, economic, or institutional. Situation analysis comple^"
memSTfaeinftormadoTTgatnerea during n^edTanalysis. It is sometimes'cljrP
sidered as a dimension of needs analysis, and can_als.o3e_regarded as an as-
pect of evaluation (seePUhapter y).
Some exaTrfpfes of language teaching changes that were attempted with​out an adequate analysis of the context of the innovation will clarify the im​portance" of situation analysis in curriculum planning.

Example 1: A team of foreign experts under contract to an international
funding body is given a contract to write a new series of English textbooks
for the state school system in an EFL country. They base themselves in an
attractive small town in a rural setting and set up their writing project. They
do a series of interviews with educational officials and teachers to deter​
mine students' language needs and make use of the latest thinking on lan​
guage teaching and textbook design to produce an oral-based language
course that reflects me recommended language teaching methodology of
the time - Audiolingualism. Textbooks are developed and provided to sec​
ondary schools at no cost and teachers are given the choice of using the new
books or their old outdated government textbooks. After a period of initial
enthusiasm, however, very few teachers end up using the new course and
,:
most reve.rx.to using the old government-provided textbooks.
-,-
^Comment^hQ project team members spent insufficient time familiariz​ing themselves with the local school situation. Most English teachers had a limited command of English. Teachers found the new materials difficult to teach because they required a high level of oral fluency in English and an English-only methodology that was difficult to implement in large classes. A more successful reception might have occurred if the introduction of me new materials had been gradual, so that problems were addressed as they occurred. In addition, mere could have been more provision for teacher training.

Example 2: The education department in an EFL country decides to intro​duce English from me third year of elementary school ramer than in high school. New textbooks are required. A group of teachers is seconded from schools to join a curriculum unit in die ministry to produce the books for the next school year. There is an element of secrecy in the work of the unit
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and few people have an opportunity to review the materials before they are published. When the books are published, they receive many complaints from teachers. They are found to be difficult to teach, they contain too much material, and they are prepared to poor standards of design and production. Comment: Several factors had not been addressed in planning the proj​ect. None of the members of the writing team had experience or training in writing elementary language teaching materials. More consultation with classroom teachers should have been provided, as well as pilot testing of the' materials. In addition, there was an unrealistic budget for design and pro​duction. And the time framework the writers were working with did not al​low for adequate development and review of the materials.
Example 3: A large private university of an EFL country decides that, rather than use commercial materials in its language institute, it will produce its own materials and publish them. It is hoped that they will compete on the market with materials produced by commercial publishers. A large amount of money is invested in setting up a materials writing team and the books are prepared. When they are finally published, however, it is found that few other institutes or schools want to use them.

Comment: Private universities in this country are highly competitive, and the fact that the materials were produced by one institution meant that other institutions did not want to use them. Some basic market research should have been carried out at the initial stages of the project to determine if there would be a commercial market for the materials.

These examples illustrate the kinds of factors that can have an impact on the success cTacurriculum project and emphasize the importarJcTof detenfltcr-ing the potential influence of sucElactorsonthelmplementation ofa~cur-■ V      i Jiculum[chj^

Xy*,       X fectorejjnstia^jaal^^

4 <X. ''  fetors. (Some of these factors will be considered further in later chapters S*   Aa re*at*on t0 *ssues of teaching, methodology, and materials design.) Analy-
,. V)\ \§P sis and appraisal of the potential impact of these factors at the initial stages
of a curriculum project can help determine the kinds of difficulties that
might be encountered in implementing a curriculum change. Procedures
used in situation analysis are similar to those mvolvedJn_negds analysis,
namely, (a) consultation witETepresentatives of as many relevant groups as
possibTe7~suebras^are"ntsrs^
govem-
rnmtoHcialsT7^), stodyanS"an^ysi?oFrelOTant documents, s^^_as_course~ appraisal documents, government reports, minis^_of_eJucatign guidelines^ and' irolicy'plip^rSjjjeac^^
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tion of teachers and students in relevant learning settings; (d) surveys of
opinions of relevant parties; (e) review of available literatul£VelateTtolh'e~"
issue.
™~
~~
'     '
'
-
Second or foreign language teaching is a fact of life in almost every coun​try in the world. Yet countries differ greatly in terms of the role of foreign languages in the community, their status in the curriculum, educational tra​ditions and experience in language teaching, and the expectations that mem​bers of the community have for language teaching and learning. Van Els, T. Bongaerts, G. Extra, C. Van Os, and A. Janssen-van Dieten (1984,156), for example, comparing foreign language teaching experience in Holland and the United States, point out that the circu_mstan.cg.s_. of foreign language teaching are completely different in both countries. InJHolIand, a command oTohTor more foreign languages has long been accepted as a necessity. Schools are expected to offer a range of foreign languages, and there is both a strong tradition and considerable expertise in foreign language teaching. New proposals are therefore met with informed skepticism. In the United States, by comparison, there is much less collective wisdom or experience in foreign language teaching. The position of foreign languages in the school curriculum is neither strong nor secure. More promotion of foreign language teaching is consequently needed, and there is a greater interest in novel teaching methods. Inexamjning the impact of soctgtal factors on lan-guagete^chmg^thereforejjhe aim is to determine the impact of groups,in the community or society at large oruheprogtam/These groups include:

/  • policy makers in government

\   • educational and other government officials
\ • employers ) • the business community
") • politicians
/ - tertiary education specialists /    • educational organizations I    • parents \   ' citizens

\ • students

In the case of projects of community or national scope, questions such as the following may be relevant:
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· What current language teaching policies exist and how are they viewed?
· What are the underlying reasons for the project and who supports it?
· What impact will it have on different sectors of society?
· What language teaching experience and traditions exist in the country?
· How do members of the public view second languages and second lan​guage teaching?

· What are the views of relevant professionals such as academics and teacher trainers?

· What do professional organizations such as teachers' unions think of the project?

· What are the views of parents and students?
· What are the views of employers and the business community?
· What community resources are available to support the innovations, such as radio, television, and the media?

The following examples illustrate die impact of societal factors on language curriculum projects.

Example 2: A new English curriculum has been prepared for English at sec​ondary level in an EFL context. The new curriculum is described as a com​municative curriculum and downplays the importance of grammar, which traditionally received a strong focus in the English curriculum. When text​books to support the new curriculum are published, concerns are expressed by parents and parents' groups because they feel that their children "are not being taught the basics" and the textbooks will not provide sufficient prepa​ration for school exams.

Comment: Mechanisms should have been established for communicat​ing the intentions of the new curriculum to parents and other interested par​ties and to identify and address their concerns. Perhaps parents misunder​stood the way grammar was addressed in the new cumculum and would be satisfied once they understood better how the program worked. In addition, the textbooks should be reviewed to ensure that they address the skills cov​ered in me exams.

Example 2: In an EFL country, a new 6-year English course is developed for secondary schools. The course seeks to prepare students both for employ​ment and for entry to English-medium universities. The course is based on an integrated-skills syllabus that was prepared by a group of consultants and materials writers and is carefully reviewed by teachers before it is published. After the course has been in use for two years, however, employers complain that school leavers have insufficient language skills for work purposes.
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Comment: The course was largely planned around the needs of stu​dents going on to university studies. The needs of learners going to voca​tional schools or into the employment sector should also have been considered. Employers should have been consulted during the planning stage to find out what language skills they felt school leavers should have. The course could then have been examined to see if these skills were adequately covered.

.Project factors
Curriculum projects are typically produced by a team of people. Members
of the team may be specialists who are hired specifically for the purpose,
they may be classroom teachers who are seconded to the project for a fixed
period of time, or the project may be carried out by teachers and other staff
of a teaching institution as part of their regular duties. Projects are com-
Dieted under-djfferenLconstraints of time, resources, and personnel, and
each of these variables can have a significant impact on a project.. There
should be sufficient i^ember^^
do the job and they

should represent a balance p.fjkills.an.d.expextise.JSome projects are gener​
ously resourced while others operate on a shoestring budget. The time frame
for a project needs to be carefully planned. If a curriculum development
team takes on too ambitious a task for die time available, the quality of their
efforts may be compromised. The working dynamics of the team are also
essential to the smooch progress of the project. If the team members are
hj.gMY-^comrratted-toJhe..project and., share a common vision, it is likely to ■
encounter fewer difficulties than one where the project team experiences m-
tenwife^£^d^p^^r^truggle.s._
'—■
The following project factors need to be considered;
· Who constitutes the project group and how are.they selected?
· What are thTmaj^ement and other responsibilities of the team?

· How are goals and procedures determined?
· Who reviews me progress bflKeproj^cTand'the performance of its mem​bers?

· What experience do members of the team have?
· How do members of the team regard each other?
· What.respurces do they have available and what budget to acquire needed resources?™

- What is the time frame of the project? Is it realistic, or is more or less time needed?
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The following examples illustrate how these kinds of'factors can affect curriculum planning;

Example 2: A private institute decides to develop a set of course materials for some of its major courses. A group of teachers is assigned to the task and given release time to work on the project as materials writers. One of the senior teachers is put in charge. However, the team members cannot agree on the goals of the project or the best approach to take in writing the materials. There is constant tension within the team and a rapid turnover of writers. Consequently, the project takes much longer to accomplish than planned.

Comment: A person who is a good teacher may not make a good mate​rials developer or project leader. Better direction of the project was needed through recruitment of someone with appropriate qualifications and expe​rience. In addition, better communication was needed so that different per​ceptions of the project could be aired and differences resolved before they became problems. Clearer specifications of roles might also have led to fewer problems.

Example 2: A full-time textbook writer needs help in developing a textbook series. She hires three graduate students who appear to have the necessary skills and experience. A contract is signed and the project commences. It soon emerges, however, that the graduate students do not have the skills needed to write independently and are able to undertake little more than sec​retarial roles within the project. The experienced writer finds it necessary to take on the major part of the writing, leading to tension and bad feeling because the contract is already signed.

Comment: The graduate students should have been given a trial period to prove their worth before they were offered a contract. Problems that emerged early on in the project should have been aired so that replacement writers could have been recruited if necessary. ■

Example 3: A project team within a ministry of education is assigned to de​velop a national textbook project in an EFL country. Team members are re​cruited by a professional recruitment agency. There is little difficulty recruiting writers, but there are few appropriate applicants for the role of project director. As a consequence, a succession of inexperienced or un​suitable appointees fill the post of project director, leading to serious prob​lems within the team and to disruption of the project deadlines.
Comment: The role of project director might have to be reconsidered and the responsibilities assigned to members of the team. Alternatively, terms
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of employment for the project director might need to be reconsidered to en​able a suitable candidate to be found. In addition, members of the project team should be consulted on how to resolve communication difficulties and other problems within the team.
Institutional factors
Ajanguage teaching progra.misjypjc.allv delivered in an institution such as
ajmiyersity, school, or language institute. Differenjtypes of institutions cre-
atejheir;o^™^£^ture," ithjitjsLjgJrings where peopjeinteract and where pat-
terns emerge for communication, decision making, role relations, and con-"
duct Morris (1994, 109) observes:
~~"
~
-
Schools are organizations and they develop a culture, ethos or environment which might be favorable or unfavorable to encouraging change and the implementation of innovations. A school with a relatively open climate, where'' the teachers collaborate widi each other and where the principal and [senior teachers] are supportive of teachers, is more likely to try to implement a change. In contrast, a school where the principle focuses on administrative matters, the teachers work in isolation or in narrow subject-based groups and where there is no mechanism to discuss and try to solve problems is less likely to change.
A teaching institution is a collection of teachers, groups, and departments, sometimes functioning in unison, sometimes with different components functioning independently, or sometimes with components in a confronta​tional relationship. Within an institution there may be a Strong and positive climate to support innovation, one where there is effective and positive lead​ership and where change is received positively. On the otiier hand, there may be a climate where teachers distrust one another and the administration and have no firm commitment to the school.,
iiwtitutions-alsoJiaaffijh^ua^^
things. In some institu-
tions, textbooks are the core of the curriculum and alfteacEers must use the prescribed texts. In other institutions, teachers work from course guidelines and supplement them as they see fit. Institutions also cJiffergreatW in their ley^J^fpiofession^Jisjn. In some institutions, there is a strong sense ofprr> fessional commitment and a culture of quality that influences every aspect of the institution's operations. In others, the driving force of die school may be monetary. As a cost-saving measure, heavy reliance is made on part-time teachers or teachers with little .training and experience. They are not paid for lesson preparation time and consequently teach their classes and then depart for their next teaching assignment, perhaps in another school.
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In_addiuon to the human side of the institution, the physical aspects need tobe cojisidered^^WMtToiids of resources are"available for XeacrieTsTIs'there a~good teachers' reference room? What access do teachers have to the pho​tocopier? Who chooses textbooks and materials? Institutional factors thus relate to the following kinds of questions:

· What leadership is available within the school to support change and to help teachers cope with change?

· What are the school's physical resources, including classroom facilities, media and other technological resources, and library resources?
· What is the role of textbooks and other instructional materials?
· What is staff morale like among English teachers?
· What problems do teachers face and what is being done about them?
· What administrative support is available within the school and what is communication like between teachers and the administration?
· What kind of reputation does the institution have for delivering success​ful language programs?

· How committed is the institution to attaining excellence?
Example 1: A new director is appointed to a private language institute. The owners of the institute are concerned at falling student enrollments and feel that the institute's programs need to be reviewed to make them more com​petitive and attractive to potential clients. The director prepares an excellent rationale for revamping existing courses, for replacing the textbooks cur​rently in use with more up-to-date texts, and develops a plan for marketing new courses. However, she meets a wall of resistance from teachers who feel that they are undervalued, underpaid, and that proposed changes will not bring any benefits to them.

Comment; Perhaps the teachers could have been involved in rethinking the institute's programs from the start and ways found to build in some in​centives for the teachers themselves. This might involve negotiating with the school's owners for better service conditions for teachers as part of the overall curriculum renewal plan. In addition, some of the teachers may have to be replaced with teachers who are more open to the kinds of changes the director is proposing.

Example 2: There is an unacceptably high amount of staff turnover in a lan​guage institute and several excellent teachers have moved on, claiming that the school does not provide them with the continued source of professional satisfaction they need. As a consequence, the institute is short of key teach​ers. Hew teachers complain that they do not have the support they need from
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senior teachers in order to enable them to successfully carry out their teach​ing and materials development responsibilities.

Comment: The institute should review its staff structure and consider cre​ating special roles for key senior teachers with appropriate remuneration. These could be mentor teachers, teacher trainers, or teacher researchers.
Teacher factors
Teachers are a key factor in the successful implementation of curriculum ^h^oHTExceptlonat teachers can often compensate for the poor-qiialityTre^" sources" and materials they have to work from. But inadequately trained teachers may not be able to make effective use of teaching materials no mat​ter how well they are designed. In any institution, teachers may vary ac​cording to the following dimensions:

!:,
· language proficiency   """\
· teaching experience        j
,

· skill and expertise
-j      ^vYi^d   id cJl-Cj      ^"-^
· training and qualifications \

· morale and motivation
\        J^X\^J:~-*'iX    p^'"'   '""—L>'

· teaching style
\
•
beliefs and principles        /

In planning a language program it is therefore important to know the kinds of teachers the program will depend on and the kinds of teachers needed to ensure that the program achieves its goals.

■Within schools, teachers also have many different kinds of responsibili​ties. Some teachers have mentoring or leadership roles within their schools and assist in orienting new teachers to the school or leading groups of teach​ers in materials development and other activities. Other teachers have time for little more than teaching. They may have very heavy teaching loads or teach in several different institutions in order to make ends meet. Some teachers may welcome the chance to try out a new syllabus or materials. Others may resent it because they see it as disrupting their routine and not offering them any financial or odier kind of advantage.
Among the teacher factors that need to be considered in situation analy​sis are the following:

•
What kinds of teachers currently teach in the target schools or institu​
tions? What is their typical background, training, experience, and moti​
vation?
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· How proficient are they in English?
· What kinds of beliefs do the teachers typically hold concerning key is​sues in teaching?

· What teaching loads do teachers have and what resources do they make use of?

· What are the typical teaching methods teachers use and believe in?
· To what extent are teachers open to change?
· What opportunities do they have for retraining through in-service or other kinds of opportunities?

· What benefits are the proposed new syllabus, curriculum, or materials likely to offer teachers?

The following examples illustrate the potential impact of some of these issues.

Example 1; As part of an overall reform of the school curriculum, the cur​riculum department in an EFL country decides to implement a new task-based approach to teaching across the whole curriculum in all subject ar​eas. The new curriculum involves a greater use of teacher-made criterion-referenced tests that are linked to graded tasks in different subject areas. However, when the plan is introduced to teachers, it meets with great resistance. Teachers are happy with the current curriculum; they have great difficulty understanding the philosophy of the new approach and see it as creating a much heavier workload. The teachers* union organizes a number of teachers' meetings to discuss and criticize the new curriculum. In the face of public opposition, the curriculum department decides to delay the intro​duction of the new curriculum and to modify it, despite having spent a large sum of money in developing the curriculum and supporting materials.
Comment. Much wider consultation should have taken place before de​ciding to change the existing curriculum. Teachers should have been con​sulted to see if they saw the need for change. Teachers should have been in​volved in preparing the new curriculum rather than imposing it on-thern_as^ afeitacc^rnpli Adequate provision should have been made to train teach​ers to use the new curriculum and the curriculum piloted first to identify the demands it created for teachers and students.

Example 2: A program director in a private institute believes that teachers in his school should not use commercial textbooks but should prepare their own teaching materials. Most teachers are untrained and on short-term con​tracts so they feel that they cannot contest his ruling and pay lip service to the policy. However, most teachers ignore the policy. They teach from pho-
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tocopied sections taken from commercial materials or type out sections from textbooks and pass these off as teacher-made materials.
Comment: The program director's policy serves no obvious purpose. If the director wants teachers to prepare their own materials, he will need to consider hiring better-qualified teachers or provide materials writing work​shops for teachers. In addition, a set of goals related to materials writing needs to be agreed on to give some purpose to the requirement.
Learner factors
Learners are the key participants in curriculum development projects and it is essential to collect as much information as possible about them before the project begins. In Chapter 3 the focus was learners' language needs, jiejs the focus is on oth^r p^^'allY relevant factors such as the learners' back-. grounds,expectations.beliefs,andpreferredlearningstvres. xneprotectoe-signers may be operating from a set of assumptions about education, schools, teachers, and students that is culturally bound and at odds-with the beliefs and assumptions of the learners. Nunan (1989, 176) comments:
the effectiveness of a language program will be dictated as much by the
attitudes and expectations of the learners as by the specifications of the official
curriculum
Learners have their own agendasin the language lessons they
learners take from any^ygnjgacjung/Iearning encounter.
~

JLeja£nej^mj.v^
of a project in unexpected ways^ For ex-
ample, a textbook or~set of materials may "be engagingTafaTsuitable level, and provide a lot of useful practice but not be appreciated by students be-causejhey fail to see any links between the book and an examination they jLre^orJdng-tQiV-aKUA language program that is dependent on students' bringing to school a student book, a workbook, and a dictionary may en​counter difficulties because students' schoolbags are not big enough to pro​vide space for three English books in addition to books required for other subjects. Or a program in business English for company employees sensi​bly predicated on the assumption that the students really want to be able to discuss business topics in English may turn out to be off target because what the employees really want is an hour's escape from the pressures of their jobs and the chance to practice social and conversational English. Among relevant learner factors therefore are the following:
•
What are the learners' past language learning experiences?
*
How motivated are the learners to learn English?
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· What are their expectations for the program?
· Do the learners' views on language teaching reflect any culturally specific factors?

· Are they a homogeneous or a heterogeneous group?
· What type of learning approach do they favor (e.g., teacher-led, student-focused, or small-group work)?

- What type of content do they prefer?
· What expectations do they have for the roles of teachers, learners, and in​structional materials?

· How much time can they be expected to put into the program?
· What learning resources will they typically have access to?
Example 1: A private institute in an EFL country offers an intermediate-level conversation course. Teachers in the course make extensive use of fluency activities, including pair and group activities, role plays, songs and games, and discussion activities. These activities are thought to reflect current views on second language acquisition. However, the first cohort of learners through the program are very critical of it because they cannot see the point of many of the classroom activities they were asked to take part in. They request more teacher-directed activities and more error correc​tion. "We don't want to come to class to clap and sing" is a typical student comment.

Comment: Learners have their own views on how conversation skills can be developed and their own preferences for classroom activities. If the goals of fluency activities are not clearly explained and if students are not con​vinced of their value, they may not understand what their intent is and judge them to be ineffective. A questionnaire could have been administered prior to the course to determine students' views of different kinds of classroom activities. In addition, a better orientation to the goals and methodology of the program should have been provided.

Example 2: A group of foreign experts in an EFL context devise a program in oral communication skills for adults. The program reflects current West​ern views of teaching and learning and is built around such concepts as au​tonomous learning, the learner-centered curriculum, and the negotiated curriculum. The teachers decide that rather than develop the detailed con​tent of the program in advance, they will involve the students in the devel​opment of the program's goals and content Once the program commences, however, the students judge that the teachers do not know what they are do​ing and complain that the program is unstructured and unfocused.
Comment: The teachers and the students have different expectations

Situation analysis    103
■about the requirements of a sound program as a result of cultural differences in their approach to teaching and learning. The students expect a program with clear goals and widi an organization laid out in advance. This clashes with the beliefs of the teachers. Some sort of compromise should have been decided on early on in the project to prevent the students from misunder​standing the nature of the program. More time should have been spent ex​plaining the purpose of different activities within the program and the phi​losophy it was based on.

Example 3: A young Western English teacher takes his first overseas teach​ing assignment at an Asian university. He wants to be viewed by his stu​dents as a peer rather than as a teacher and seeks to create an informal and friendly classroom atmosphere. Students are asked to address him by his first name. He likes to seat himself on the teacher's desk rather than con​duct his classes standing. The program coordinator soon receives feedback that the teacher is unprofessional and mat students do not take him seriously. Comment: The teacher should have received a better orientation to his teaching context and become informed of students' (and the institution's) expectations for appropriate and acceptable teacher behavior.
Adoption factors
Any attempt to introduce a new curriculum, syllabus, or set of'materials must take into account the relative ease or difficulty of introducing change into the system. Curriculum changes are of many different kinds. They may affect teachers' pedagogical values and beliefs, their understanding of the nature of language or second language learning, or their classroom practices and use of teaching materials. S_ome changes maybe readily accepted while others might be resisted. The following questions therefore need to be asked ~~of any proposed^mculum innovation:

· What advantages does the curriculum change offer? Is the innovation per​ceived to be more advantageous than current practices?
· How compatible is it? Is the use of the innovation consistent with the ex​isting beliefs, attitudes, organization, and practices within a classroom or school?

· Is the innovation very complicated and difficult to understand?
· Has it been used and tested out in some schools before all schools are ex​pected to use it?

· Have the features and benefits of the innovation been clearly communi​cated to teachers and institutions?
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•
How clear and practical is it? Are the expectations of the innovation stated
in ways which clearly show how it can be used in the classroom?
(Morris 1994,109)
Although curriculum planners might provide many compelling reasons for adopting a communicative teaching methodology, teachers might feel that it makes testing more difficult compared with a more traditional grammar-based approach. Hence it is perceived as offering few relative advantages for teachers. A language teaching approach that requires teachers to adopt new roles in the classroom, such as needs analyst, resource person, and lan​guage tutor, might not be compatible with learners' expectations for the role of teachers. The complexity and clarity of a curriculum change might also be crucial in its successful adoption. Compare the following pairs of items, for example, and consider which would be easier to explain to a group of teachers:
· computer-based learning versus cooperative learning

· communicative pair work versus consciousness-raising activities

· a functional syllabus versus a task-based syllabus

· a product syllabus versus a process syllabus
'"'
· a content-based curriculum versus a negotiated curriculum ■*% "
· audiolingualism versus the Natural Approach
· the Structural Approach versus Communicative Language Teaching

Practicality is also a significant issue. A methodology that can readily be turned into teaching materials and textbooks will generally be easier to adopt than one that exists only as a set of guidelines. For this reason Com​municative Language Teaching is much more widely adopted as a teaching approach than the Natural Approach. The support networks available in pro​moting or explaining an innovation may also be crucial. Are the ministry of education, key educational administrators, professional bodies," and recog​nized educational authorities committed to the project, and what level of support will they provide? Rodgers (1984,41), discussing implementation of a communicative syllabus in Malaysia in the 1980s, describes some of me societal agencies that were involved:
Implementation of a new syllabus needs to involve the cooperation of many agencies. In Malaysia these include the Ministry of Education Directorship, the Curriculum Development Center, the Inspectorate, the Examinations Syndicate, teacher Training, The Textbook Bureau, textbook publishers. State Education officers. School Headmasters, the National Union of Teachers, and the formal and informal groups of teachers, themselves. As well, external agencies need to be informed about and, perhaps, directly involved in discussion
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of syllabus changes. These include the National Parliament, the press, the universities and language advisory agencies (e.g. the British Council). Feelings of being left out or uninformed create the adversary stance that representatives of such agencies often take witfj regard to new programs.

Example J: A new state textbook series is prepared by the ministry of edu​cation in an EFL country. The series assumes a very different type of methodology from that currently used in schools because it is less trans​mission-oriented and more experiendally based. When the program is in​troduced, however, a number of problems quickly emerge: teachers find the materials difficult to use and unsuitable for large classes; some of the con​tent in the materials is thought to be unsuitable for the target population.
Comment: The materials could have been introduced in selected schools first (perhaps in a pilot version) in order to identify what problems teachers encountered using the materials. These problems could then have been ad​dressed before full-scale implementation was carried out.
Example 2: English is being introduced at the elementary level for the first time in an EFL country. A teacher-training program is set in place to pre​pare teachers for teaching at this level. To provide the training, local teacher trainers are hired and given a "training-of-trainers course" by a foreign ex​pert. However, a number of the local trainers are found to have very tradi​tional views about teacher education and are opposed to the training model being used in the training course. Once they return to their own training cen​ters, they try to use their own training principles that are not consistent with the philosophy of the new course.

Comment: More time should have been spent on selecting trainers to take part in the training-of-trainers program. In the process, those who did not support the philosophy of the training program could have been rejected. Ongoing feedback on the trainers* performance through workshops and vis​its might also help to make sure the trainers were using an appropriate train​ing model.

Profiling the factors identified in the situation analysis
The^o.aLots.iru^pj^analysis is to identify key factors that .might positively
or nlS^y^Xi^?5L^i?1P^I^ri^on °^ a curnculum pl?&- This is some- -limes known as a SWOT analysis because it involves an examination of "a language program's internal strengths and weaknesses in addition to exter-
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nal opportunities and threats to the existence or successful operation of the language program" (Klinghammer 1997, 65). These can be summarized in the form of a list and the profile developed for discussion within the proj​ect team, ministry, funding body, or institute (see Appendix 1). Rodgers (1984) describes a more elaborate matrix that can also be used for estimat​ing the difficulty of implementing new programs (see Appendix 2) (see also Leidecker and Bruno 1987). Ways of addressing the negative factors that were identified can then be considered. Alternatively, the goals of a project might need to be modified to reflect the realities of the situation in which the curriculum will be implemented.

Situation analysis thus serves to help identify potential obstacles to im​plementing a curriculum project and factors that need to be considered when planning the parameters of a project The next step in curriculum planning involves using the information collected during needs analysis and situation analysis as the basis for developing program goals and objectives. Proce​dures for this stage in planning are the focus of Chapter 5.
Discussion questions and activities
1. Discuss a language teaching context you are familiar with and list some of the most important factors that are likely to influence the success of the program. Then rank the factors in order of importance. Compare your information with others.
2. How do societal factors influence or have an impact on a language pro​gram that you are familiar with? Which factors are negative and which are positive? How can negative factors be addressed?
3. Are you familiar with a situation in which a curriculum change was at​tempted (e.g., the introduction of a new teaching approach, a new text​book, or a new program design) and met with difficulties? What factors m the situation contributed to these difficulties?- Could the problems have been avoided?
4. List the factors that you think are most crucial in a school or institution in creating a favorable context for curriculum change, such as when a new course or language program is being offered for the first time.
5. What groups in die community or society at large would be most rele​vant to consult in your country (or the country in which you work) in relation to planned changes in the English- or foreign language cur​riculum in public schools?
6. Have you worked as a member of a curriculum project team (as a ma​terials writer, course planner, etc.)? Discuss your experience on the
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project and whether project factors had an impact on the dynamics and outcome of the project.

7. What can be done in circumstances where teachers and learners have different expectations and beliefs about the nature of a language course?
8. What support is provided for teachers in your teaching situation? How effective is the support provided? What other forms of support would you recommend?
9. Imagine that a new technology-based learning program is to be intro​duced into schools in your country or the country in which you work. The program employs print materials but also makes extensive use of CALL software, CD-ROMS, videos, and other electronic media. What factors might affect the reception of die program and how could any negative factors be addressed?
10. Examine the situation analysis profile in Appendix 1 and adapt it to make it applicable to a context for curriculum change (e.g., introduc​tion of a new curriculum, new teaching methods, new textbooks, a new language program) that you are familiar with. Identify positive and neg​ative factors in the situation that will affect the curriculum change.
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Appendix 1    Situation analysis profile
Societal factors
Positives:   


Negatives: 


Project factors
Positives:   


Negatives: 


Institutional factors      Positives:   


Negatives: 


Teacher factors
Positives:   


Negatives: 


Learner factors
Positives:   
„

Negatives: 


Adoption factors
Positives:   


Negatives: 


Appendix 2   Matrix for identifying factors in curriculum renewal process
This matrix includes an estimate of the difficulty in fulfilling the require​ments of the factor (from Rodgers 1984).

Low difficulty

High difficulty
A. The educational requirement sought: 1. The subject matter is familiar or unfamiliar.
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Low
High
difficulty
difficulty
2. The knowledge domain (skill, or other) is simple or complex. .
3. The learning group is relatively easy to teach or difficult to teach.
4. -The instructional design is simple or complex.
5. The instructional design is familiar or unfamiliar.
6. The curricular and instructional designs are well or inadequately researched.
7. Instructional materials are "off the shelf or nonexistent.
8. The instructional materials are to be, technically simple or sophisticated.
9. The renewal is to be made in an individual or local arena or in a nation​wide (worldwide?) arena.
10. The proportion of concern with me "full renewal process" (from theory, through design and development, publications, training, and support) is partial or complete.
B, Renewal activities and resources required;
Low
High
difficulty
difficulty
1. Time available is extensive or limited.
__        
        
       __„
2. Funds available are extensive or limited.      
        —        __       

3. Professional resources are extensive
or limited.
—        —        —       

4.
Professional resources are experienced
and accomplished or inexperienced.

        
        
       

5.
The "standing" of die renewal agency/
persons (status, reputation, track record)
is excellent or poor.
—        —        —       

6.
The role or position in the "system" of
the renewal agency(ies) - (individual,
school, system, university, publisher, etc.).   
        —        —       
.
7.
The dieory and practice of curriculum
renewal is adequate to nonexistent.
—        —        —       —
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C. The concent ofthe renewal program:
Low
difficulty
1.
The target school system(s) is (are)
well organized or unorganized.
—
2.
The competing renewal programs are
few or many.
—
3. The target school system(s) has (have) simple or profound educational problems.
—

4. The idea of curriculum renewal is well
or poorly accepted.
—
5.
The idea of the renewal effort is consis​
tent with or inconsistent witfi the current
view.
—
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5 Planning goals and learning outcomes
It was suggested in Chapter 1 that early planners of English-language courses saw the purpose of language teaching as self-evident. It was suffi​cient to state that the goal of a course was to teach English. The ESP move​ment argued that this approach was inadequate and that in order to teach English it was necessary to find answers to much more specific questions: What kind of English? At what level of proficiency ? And for what purposes? Needs analysis seeks to provide answers to these questions and situation analysis seeks to identify the role of contextual factors in implementing cur​riculum change. In this chapter we will consider another crucial dimension of decision making in curriculum planning: determining the goals and out​comes of a program.

Several key assumptions about goals characterize the curriculum ap​proach to educational planning. These can be summarized as follows:
· People are generally motivated to pursue specific goals.
· The use of goals in teaching improves the effectiveness of teaching and learning.

· A program will be effective to the extent that its goals are sound and clearly described.

These principles appear to be self-evident and uncontroversial, and most language programs describe their goals in terms of aims and objectives. The nature of aims and objectives, however, is not necessarily straightforward because they refer to knowledge, skills, and values that educational plan​ners believe learners need to develop. In deciding on goals, planners choose from among alternatives based on assumptions about the role of teaching and of a curriculum. Formulating goals is not, therefore, an objective sci​entific enterprise but a judgment call. For this reason, the nature of goals in the design of educational programs has aroused considerable controversy and debate in the curriculum literature, and continues to do so. This debate is reflected in such issues as the following, which are all related to questions of curriculum goals:
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· Is there any value in teaching students a foreign language at school if they have no practical need for it?

· Should a language program for immigrants just teach practical life skills or should it seek to prepare immigrants to confront racial and other forms of prejudice?

· Should learners participate in the shaping of the curriculum oris it some​thing best left to teachers?

· Should students study the literature and culture of speakers of the language they are learning, or just learn to speak and use the language as a tool?
· Is it the language teacher's job to raise students' awareness of social in​justices?

· Should .teachers just prepare students to pass a flawed language exam (such as the English tests used as part of the entry examination at many universities) or should teachers and students together seek ways of find​ing fairer methods of assessment?

· What role should the learner's native language play in the curriculum and in the classroom?

Eisner (1992, 302) observes: "Because educational practice is concerned with the achievement of certain desired end states, it relies on a larger value matrix to secure and justify the directions in which it moves." In order to appreciate how value systems shape decisions about what schools should teach and the outcomes they seek to achieve, we will begin our discussion of goals by considering five curriculum ideologies (borrowing Eisner's term) that shape the nature of the language curriculum and the practices of language teaching in different ways: academic rationalism, social and eco​nomic efficiency, learner-centeredness, social reconstructionism, and cul​tural pluralism.

The ideology of the curriculum
In developing goals for educational programs, curriculum planners draw on their understanding both of the present and long-term needs of learners and of society as well as the planners' beliefs and ideologies about schools, learners, and teachers. These beliefs and values provide the philosophical underpinnings for educational programs and the justification for the kinds of aims they contain. At any given time, however, a number of competing or complementary perspectives are available concerning the focus of the curriculum. Kliebard comments:
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We do not find a monolithic supremacy exercised by one interest group; rather we find different interest groups competing for dominance over the curriculum and, at different times, achieving some measure of control depending on local as well as general social conditions, Each of diese interest groups, then, represents a force for a different selection of knowledge and values from the culture and hence a kind of lobby for a different curriculum. (Kliebard, 1986, 8)
Each of the five curriculum perspectives examined here emphasizes a dif​ferent approach to the role of language in the curriculum.
Academic rationalism
This justification for die aims of curriculum stresses the intrinsic value of the subject matter and its role in developing the learner's intellect, humanistic values, and rationality. The content matter of different subjects is viewed as the basis for a curriculum and mastery of content is an end in itself ratiier than a means to solving social problems or providing efficient means to achieve the goals of policy makers. The role of schools is to provide access to the ma​jor achievements of a particular cultural tradition and to know the insights gained from studying enduring fields of knowledge. Greek and Latin have traditionally appeared in many high school curricula in the West because they were believed to develop "mental discipline" in students. Also known as • "classical humanism," this view "is characterized above all by the desire to promote broad intellectual capacities such as memorization and the ability to analyze, classify, and reconstruct elements of knowledge so that these ca​pacities can be brought to bear on the various challenges likely to be en​countered in life" (Clark 1987,5). Academic rationalism is sometimes used to justify the inclusion of certain foreign languages in school curricula, where they are taught not as tools for communication but as an aspect of social stud​ies, Ozolins (1993) documents the debate over foreign language teaching in Australian schools and the reasons why French has gradually replaced Latin and other foreign languages. In discussing the role of foreign languages, the education minister for the state of "Victoria in 1964, Bloomfield, argued that me issue was not one of languages alone. Ozolins comments:
The intellectual justification for teaching French was, in Bloomfield's view, 'the understanding of otfier nations, so that foreign language teaching is an intensive and specialized form of social studies*. The purely linguistic and communicative aspects of languages were not the primary objective, at least not for Victorian schools. (Ozolins 1993: 87)
This ideology is also sometimes used as a justification for including courses on literature, or American or British culture, in a language program. In some
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parts of the world (e.g., Hong Kong, Singapore, Malaysia), under colonial rule the English curriculum was"traditionally a literature-based one. "The basic educational aim was the assimilation of British culture through the medium of English literature. There was no provision for language work specially designed to help the non-native learner" (Ho 1994,223). The cur​riculum aimed at maintaining the elitist status of English-medium educa​tion. Such curricula were gradually replaced with more functional and prac​tically oriented ones as English-medium education became more widely available (Ho 1994).

Clark (1987, 6) points out mat in the United Kingdom academic ration​alism is concerned with:

· The maintenance and transmission through education of the wisdom and culture of previous generations. This has led to the creation of a two-tier system of education - one to accord with the "higher** cultural traditions of an elite, and the other to cater for the more concrete and practical lifestyles of the masses.

· The development for the elite of generalizable intellectual capacities and critical faculties..

· The maintenance of stands through an inspectorate and external exami​nation boards controlled by the universities.

In the United States, the debate over "cultural literacy" that emerged with the publication of Hirsch's book Cultural Literacy in 1987 indicated that this educational ideology still has both influential proponents and critics.
Social and economic efficiency
This educational philosophy emphasizes the practical needs of learners and society and the role of an educational program in producing learners who are economically productive. People can improve themselves and their en​vironment through a process of rational planning. Social, economic, and other needs of society can be identified and planned for "by task analysis, by forming objectives for each task, and by teaching skills as discrete units" (Uhrraacher 1993,4). It is an ends-means approach. One of the founders of curriculum theory, Bobbitt, advocated this view of the curriculum. Cur​riculum development was seen as based on scientific principles, and its practitioners were "educational engineers" whose job it was to "discover      ; \ the total range of habits, skills, abilities, forms of thought, etc. that its mem- \ ' bers need for the effective performance of their vocational labors" (1918, 43). Bobbitt concluded that an appropriate metaphor for curriculum devel-    ! opment was &at_of me factory and production. In language teaching, this
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philosophy leads to an emphasis on practical and functional skills in a for​eign or second language.
Socioeconomic ideology stresses the economic needs of society as a jus​
tification for the teaching of English. Successful economies in the twenty-
first century are increasingly knowledge-based, and the bulk of the world's
knowledge is in the English language. In a recent debate over standards of
English in Japan, poor standards of English were cited as one reason for
Japan's economic malaise in the late 1990s. "The learning of English, now
a global language, is essential for Japan to have a bright future
the lin​
guistic handicap of the Japanese could hold them back in an increasingly
Internet-oriented world, where the bulk, of information is written in En​
glish" (Kin 1999).
In foreign language teaching, the debate over skills-based versus aca​demically based instruction in language teaching has-a long history, as is seen in discussions over the relative merits of classical languages versus modern languages, literature versus language, and even grammar versus conversation in a language program. In many countries where English is a foreign language, over the past two decades there has been a move away from academic rationalism as the underpinnings of the English curriculum toward one based more on a socioeconomic efficiency model. The Thresh​old Level, the notional-functional syllabus, and outcomes-based approaches such as the use of graded objectives and competency-based outcomes in for​eign language learning reflect this move toward an efficiency model in cur​riculum planning, one thai Clark (1987) suggests often also reflects a Re​search, Development, and Diffusion model.
It generally involves the setting up of a central committee of selected 'experts' to develop a new curriculum product. The committee conducts initial research into what is required, produces draft materials, obtains feedback from classroom teachers who use the draft material in a number of designated pilot areas chosen to be representative of a range of contexts, and finally revises the materials for publication. (Clark 1987, 33)
Auerbach cites an example of this approach - the Texas Adult Performance Level Study - in which "university-based researchers surveyed literacy us​age in a wide variety of contexts and identified sixty-five competencies that they claimed were characteristic of successful functioning in society" (Auerbach 1995, 13).
Critics of this view of the curriculum have argued that such a view is reductionist and presupposes that learners' needs can be identified with a predetermined set of skills and objectives. Knowledge is seen as something external to"'the learner that is transmitted in pieces. Freire describes this as
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a "banking model": "Education thus becomes an act of depositing, in which the students are depositories and the teacher is the depositor" (1975, 138). Advocates of the social-efficiency approach argue that the curriculum should above all focus on knowledge and skills that are relevant to the learner's everyday life needs and that the curriculum should be planned to meet the practical needs of society.

L earner-centeredn ess
This term groups togethereducadonal philosophies that stress the individual
ne^jifjear^j^jjhj^o^
to develop"
awareness, sejf^rdle^tiojn.^^^
learner strategies, and other qual~
mes^J^kiUsjh^^

mis tradition, reconcepcualists emphasize the rofe oTe^perience~unearning-"What is missing from American schools ... is a deep respect for personal purpose, lived experience, the life of me imagination, and those forms of un​derstanding that resist dissection and measurement" (Pinar 1975,316).
Constructivists emphasize that learning involves active construction and testing of one's own representation of the world and accommodation of it„, to one's personal conceptual framework. All learning is_seen toinvolve re- C, i learning^and^reorganization of one's previojisjmdej^tendingjmd represerP"" :x tation of knowledge-(Rpberts l99'8723iJrDewey, one of the founders of mis'— philosophy, observed mat "therjnsjncjnjsile^

co^tju^^^.some^ew.orkm_g2JDewey 1934, 64). Roberts (1998) com​ments that constructivism has had a strong influence on language curricu​lum design, influencing the way, for example, reading and listening comprehension are taught with an emphasis on the prior knowledge, beliefs, and expectations that learners bring to listening and reading. Clark (1987, 49) (who uses the„.term progjnes^tjmj^

i^TTnrwoly^seejng_e^^



'le^aTliifTg^xpenences from which they_can^l_eam,by their own efforts, learn​
ing is envisagedlts~a~a5nllnuum which can be broken up into several broad
developmental stages
Growth through experience is the key concept."^
Marsh (1986,201) points out that the issue of child-centered or learner- J
centered curricula reappears every decade or so and can refer to any of the (^   >
following:
) \
· individualized teaching
· learning through practical operation or doing
· laissez faire ~ no organized curricula at all but based on the momentary   \ _ interests of children
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/"\ * creative self-expression by students
· practically oriented activities directed toward the needs of society

· a collective term that refers to the rejection of teaching-directed learning

j In language teaching, Clark sees this educational philosophy as leading to j  an emphasis on process rather than product, a focus on learner differences, learner strategies, and learner self-direction and autonomy.
Social raconstructionism
This curriculum perspective emphasizes the roles schools and learners can and should play in addressing social injustices and inequality. Curriculum development is not seen as a neutral process. Schools likewise do not pres​ent equal opportunities for all (Freire 1972; Apple 1986) but reflect the gen​eral inequalities in society. Schools must engage teachers and students in an examination of important social and personal problems and seek ways to address them. .This process is known as "empowerment." Teachers must em​power their students so that they can recognize unjust systems of class, race, or gender, and challenge them. Morris (1995,10) observes:
The curriculum derived from this perspective focuses on developing knowledge, skills and attitudes which would create a world where people care about each omen the environment, and the distribution of wealth. Tolerance, the acceptance of diversity and peace would be encouraged. Social injustices and inequality would be central issues in the curriculum.
The most persuasive and currently popular representatives of this view​point are associated with the movement known as critical theory and criti​cal pedagogy. The assumptions of "criticalists" are summarized by Kinch-eloe and McLaren (1994,139):
that all thought is fundamentally mediated by power relations that are socially and historically constituted; that facts can never be isolated from the domain of value or removed from some form of ideological inscription; that the relationship between concept and object and between signifier and signified is never stable or fixed and is often mediated by the social relations of capitalist production and consumption; diat language is central to me formation of subjectivity (conscious and unconscious awareness); that certain groups in any society are privileged over others... the oppression that characterizes contemporary societies is most forcefully reproduced when subordinates accept their social status as natural, necessary, or inevitable; that oppression has many faces and that focusing on only one at the expense of the others ... often elides the interconnections between them; and, finally, that mainstream research practices are generally ... implicated in the reproduction of systems of class, race, and gender oppression.
Planning goals and learning outcomes    119
One of the best-known critical pedagogues is Freire (1972), who argued that teachers and learners are involved in a joint process of exploring and con​structing knowledge. Students are not the "objects" of knowledge: they must find ways of recognizing and resisting various forms of control. In lan​guage teaching, Auerbach's (1992) work is an important appHcationjotcrit^. i y ical pedagogy, stressing that teachm|^itje^^_e.rap.03«ecstudeiits„and^ ikJ\ helpjfienTb^nX^iBc^ch^ge-in^eir. lives. Critics of this position argue  " that teachers and students may not be able to change the structure of the sys​tems in which they work and that other channels are often available to ad​dress such changes.

Cultural pluralism ~,
This philosophy argues that schools should prepare students to participate in several different cultures and not merely the culture of the dominant so​cial and economic group. Banks (1983) argues that students in multicultural societies such as the United States need to develop cross-cultural compe​tency or what is sometimes termed intercultural communication. This means that one cultural group is not_seen as superior tojojher^^idjhat.mul^_.
'trpTe^erspeoives^'pTBenHng jhejyiewpoints of ^different-cultural, groups,
.

should"bejdeveloped wjifriamecurriculum. Cultural pluralism seeks to re​dress racism, to raise the self-esteem of minority groups, and to help chil​dren appreciate the viewpoints of other cultures and religions (Uhrmacher 1993). In the United States, the American Council on the Teaching of For​eign Languages (ACTFL) has recently identified three dimensions to inter​cultural competence in foreign language programs: the need to learn about cultures, to compare them, and to engage in intercultural exploration (Phillips and Terry 1999). Crozet and Liddicoat (1999) explore the impli​cations of these dimensions for the design of language programs in Aus​tralia. In multicultural societies such as Canada, the United States, and Aus​tralia, cultural pluralism has motivated demands for a bilingual approach to English-language teaching (Burnett 199S). Auerbach has questioned the ra​tionale for the exclusive use of English in ESL classrooms and argues that literacy in the first language is a significant factor in the learning of a sec​ond language (Auerbach 1995,25). Collingham (1988) emphasizes the im—, portance of valuing learners' language knowledge: "to treat adult learners  C,   if as if meyknownodTingoflanguageistoaccepttheimbalanceofpowerand   \   > v so ultimately to collude with institutional racism; to adopt a bilingual ap- .   \ ' proach and to'value the knowledge that learners already have is to begin to''    J challenge that unequal power relationship" (Collingham 1988, 85).
In reviewing the immigrant experience in Australia, Martin (1978) com-
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mented on the "lack of migrant participation - which could have been forth​coming if the medium of instruction had not been English alone, if bilin​gual teachers had been employed and if ethnic communities had been in​volved" (1978, 68).

The extent to which one or other of the curriculum ideologies discussed in this section serves as the ideological underpinning of the curriculum and the relative emphasis they receive in the curriculum will reflect the partic​ular context in which the curriculum occurs. The philosophy of the cur​riculum is the result of political judgment in that it reflects a particular set of choices about curriculum options. It reflects what the participants in the planning process believe to be worthwhile goals to attain and the changes they feel the curriculum should bring about. Because these judgments and values are often not stated explicitly, identifying them, making them ex​plicit, and reflecting on the unstated values and assumptions driving the cur​riculum are an essential part of the process of curriculum planning.
Stating curriculum outcomes
Aims
In curriculum discussions, the terms goal and aim are used interchangeably to refer to a description of the general purposes of a curriculum and objec​tive to refer to a more specific and concrete description of purposes. We will use the terms aim and objective here. An aim refers to a statement of a gen​eral change that a program seeks to bring about in learners. The purposes of aim statements are:

· to provide a clear definition of the purposes of a program
· to provide guidelines for teachers, learners, and materials writers
· to help provide a focus for instruction
· to describe important and realizable changes in learning
Aims statements reflect the ideology of the curriculum and show how the curriculum will seek to realize it. The following statements describe the aims of teaching English at the primary level in Singapore:
Our pupils learn English in order to:
· communicate effectively, in both speech and writing, in everyday situa​tions to meet die demands of society

· acquire good reading habits to understand, enjoy, and appreciate a wide range of texts, including the literature of other cultures
· develop the ability to express themselves imaginatively and creatively
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•
acquire dunking skills to make critical and rational judgments
· negotiate their own learning goals and evaluate their own progress
· acquire information and study skills to learn the odier subjects taught in English

· cope effectively and efficiently with change, extended learning tasks, and examinations

· acquire knowledge for self-development and for fulfilling personal needs and aspirations

· develop positive attitudes toward constructive ideas and values that are transmitted in oral and/or written forms using the English language
- develop a sensitivity to, and an appreciation of, other varieties of English and the culture they reflect

These statements reflect several of the philosophies discussed in the pre​ceding section. The following are examples of aim statements from differ​ent kinds of language programs.

A business English course
· to develop basic communication skills for use in business contexts
· to learn how to participate in casual conversation with other employees in a workplace

· to learn how to write effective business letters
A course for hotel employees
· to develop the communication skills needed to answer telephone calls in a hotel
· to deal with guest inquiries and complaints
· to explain and clarify charges on a guest's bill
Aim statements are generally derived from information gathered during a needs analysis. For-example, the following areas of difficulty were some of tiiose identified for non-English-background students studying in En​glish-medium universities:

· understanding lectures
· participating in seminars
· taking notes during lectures
· reading at adequate speed to be able to complete reading assignments
· presenting ideas and information in an organized way in a written as​signment

In developing course aims and objectives from this information, each area of difficulty will have to be examined and researched in order to understand
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what is involved in understanding lectures, participating in seminars, and so on. What knowledge and skills does each activity imply? Normally the over​all aims of a short course can be described in two or three aim statements; however, in a course spanning a longer time period, such as the primary school course referred to earlier, a greater number of aim statements will be needed.

In developing aim statements, it is important to describe more than sim​ply the activities that students will take part in. The following, for example, are not aims:

Students will learn about business-letter writing in English. Students will study listening skills. Students will practice composition skills in English. Students will learn English for tourism.

For these to become aims, they need to focus on the changes in the learners that will result. For example:

Students will learn how to write effective business letters for use in the hotel and tourism industries.

Students will learn how to listen effectively in conversational interactions and how to develop better listening strategies.

Students will leam how to communicate information and ideas creatively and effectively through writing.

Students will be able to communicate in English at a basic level for pur​poses of tourism.

Objectives
Aims are very general statements of the goals of a program. They can be in​terpreted in many different ways. For example, consider the following aim statement:

Students will learn how to write effective business letters for use in the hotel and tourism industries.
Although this provides a clear description of the focus of a program, it does not describe the kinds of business letters students will learn or clarify what is meant by effective business letters. In order to give a more precise focus to program goals, aims are often accompanied by statements of more spe​cific purposes. These are known as objectives. (They are also sometimes re​ferred to as instructional objectives or teaching objectives.) An objective refers to a statement of specific changes a program seeks to bring about and
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results from an analysis of the aim into its different components. Objectives generally have the following characteristics:

· They describe what the aim seeks to achieve in terms of smaller units of learning.

· They provide a basis for the organization of teaching activities.
· They describe learning in terms of observable behavior or performance.
The advantages of describing the aims of a course in terms of objectives are;„.
· They facilitate planning: once objectives have been agreed on, course/ planning, materials preparation, textbook selection, and related processes can begin.
/ /

· They "provide measurable outcomes and thus provide accountability:.., given a set of objectives, the success or failure of a program to teach the   '■ objectives can be measured.

· They are prescriptive: they describe how planning should proceed and^do-"' away with subjective interpretations and personal opinions.
In relation to the activity of "understanding lectures" referred to above, for example, aims and objectives such as the following can be described (Brown 1995):

Aim
•
Students will learn how to understand lectures given in English.
Objectives
· Students will be able to follow an argument, theme, or thesis of a lecture.
· Students will learn how to recognize the following aspects of a lecture: cause-and-ejfect relationships
comparisons and contrasts
premises used in persuasive arguments
supporting details, used in persuasive arguments  "
Statements of objectives have the following characteristics:
Objectives describe a leamingj>utcQ_me-Jin ^tingj)bjectives,_expressions
like will study, will lean^aboirt.jyjllpiepare^stt^^
cause they^FnctTdescribe the result of learning but rather what students

wift~36Tlunng aj^uj^..OJ)jetiiiy^^
_;
7ujvX^iLleam.kow^o^wM.be^ble-to.-(lrO£-ex^^
tion7''Npdangu^ejC^Ltcomes.aad .process objectives" •Qn"page~t33T)
Objectives should be consistent with the curriculum aimpnly objectives thai clearlyserve to reaUze~an aim should be included. For example, the ob-
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jective below is unrelated to the curriculum aim Students will learn how to write effective business tetters for use in the hotel and tourism industries.
Objective
The student can understand and respond to simple questions over the tele​phone.
Because the aim relates to writing business letters, an objective in the do​main of telephone skills is not consistent with this aim. Either the aim state​ment should be revised to allow for this objective or the objective should not be included.

Qki^^^^^ML4-be^p£ecis,e^jQh}&cti.wcs that are vague and ambiguous are not useful. This is seen in the following objective for a conversation course:

Students will know how to use useful conversation expressions.
A more precise objective would be:
Students will use conversation expressions for greeting people, opening and closing conversations.
Objectives shouldbe feasible,. Objectives should describe outcomes that are attainable in the time available during a course. The following objective is probably not attainable in a 60-hour English course:

Students will be able to follow conversations spoken by native speakers.
The following is a more feasible objective:
Students will be able to get the gist of short conversations in simple English on topics related to daily life and leisure.
The following objectives (adapted from Pratt 1980) from a short course on English for travel and tourism designed to prepare students for travel in En​glish-speaking countries illustrate the relationship between aims and ob​jectives:

Course aim
To prepare students to communicate in English at a basic level for purposes of travel and tourism.
Course objectives 1. The student will have a reading vocabulary of 300 common words and abbreviations.
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2. The student will have a listening vocabulary of 300 common words plus numbers up to 100.
3. The student can understand simple written notices, signs, and menus.
4. The student can understand simple questions, statements, greetings, and directions.
5. The student can get the gist of simple conversations in spoken English.
6. The student can pick out unfamiliar phrases from conversations and re​peat them for clarification.
7. The student can use in speech 200 common words plus numbers up to 100 for time, quantity, and price.
8. The student can use about 50 useful survival phrases, questions, re​quests, greetings, statements, and responses.
9. The student can hold a bilingual conversation, speaking English slowly and clearly in simple words.
10. The student can use and understand appropriate gestures.
11. The student will have the confidence to initiate conversations in En​glish, be unafraid of making mistakes, and attempt utterances outside his or her competence.
12. The student will be willing to leam from a native speaker's correction of his or her errors.
13. The student will have a "success experience" of making himself or her​self understood in, and understand, a foreign language.
Frankel (1983, 124) gives the example of aims and objectives for a course in foundation reading skills for first-year university students in a Thai uni​versity:

Aim
To read authentic, nonspecialist, nonfiction texts in English with compre​hension and at a reasonable speed.
Objectives
1. To use linguistic information in the text as clues to meaning, including:
· deducing the meaning and use of unfamiliar lexical items through an understanding of word formation and context clues
· decoding complex phrases and sentences including premodification, postmodification, complex embedding, and clause relations in com-
' pound and complex sentences
· recognizing and interpreting formal cohesive devices for linking dif​ferent parts of a text

· recognizing and interpreting discourse markers
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2.
To understand the communicative value of a text, including:
· its overall rhetorical purpose (e.g., giving instructions, reporting an event)

· its rhetorical structure, including ways of initiating, developing, and terminating a discourse

3.
To read for information, including:
- identifying the topic (theme)

· identifying the main ideas, stated and implied
· distinguishing between the topic and the main idea
· reading for detail
.  • distinguishing important from unimportant details

· skimming to obtain the gist or a general impression of the semantic content

· scanning to locate specifically required information
4.
To read interpretatively including:
· extracting information not explicitly stated by making inferences
· distinguishing fact from opinion
· interpreting die writer's intention, attitude, and bias
· making critical judgments
Examples of objectives for the teaching of listening comprehension from the Singapore Primary Syllabus referred to earlier are:
At the end of the course, pupils should be able to demonstrate listening competence in die following ways:

· recognize and distinguish the basic sounds and phonological features of the English language

· understand and carry out instructions (simple to complex) given orally
· answer questions of differing levels based on what is heard
· recognize a range of spoken and written text types/speech situations and respond appropriately when required

· recognize discourse features in extended spoken texts in order to follow effectively what is spoken (e.g., words/expressions signaling, introduc​tion, conclusion, exemplification, digression)

· observe conversation etiquette as a listener in group discussion
· listen critically for a specific purpose and respond appropriately
The difficulty of drawing up statements of objectives should not be under​estimated. In developing language objectives one is doing more than creat​ing a wish list off the top of one's head (though in the real world this is what
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often happens). Sound objectives in language teaching are based on an un​derstanding of the iature^f^l^^j^terb^^te.ughL(e^0-listen^^ S£eatalfg7real3inJ[rjA^^

basic, jntenned"iate, orad^^ced-leveUearners.,.and the ability tobeable to
describe course aimsjnj^^f^^
orgEuv"~
"ization. (Objectives are therefore normally produced by a group of teachers ofpTanners who write sample objectives based on their knowledge and ex​perience and revise and refine them over time. In developing objectives, it is necessary to make use of a variety of sources, such as diagnostic infor​mation concerning students' learning difficulties, descriptions of skilled performance in different language domains, information about different language levels as is found in the ACTFL Proficiency Guidelines (see Chap​ter 6), as well as characterizations of the skills involved in different domains   . ., of language use (see Appendix 2). Objectives cannot., therefo.tejje .regarded ...J^ as fixed. As, instruction proceeds, some may_have__to be revised, some     \ dropped because they are unrealistic, and others added to address gaps.
Criticisms of the use of objectives
Although in many institutions the use of objectives in course planning is seen as a way of bringing rigor and structure to the process of course plan​ning, the use of objectives either in general form or in the form of behav​ioral objectives has also attracted some criticism. The major criticisms of their use are:

Objectives turn teaching into a technology. It is argued that objectives are linked to an efficiency view of education, that is, one based on die assump​tion that the most efficient means to an end is justified. There is a danger that curriculum planning becomes a technical exercise of converting state​ments of needs into~objectives. In the process, the broader goals of teach​ing and learning (e.g., to provide meaningful and worthwhile learning ex​periences) may be lost.

Comment: This criticism is more applicable to the form of objectives known as "behavioral objectives" (see Appendix 1). To ensure that the cur​riculum addresses educationally important goals, objectives should be in​cluded that address "meaningful and worthwhile learning experiences." One way to do this is to include objectives that cover both language outcomes and nonlanguage outcomes: the latter will be discussed later in this chapter.
Objectives trivialize teaching and are product-oriented. By assuming that every purpose in teaching can be expressed as an objective, the suggestion
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is that the only worthwhile goal in teaching is to bring about changes in stu​dent behavior.

Comment: Objectives need not be limited to observable outcomes. They can also describe processes and experiences that are seen as an important focus of the curriculum.

Objectives are unsuited to many aspects of language use. Objectives may be suitable for describing the mastery of skills, but less suited to such things as critical thinking, literary appreciation, or negotiation of meaning.
Comment: Objectives can be written in domains such as critical thinking and literary thinking but will focus on the experiences the curriculum will provide rather than specific learning outcomes.

Competency-based program outcomes
An alternative to the use of objectives in program planning is to describe learning outcomes in terms of competencies, an approach associated widi Competency-Based Language Teaching (CBLT). CBLT seeks to make a fo​cus on the outcomes of learning a central planning stage in the development of language programs (Schneck 1978; Grognet and Crandall 1982). Tradi​tionally, in language teaching planners have focused to a large extent on the content of teaching (as reflected in a concern for different types of syl​labuses) or on the process of teaching (as reflected in a concern for differ​ent types of teaching methods). Critics of this approach argue that this con​cern with content or process focuses on the means of learning rather than its ends. CBLT shifts the focus to the ends of learning rather than the means. As a general educational and training approach, CBLT seeks to improve ac​countability in teaching through Unking instruction to measurable outcomes and performance standards.

CBLT first emerged in the United States in the 1970s and was widely adopted in vocationally oriented education and in adult ESL programs. By the end of the 1980s, CBLT had come to be accepted as "the state-of-the-art approach to adult ESL by national policymakers and leaders in curricu​lum development as well" (Auerbach 1986, 411). In 1986, any refugee in . the United States who wished to receive federal assistance had to be en​rolled in a competency-based program (Auerbach 1986,412). CBLT has re​cently reemerged in some parts of the world (e.g., Australia) as the major approach to the planning of language programs. The characteristics of CBLT are described by Schneck (1978, vi):

Competency-based education has much in common with such approaches to learning as performance-based instruction, mastery learning and individualized
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"") instruction. It is outcome-based and is adaptive to the changing needs of students, C teachers and the community.... Competencies differ from other student goals ;     i and objectives in that they describe the student's ability to apply basic and other     \ skills in situations that are commonly encountered in everyday life. Thus CBEjis       \ based on a set of outcomes that are derived from an analysis of tasks typically V^--^' required of students in life role situations.
THE NATURE OF COMPETENCIES
Cojrrpejencie^r^fer^
cessful completion of real-world activities. These activities may be related to ariTdolnaTrroTTife, tHough they~have typically been linked to the field of work and to social survival in anew environment. Docking (1994,11) points out the relationship between competencies and job performance:
A qualification or a job cart be described as a collection of units of competency, each of which is composed of a number of elements of competency. A unit of competency might be a task, a role, a function, or a learning module. These will change over time, and will vary from context to context. An element of competency can be defined as any attribute of an individual that contributes to the successful performance of a task, job, function, or activity in an academic setting and/or a work setting. This includes specific knowledge, thinking processes, attitudes; and perceptual and physical skills. Nothing is excluded that can be shown to contribute to performance. An element of competency has meaning independent of context and time. It is the building block for competency specifications for education, training, assessment, qualifications, tasks, and jobs.
Tollefson (1986) observes that the analysis of jobs into their constituent functional competencies in order to develop teaching objectives goes back to" the mid-nineteenth century. In the 1860s, Spencer "outlined the major ar​eas of human activity he believed should be the basis for curricuiar objec​tives." Similarly, in 1926 Bobbitt developed curricuiar objectives according to his analysis of the functional competencies required for adults living in America. This approach has been picked up and refined as the basis for the development of competency-based programs since the 1960s. Northrup (1977) reports on a study commissioned by the U.S. Office of Education in which a wide variety of tasks performed by adults in American society were . analyzed and the behaviors needed to carry out the tasks classified into five knowledge areas and four basic skill areas. From this analysis sixty-five competencies were identified. Docking (1994) describes how he was part of a project in Australia in 196S that involved specifying the competencies of more than one hundred trades.
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Mrowicki (1986) describes the process of developing a competency-based curriculum for a refugee program designed to develop language skills for employment. The process included:

· reviewing existing curricula, resource materials, and textbooks
· needs analysis (interviews, observations, survey of employers)
· identifying topics for a survival curriculum
· identifying competencies for each of the topics
· grouping competencies into instructional units
Examples of competencies are (Mrowicki 1986):
Topic: housing
1. Identify common household furniture/rooms.
2. .Answer simple questions about basic housing needs.
'3. Ask for simple information about housing, including rent, utilities, and date available.

4. Report household problems and emergencies.
5. Request repairs.
6. Arrange time for repairs.
Topic: shopping
1. Read a limited number of basic signs.
2. Ask the price of items.
3. State basic food (or other) needs.
4. State intention to purchase items.
5. Request correct change when incorrect change is received.
6. Read abbreviations for common weights and measure.
7. Ask for food using common weights and measures.
8. State clothing needs, including color and size.
9. Differentiate sizes by reading tags and tape measure.
In the Australian Migrant Education Program, one of the world's largest providers of language training to immigrants, a competency-based ap​proach is used. Learning outcomes are specified in terms of work-related competencies such as the following:

Job-seeking skills: sample competencies
· Can inquire about an employment opportunity
· Can read and interpret advertisements for employment
· Can prepare a job-application letter
Workplace language: sample competencies
' Can follow and give oral instructions relevant to the workplace
•
Can read diagrammatic and graphic workplace texts
Planning goals and learning outcomes    131
•
Can write formal letters relevant to a workplace context
In the Australian program competencies are described in terms of:
· elements that break down the competency into smaller components and refer to the essential linguistic features involved

· performance criteria that specify the minimal performance required to achieve a competency

· range of variables mat sets limits for the performance of the competency
· sample texts and assessment tasks that provide examples of texts and as​sessment tasks that relate to the competency

As the examples above illustrate, competency descriptions are very similar to statements of objectives. They can be regarded as objectives that are linked to specific domains or activities.

CRITICISMS OF THE USE OF COMPETENCIES
The use of competencies in program planning is not without its critics. These criticisms focus on the following issues:

Definition of competencies Tollefson (1986) argues that no valid proce​dures are available to develop competency specifications. Altiiough lists of competencies can be generated intuitively for many areas and activities, there is no way of knowing which ones are essential. Typically, competen​cies are described based on intuition and experience, a process similar to the one used to develop statements of objectives. In addition, focusing on observable behaviors can lead to a trivialization of the nature of an activity. Therefore, competencies related to effective performance on a job will tend to include such things as "reading directions or following orders on a job," but not "to change or question the nature of the job."

Hidden values underlying competency specifications CBLT is based on a social and economic efficiency model of curriculum design that seeks to enable learners to participate effectively in society. Consequently, as Tollefson and others have pointed out, the competencies selected as a basis for instruction typically represent value judgments about what such participation involves. Tollefson gives examples of value-based compe​tency' descriptions developed as part of a refugee resettlement training program in the Philippines:

• To develop the belief "that self-sufficiency is highly regarded in Ameri​can society, that upward mobility is possible by hard work and persever-
/
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ajce . . . and mat men and women have equal access to employment opportunities"

· To discourage attending school while receiving welfare
· To develop the attitude that the purchasing and use of secondhand items is appropriate

· To identify common entry-level jobs that can be held by those with .lim​ited English ability

· To respond appropriately to supervisors' comments about quality of work on the job, including mistakes, working too slowly, and incomplete work
(Tollefson 1986, 655-656)
Tollefson (1986, 656-657) points out that such competencies encourage refugees "to consider themselves fortunate to find minimum-wage employ​ment, regardless of their previous education. Moreover, the competencies. attempt to inculcate attitudes and values that will make refugees passive cit​izens who comply rattier than complain, accept rather man resist, and apol​ogise rather than disagree."

Criticisms such as these essentially argue for a different curriculum ide​ology than CBLT, such as a learner-centered or social-reconstructionist model. CBLT is not necessarily linked to the ideology Tollefson exposes. As with the use of objectives, appropriately described and chosen compe​tency descriptions can provide a useful framework for course planning and delivery, though they may be more appropriate for certain types of courses than others. They seem particularly suited to programs that seek to teach learners the skills needed to perform specific tasks and operations, as found in many kinds of ESP programs.

The standards movement
The most recent realization of a competency perspective in the United States is seen in the "standards" movement, which has, dominated educa​tional discussions since the 1990s. As Glaser and Linn note:      -   -
In the recounting of our nation's drive towards educational reform, the last decade of this century will undoubtedly be recognized as the time when a concerted press for national educational standards emerged. The press for standards was evidenced by the efforts of federal and state legislators, presidential and gubernatorial candidates, teacher and subject-matter specialists, councils, governmental agencies, and private foundations. (Glaser and Linn 1993, xiii)
Standards are descriptions of the targets students should be able to reach in different domains of curriculum content, and throughout the 1990s there
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was a drive to specify standards for subject matter across the curriculum. These standards or benchmarks are stated in the form of competencies. In Australia, McKay (1999, 52) reports:

Literacy benchmarks at Years 3,5 and 7 are currently under development centrally in consultation with States/Territories, literacy experts and professional associations. The benchmarks are to be short statements and to be "expressed in
plain, accessible English, clearly understandable by a community audience"


They are to be accompanied by professional elaborations "to assist teachers and other educational professionals to assess and report student progress against the benchmarks."

Second and foreign language teaching in die United States has also em​braced the standards movement. "It quickly became apparent to ESL edu​cators in the United States at that time (1991) that the students we serve were not being included in the standards-setting movement that was sweep​ing the country" (Short 1997, 1).

The TESOL organization undertook to develop school standards for ESL for grades K-12. These are described in terms of competencies: "The stan​dards ... specify the language competencies ESOL students in elementary and secondary schools need to become fully proficient in English, to have unrestricted access to grade-appropriate instruction in challenging aca​demic subjects, and ultimately to lead rich and productive lives" (TESOL 1997, 3). The standards are framed around three goals and nine standards. Each standard is further explicated by descriptors, sample progress indica​tors, and classroom vignettes widi discussions (see Appendix 3).
Nonlanguage outcomes and process objectives
A language curriculum typically includes other kinds of outcomes apart from language-related objectives of the kind described above. If the cur​riculum seeks to reflect values related to learner centeredness, social re-constructionism, or cultural pluralism, outcomes related to these values will also need to be included. Because such outcomes go beyond the content of a linguistically oriented syllabus, they are sometimes referred to as nonlan​guage outcomes. Those that describe learning experiences rather than learn​ing outcomes are also known as process objectives. Jackson reports that a group of teachers of adult immigrants in Australia identified eight broad categories of nonlanguage outcomes in their teaching (Jackson 1993,2):
• social, psychological, and emotional support in the new living environ​ment

^>ir,   «» UmverWV
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' confidence
· motivation

· cultural understanding

· knowledge of the Australian community context

· learning about learning

· clarification of goals

· access and entry into employment, further study, and community life

Objectives in these domains relate to the personal, social, cultural, and po​litical needs and rights of learners. If these are not identified, they tend to get forgotten or overlooked in the curriculum planning process. Jackson (1993, 8) comments:
Non-language outcomes represent more than desirable or optional by-products of the language learning process. They are essential prerequisites for on-going and meaningful involvement with the process of language learning and learning in general. Non-language outcomes are thus teaching and learning issues strongly related to issues of access and equity for non-English-speaking background learners and workers. It is important that the development of knowledge and learning skills represent a significant component of the adult ESL curriculum.
Jackson gives the following examples of objectives in on-arrival programs for immigrants that relate to understanding the context of local service in​stitutions (1993,45):
•
to assist students to identify major local providers of services for:
1. the unemployed
2. employment

3. education and training

· to assist students to identify the main functions of the above

· to situate main functions of above services in context of educational pro​vision as a first step in the process of ongoing adult"education

· to assist students to identify major services, including private/public for

1. .migrants
2. children

3. women

4. sport and recreation

· to provide task-oriented activities, including community visits, to famil​iarize students with above services

· to assist students to ascertain relevance of above services for themselves in terms of
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1. eligibility
2. accessibility

Another category of outcomes is sometimes referred to as process ob​jectives. In general education these are associated with the ideas of Bruner (1966) and Stenhouse (1975). Bj^er-arg^ed^atjhej^umculum should focus less on the outcomes of learning and more on the knowledge and skills ielufaers'^te'dj^
marchitdfeffshould acquire through the processes of inquiry and deliber​ation. Stenhouse argued that the curriculum should focus on activities that engage learners in such processes as investigation, decision making, reflection, discussion, interpretation, making choices, cooperation with others, and so on. Thus Hanley, Whitla, Moss, and Walter identified the aims of a course titled "Man: A Course of Study" as:
· To initiate and develop in youngsters a process of question posing

· To teach a research methodology where children can look for informa​tion

· To help youngsters developthe ability to use a variety of firsthand sources as evidence from which to develop hypotheses and draw conclusions

· To conduct classroom discussions in which youngsters learn to listen to others as well as to express their own view

· To legitimize the search, that is, to give sanction and support to open-ended discussions where definitive answers to many questions are not found

· To encourage children to reflect on their own experiences

· To create a new role for the teacher, who becomes a resource radier than an authority

(Hanley, et al. 1970,5)
With this approach it is suggested that detailed specification of objectives is not needed. The curriculum specifies instead the content students will study and the activities and processes they are expected to engage in while studying the content. Stenhouse (1975) explains:
[The curriculum] is not designed on a pre-specification of behavioral objectives. Of course there are changes in students as a result of the course, but many of the most valued are not co be anticipated in detail. The power and the possibilities of the curriculum cannot be contained within objectives because it is founded on the idea that knowledge must be speculative and thus indeterminate as to student outcomes if it is to be worthwhile.
Objectives in the category of learning how to learn refer to learning strate​gies, Learning strategy theory suggests that effective learning involves:
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· developing an integrated set of procedures and operations that can be ap​plied to different learning - that is, strategies

· selecting strategies appropriate to different tasks
· monitoring strategies for their effectiveness and replacing or revising them if necessary

Many different kinds of learning strategies may be relevant to particular groups of learners. For example, a description of objectives for a national secondary school curriculum in an EFL country includes the following:
The course should develop students' awareness of the learning process and their role as learners by developing the following knowledge and skills:
1. ways of organizing learning and dividing learning tasks into smaller sub-tasks
2. familiarity with how to use reference words designed to assist them in in​dependent learning (e.g., dictionaries, reference grammars, study guides)
3. awareness of their own learning styles and strengths and weaknesses
4. familiarity with various techniques of vocabulary learning and identifi​cation of techniques that are particularly useful to themselves
5. awareness of the nature of learning strategies and the difference between effective and ineffective strategies
6. ability to monitor their own learning progress and ways of setting per​sonal goals for language improvement
Jackson (1993,41) gives examples of objectives designed to help develop different types of learning strategies. The following relate to developing strategies for effective organization and management of time:
· to explicitly introduce students to the concept of time allocation in rela​tion to study

· to assist students to identify realistic times and time spans for home study and individual study in the learning center

· to assist students to prioritize study time allocation in relation- to other everyday activities and family commitments

· to assist students to create a daily/weekly timetable of study
The English Language Syllabus for the Teaching of English at Primary Level (1991) in Singapore includes a number of categories of process ob​jectives. These are described as follows:

Thinking skills
At the end of the course, pupils should be able to:
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· explore an idea, situation, or suggested solution for a specific purpose
· think creatively to generate new ideas, to find new meanings, and to deal with relationships

· analyse and/or evaluate an idea, a situation, or a suggested solution for a specific purpose

Learning how to learn
At the end of the course, pupils should be able to:
· apply a repertoire of library, information, and study skills
· take some responsibility for their own learning
· use some of the basic, skills relating to information technology
Language and culture
At the end of the course, pupils should be able to:
· appreciate that there are varieties of English reflecting different cultures and use this knowledge appropriately and sensitively in communication
· adopt a critical, but not negative, attitude toward ideas, thoughts, and val​ues reflected in spoken and written texts of local and foreign origin
The American Council on the Teaching of Foreign Languages in its National Standards for Foreign Language learning (1996) (part of the standards movement referred to earlier) identifies a number of objectives for language programs that relate to the philosophy of cultural pluralism. For example:
· Students demonstrate understanding of the concept of culture tiirough comparisons of the cultures studied and their own.

· Students acquire information and recognize the distinctive viewpoints that are only available through the foreign language and its cultures.
The planning of learning outcomes for a language course is closely related to the course planning process. Issues involved in developing and organiz​ing course content are the focus of Chapter 6.

Discussion questions and activities
1. Choose a language teaching context you are familiar with and charac​terize the ideology underlying the curriculum. Are there any limitations of the ideology you have identified?
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2. What limitations might there be in a focus on practical and functional skills in a language curriculum?
3. How has the philosophy of leamer-centeredness influenced approaches to language teaching in recent years? What is such a philosophy a re​sponse to?
4. Do you think it is appropriate for language teachers to seek to empower students? If so, give examples of issues you think should be addressed and how these might be the focus of teaching.
5. To what extent is cultural pluralism an issue in the context in which you work or will work? If it is an issue, how would you address it in the cur​riculum?
6. What approach to planning learning outcomes is used in a program you are familiar with? How effective is it?
7. Give examples of aim statements that are appropriate for the follow​ing kinds of courses:
a course for English in primary school
a course in listening skills for intermediate-level learners
8.
Rewrite the following aim statements so that they describe changes in
learners:

Students will study English grammar Students will improve their pronunciation
9.
Prepare five sample objectives related to this aim:
Students will leam how to use effective office communication skills in English.

10. Look at the lists of listening skills and conversation skills in Appendix 2 and prepare three sample objectives related to any of the skills listed.
11. Prepare descriptions of competencies required to perform the follow​ing activities that are part of the target competencies of a program for English for hotel employees:
handling guest check-in at the hotel reception desk taking guests' meal orders in a restaurant dealing with guest inquiries at a tour desk
12. Discuss a teaching context you are familiar with and identify some non-language outcomes that are important in the context.
13. Discuss the advantages and limitations of using the following in plan​ning learning outcomes: objectives, competencies, standards.
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Appendix 1    Behavioral objectives
A particular form of expressing objectives known as behavioral objectives became popular at the time of the systems approach to educational plan​ning. (The word behavior here refers to performance and is not related to behaviorist psychology.) Behavioral objectives take the idea of describing learning outcomes .one step beyond the examples above by further opera-tionalizing the definition of behavior. In a classic paper, Mager (1975) described three components for the description of behavioral objectives:
■ performance: an objective says what a learner is expected to be able to do
· conditions: an objective describes the important conditions (if any) under which the performance is to occur

· criterion: wherever possible, an objective describes the criterion of ac​ceptable performance, describing how well the learner must be able to perform in order to be considered acceptable

Findlay and Nathan (1980, 225-226) suggest that to meet the criterion of an operational definition of behavior, behavioral objectives need to in​clude the following aspects:

1. me student as subject
2. an action verb that defines behavior or performance to be learned
3. conditions under which the student will demonstrate what is learned
4. minimum level of performance required after instruction, as specified by a criterion-referenced measurement strategy
The principal difference between behavioral objectives and instructional or teaching objectives as discussed above is the addition of statements of con​ditions and criterion. The statement of conditions is an attempt to specify the circumstances under which the learner demonstrates learning. For example, in showing that me learner has learned how to use certain conversational ex​pressions will these be demonstrated by filling in the blanks in a cloze dia​logue, by taking part in a question-and-answer exchange, or by performing a role play? The statement of criterion describes how well me learner must perform the action. For example, should the learner be able to complete a task within a time limit, with a minimum number of errors, or to a certain level of comprehensibility? The following are examples of behavioral ob​jectives for a common-core ESL program (Findlay and Nathan 1980,226):
♦ Given an oral request [condition] the learner [student as subject] will say [action mat defines behavior] his/her/name, address and telephone num​ber to a native speaker of English as spell his/her name, street and city so
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that an interviewer may write down the data with 100% accuracy [level of performance]. • Given oral directions for a 4-step physical action, the learner will follow the directions with 100% accuracy.

Behavioral objectives of this kind are even more difficult to write than the simpler objectives illustrated above and perhaps for this reason have not been widely used in language teaching. In most circumstances, objectives in the more general form illustrated earlier provide sufficient guidance for program planning and instruction.

Appendix 2   Listening and conversation skills
1. An example of a skills taxonomy for the domain of listening skills (from Brindley 1997).

1
Orienting oneself to a spoken text
1.1 Identifying the purpose/genre of a spoken text
1.2 Identifying the topic
1.3 Identifying the broad roles and relationships of the participants (e.g., superior/subordinate)
2
Identifying the main idea/s in a spoken text
2.1 Distinguishing main ideas from supporting detail
2.2 Distinguishing fact from example
2.3 Distinguishing fact from opinion when explicitly stated in text
3
Extracting specific information from a spoken text
3.1 Extracting key details explicitly stated in text
3.2 Identifying key vocabulary items
4
Understanding discourse structure and organisation
4.1 Following discourse structure
4.2 Identifying key discourse/cohesive markers --
4.3 Tracing the development of an argument
*   -
5
Understanding meaning not explicitly stated
5.1 Relating utterances to the social/situational context
5.2 Identifying the speaker's attitudes/emotional state
5.3 Recognising the communicative function of stress/intonation patterns
5.4 Recognising the speaker's illocutionary intent
5.5 Deducing meaning of unfamiliar words
5.6 Evaluating the adequacy of the information provided
5.7 Using information from die discourse to make a reasonable pre​diction
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2. An example of a description of conversation skills.*
· turn taking
· giving feedback and backchanneling
· maintaining conversations
· initiating conversations
· closing interactions appropriately
· guessing the meanings of unfamiliar words
· seeking clarification
· asking for repetition
· structuring spoken information
· giving spoken instructions
· developing spoken texts as anecdotes
· using appropriate vocabulary
· using appropriate intonation and stress patterns
Appendix 3    ESOL standards for grades 4-8 (from TESOL 1997)
Descriptors
· sharing and requesting information
· expressing needs, feelings, and ideas
· using nonverbal communication in social interactions
· getting personal needs met
· engaging in conversations
· conducting transactions
Sample progress indicators
•
ask peers for their opinions, preferences, and desires
■
correspond with pen pals, English-speaking acquaintances, and friends
· write personal essays
· make plans for social engagements
· shop in a supermarket
· engage listener's attention verbally or nonverbally

· volunteer information and respond to questions about self and family
· elicit information and ask clarification questions
· clarify and restate information as needed
· describe feelings and emotions after watching a movie
· indicate interests, opinions, or preferences related to class projects
· give and ask for pennission
■
offer and respond to greetings, compliments, invitations, introductions, and
farewells
•
Extract reprinted from Focus on Speaking by A. Bums and H. Joyce (1997) with
pennission from the National Centre for Englisti Language Teaching and Research
(NCELTR), Australia. ©Macquarie University.
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· negotiate solutions to problems, interpersonal misunderstandings, and disputes
· read and write invitations and thank-you letters
· use the telephone
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6 Course planning and syllabus design
A number of different levels of planning and development are involved in developing a course or set of instructional materials based on the aims and objectives diat have been established for a language program. In this chap​ter we will examine the following dimensions of course development:
•
developing a course rationale
- describing entry and exit levels
· choosing course content
· sequencing course content
· planning the course content (syllabus and instructional blocks)
· preparing the scope and sequence plan
These processes do not necessarily occur in a linear order. Some may take place simultaneously and many aspects of a course are subject to ongoing revision each time the course is taught. The types of decision making that we will examine in this chapter are also involved in developing instructional materials and many of the examples discussed apply to both course plan​ning and materials design.

The course rationale
A starting point in course development is a description of the course ra​tionale. This is a brief written description of the reasons for the course and the nature of it. The course rationale seeks to answer the following ques​tions:

Who is this course for?
What is the course about?
What kind of teaching and learning will take place in the course?
The course rationale answers these questions by describing the beliefs, val​ues and goals that underlie the course. It would normally be a two- or three-paragraph statement that has been developed by those involved in planning
145
146   Chapter 6
and teaching a course and that serves to provide the justification for the type of teaching and learning that will take place in the course. It provides a suc​cinct statement of the course philosophy for anyone who may need such in​formation, including students, teachers, and potential clients. Developing a rationale also helps provide focus and direction to some of the deliberations involved in course planning. The rationale thus serves the purposes of:
- guiding the planning of the various components of the course
· emphasizing the kinds of teaching and learning the course should exem​plify

· providing a check on the consistency of the various course components in terms of the course values and goals

(Posner and Rudnitsky 1986)
The following is an example of a course rationale:  —
This course is designed for working adults who wish to improve their communication skills in English in order to improve their employment prospects. It teaches the basic communication skills needed to communicate in a variety of different work settings. The course seeks to enable participants to 'recognize their strengths and needs in language learning and to give them the confidence to use English more effectively to achieve their own goals. It also seeks to develop the participants' skills in independent learning outside of the classroom.

In order to develop a course rationale, the course planners need to give care​ful consideration to the goals of the course, the kind of teaching and learn​ing they want the course to exemplify, the roles of teachers and learners in the course, and the beliefs and principles the course will reflect
Describing the entry and exit level
In order to plan a language course, it is necessary to know the levefat which the program will start and the level learners may be expected to reach at the end of uhe course. Language programs and commercial materials typically distinguish between elementary, intermediate, and advanced levels, but these categories are too broad for the kind of detailed planning that program and materials development involves. For these purposes, more detailed de​scriptions are needed of students' proficiency levels before they enter a pro​gram and targeted proficiency levels at the end of it. Information may be available on students' entry level from their results on international profi​ciency tests such as TOEFL or IELTS. Or specially designed tests may be
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needed to determine the level of students' language skills. Information from proficiency tests will enable the target level of the program to be assessed and may require adjustment of the program's objectives if they appear to be aimed at too high or too low a level.
An approach that has been widely used in language program planning is to identify different levels of performance or proficiency in the form of band levels or points on a proficiency scale. These describe what a student is able to do at different stages in a language program. An example of die use of proficiency descriptions in large-scale program planning was the approach used in the Australian Migrant Education On-Arrival Program.
In order to ensure that a language program is coherent and systematically moves learners along the path cowards that level of proficiency they require, some overall perspective of the development path is required. This resulted... in the development of the Australian Second Language Proficiency Ratings (ASLPR). The ASLPR defines levels of second language proficiency as nine (potentially 12) points along the path from zero to native-like proficiency. The definitions provide detailed descriptions of language behavior in all four macro-skills and allow the syllabus developer to perceive how a course at any level fits into the total pattern of proficiency development. (Ingram 1982,66)
Similarly, in 1982 the American Council on the Teaching of Foreign Languages published proficiency guidelines in the form of "[a] series of descriptions of proficiency levels for speaking, listening, reading, writing, and culture in a foreign language. These guidelines represent a graduated sequence of steps that can be used to structure a foreign language program" (Liskin-Gasparro 1984, 11). The ACTFL Proficiency Guidelines (see Ap​pendix 1) have been widely promoted as a framework for organizing cur​riculum and as a basis for assessment of foreign language ability, though they have also attracted controversy because they are not research-based (e.g., see Lowe 1986). Band descriptors such as those used in the IELTS examinations or the UCLES/RSA Certificate in Communicative Skills in English (Weir 1990,149-179) can be similarly used as a basis forplanning learner entry and exit levels in a program. (See Appendix 2 for an example of performance levels in writing, and Appendix 3 for band descriptors for "oral interaction.")
Choosing course content
The question of course content is probably the most basic issue in course design. Given that a course has to be developed to address a specific set of
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needs and to cover a given set of objectives, what will the content of the course look like? Decisions about course content reflect the planners* as​sumptions about the nature of language, language use, and language learn​ing, what the most essential elements or units of language are, and how these can be organized as an efficient basis for second language learning. For ex​ample, a writing course could potentially be planned around any of die fol​lowing types of content:

· grammar (e.g., using the present tense in descriptions)
· functions (e.g., describing likes and dislikes)
· topics (e.g., writing about world issues)
· skills (e.g., developing topic sentences)
· processes (e.g., using prewriting strategies)
· texts (e.g.-,''writing a business letter)
Similarly a speaking course could be organized around:
· functions (expressing opinions)
· interaction skills (opening and closing conversations, turn taking)
· topics (current affairs, business topics)
The choice of a particular approach to content selection will depend on sub​ject-matter knowledge, the learners' proficiency levels, current views on second language learning and teaching, conventional wisdom, and conven​ience. Information gathered during needs analysis contributes to the plan​ning of course content, as do additional ideas from the following sources:
· available literature on the topic
· published materials on the topic
· review of similar courses offered elsewhere
· review of tests or exams in the area " analysis of students* problems
· consultation with teachers familiar witfi the topic.. __      t
· consultation with specialists in the area
Rough initial ideas are noted down as a basis for further planning and added to through group brainstorming. A list of possible topics, units, skills, and other units of course organization is then generated. One person suggests something that should go into the course, others add their ideas, and these are compared with other sources of information until clearer ideas about the content of the course are agreed on. Throughout this process the statements of aims and objectives are continually referred to and both course content suggestions and the aims and objectives themselves are revised and fine-tuned as the course content is planned. For example, a group of teachers
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listed the following initial ideas about what they would include in a course on listening and speaking skills for a group of intermediate-level learners:
· asking questions
· opening and closing conversations
*
expressing opinions
· dealing with misunderstandings ■ • describing experiences
· social talk
· telephone skills
· situation-specific language, such as at a bank
•
describing daily routines
· recognizing sound contrasts
· using communication strategies
These topics then have to be carefully reviewed and refined and die fol​lowing questions asked about them:

Are all the suggested topics necessary? Have any important topics been omitted? Is there sufficient time to cover them?
Has sufficient priority been given to the most important areas? Has enough emphasis been put on the different aspects of the areas identi​fied? Will die areas covered enable students to attain the learning outcomes?
Developing initial ideas for course content often takes place simultaneously with syllabus planning, because the content of a course will often depend on the type of syllabus framework that will be used as the basis for the course (discussed later in this chapter).

Determining the scope and sequence
Decisions about course content also need to address the distribution of con​tent throughout the course. This is known as planning the scope and se​quence of die course. Scope is concerned with the breadth and deptii of cov​erage of items in the course, that is, with the following questions:
What range of content will be covered?
To what extent should each topic be studied?
For example, in relation to the course on listening and speaking skills re​ferred to in the preceding section, one area of potential content identified
150   Chapters
was "describing experiences." But how much will be included in relation to this topic? And should two, four, or six class periods be devoted to it? The sequencing of content in.the course also needs to be determined. This in​volves deciding which content is needed early in the course and which pro​vides a basis for things that will be learned later. Sequencing may be based on the following criteria.

Simple to complex
One of the commonest ways of sequencing material is by difficulty level. Content presented earlier is thought to be simpler than later items. This is typically seen in relation to grammar content, but any type of course con​tent can be graded in terms of difficulty. For example, in a reading course reading texts may be simplified at the beginning of the course and unsim-plified at later levels. Or simple skills such as "literal comprehension" may be required early on, and more complex skills such as "inferencing" taught at a later stage.

Chronology
Content may be sequenced according to the order in which events occur in the real world. For example, in a writing course the organization might be based on the sequence writers are assumed to employ when composing: (1) brainstorming; (2) drafting; (3) revising; (4) editing. In a proficiency course, skills might be sequenced according to the sequence in which they are nor​mally acquired: (1) listening; (2) speaking; (3) reading; (4) writing.
Need
Content may be sequenced according to when learners are most likely to need it outside of the classroom. For example, the rationale for the se​quencing of content in a social survival curriculum is given as follows:
The topics and cross-topics in the curriculum are sequenced "in order of importance to students* lives, ease of contextualization and their relationship to other topics and cross-topics." The sequence is:

i. basic literacy skills
ii. personal identification iii. money iv. shopping

v. time and dates vi. telephone
Course planning and syllabus design    151
vii. health viii. emergencies
ix. directions x. transportation
xi. housing
xii. post office xiii. banking/bills xiv. social language
xv. clarification
(Mrowicki 1986, xi)
Prerequisite learning
The sequence of content may reflect what is necessary at one point as a foundation for the next step in the learning process. For example, a certain set of grammar items may be taught as a prerequisite to paragraph writing. Or, in a reading course, word attack skills may be taught early on as a pre​requisite to reading unsimplified texts at later stages of the course.
Whole to part or part to whole
In some cases, material at die beginning of a course may focus on the over​all structure or organization of a topic before considering the individual components that make it up. Alternatively, the course might focus on prac​ticing the parts before the whole. For example, students might read short stories and react to them as whole texts before going on to consider what the elements are that constitute an effective short story. Or, students might study how to write paragraphs before going on to practice putting para​graphs together to make an essay.

Spiral sequencing
This approach involves the recycling of items to ensure that learners have repeated opportunities to learn them.

Planning the course structure
The next stage" in course development involves mapping die course struc​ture into a form and sequence that provide a suitable basis for teaching. Some of the preliminary planning involved will have occurred while ideas
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for course content were being generated. Two aspects of this process, how​ever, require more detailed planning: selecting a syllabus framework and developing instructional blocks. These issues are closely related and some​times inseparable but also involve different kinds of decisions.
Selecting a syllabus framework
A syllabus describes the major elements that will be used in planning a lan​guage course and provides the basis for its instructional focus and content. For example, in planning a course on speaking skills based on the course content discussed earlier (in the section titled "Describing the entry and exit level"), a number of options are available. The syllabus could be:
· situational: organized around different situations_and the oral skills needed in those situations

· topical: organized around different topics and how to talk about them in English

· Junctional: organized around the functions most commonly needed in speaking

· task-based: organized around different tasks and activities that the learn-. ers would carry out in English

In choosing a particular syllabus framework for a course, planners are in​fluenced by the following factors:

· knowledge and beliefs about the subject area: a syllabus reflects ideas and beliefs about the nature of speaking, reading, writing, or listening
· research and theory: research on language use and learning as well as ap​plied linguistics theory sometimes leads to proposals in favor of particu​lar syllabus types

· common practice: the language teaching profession has built up consid​erable practical experience in developing language programs and this of​ten serves as the basis for different syllabus types

· trends: approaches to syllabus design come and go and reflect national or international trends

In die 1980s and 1990s, the communicative language teaching movement led to a reexamination of traditional approaches to syllabus design and a search for principles for the development of communicative syllabuses (see Chapter 2). A communicative syllabus is either an attempt to develop a framework for a general language course, such as a Threshold Level syl​labus, or one that focuses on communication within a restricted setting, such as English for Specific Purposes. Because many different syllabus ap-
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preaches are available in developing "communicative" courses, many dif​ferent syllabus frameworks can make a claim to be versions of a commu​nicative syllabus: for example, competency-based, text-based, and task-based syllabuses. Other approaches to syllabus design are also possible and we will consider now the nature of these different syllabus options.
Grammatical (or structural) syllabus: one that is organized around grammatical items. Traditionally, grammatical syllabuses have been used as the basis for planning general courses, particularly for beginning-level learners. In developing a grammatical syllabus, the syllabus planner seeks to solve the following problems:

· to select sufficient patterns to support the amount of teaching time avail​able    -

· to arrange items into'a sequence that facilitates learning
· to identify a productive range of grammatical items that will allow for the development of basic communicative skills

Choice and sequencing of grammatical items in a grammar syllabus reflect not only the intrinsic ease or difficulty of items but their relationship to other aspects of a syllabus that may be being developed simultaneously. The syl​labus planner is typically mapping out grammar together with potential les​son content in the form of topics, skills, and activities, and for this reason grammatical syllabuses often differ from one course to the next even when targeting the same proficiency level. Appendix 4 presents the grammatical syllabus underlying a typical first-year EFL course.

Grammatical syllabuses have been criticized on the following grounds:
· They represent only a partial dimension of language proficiency.
· They do not reflect the acquisition sequences seen in naturalistic second language acquisition.

· They focus on the sentence rather than on longer units of discourse.
· They focus on form'rather than meaning.
· They do not address communicative skills.
These objections are true for traditional grammar-based courses and few language courses today are planned solely around grammatical criteria. In​deed, it is doubtful if they ever were. However, grammar remains a core component of many language courses. There are several reasons for this:
•
Teaching a language through its grammar represents a familiar approach
to teaching for many people. In many parts of the world, teachers and stu​
dents expect to see a grammar strand in a course and react negatively to
its absence.
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*
Grammar provides a convenient framework for a course: grammar can
readily be linked to other strands of a syllabus, such as functions, topics,
or situations.
•
Grammar represents a core component of language proficiency: commu​
nicative competence includes the ability to use grammar arid therefore de​
serves a place in the curriculum.
Grammatical syllabuses thus continue to be widely used in language teach​ing. Typically, however, they are seen as one stream of a multiskilled or in​tegrated syllabus rather than as the sole basis for a syllabus.
Lexical syllabus: one that identifies a target vocabulary to be taught nor​mally arranged according to levels such as the first 500,1,000,1,500,2,000 words. We saw in Chapter 1 mat vocabulary syllabuses were among the first types of syllabuses to be developed in language teaching. Today there is a large degree of consensus in English-language teaching concerning targets for vocabulary teaching at different levels and textbook and materials writ​ers tend to keep materials within target vocabulary bands. Typical vocabu-' lary targets for a general English course are:
Elementary level: 1,000 words Intermediate level: an additional 2,000 words Upper Intermediate level: an additional 2,000 words Advanced level: an additional 2,000+ words
(Hindmarsh 1980; Nation 1990)
An example of a course planned systematically around lexical targets is the Collins Cobuild English Course (Willis and Willis 1988), of which Willis (1990, vi) comments:
The 700 most frequent words of English account for around 70% of all English text That is to say around 70% of the English we speak and hear, read and write is made up of the 700 most common words in the language. The most frequent 1,500 words account for 76% of text and the most-frequent 2,500 for 80%. Given this, we decided that word frequency would determine the contents of our course. Level 1 would aim to cover the most frequent 700 words together with their common patterns and uses. Level 2 would recycle these words and go on to cover the next 800 to bring us up to the 1,500 level, and Level 3 would recycle those 1,500 and add a further 1,000.
Because vocabulary is involved in the presentation of any type of language content, a lexical syllabus can only be considered as one strand of a more comprehensive syllabus.
Functional syllabus: one that is organized around communicative func​tions such as requesting, complaining, suggesting, agreeing. A functional
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syllabus seeks to analyze the concept of communicative competence into its different components on the assumption that mastery of individual func​tions will result in overall communicative ability. Functional syllabuses were first proposed in the 1970s as part of the communicative language teaching movement (see Chapter 2) and have formed the basis for many lan​guage courses and textbooks from that time. They were one of the first pro​posals for a communicative syllabus, that is, one that addresses commu-" nicative competence rather than linguistic competence. In Threshold Level English, basic functions were identified through analysis of the purposes for which learners use English, particularly younger learners up to the inter​mediate level using a language for social survival and travel purposes. This resulted in a widely used functional syllabus that consists of 126 functions grouped into the following categories (see Appendix 5):
· imparting and seeking factual information
· expressing and finding out attitudes
· deciding on courses of action - socializing

· structuring discourse
· communication repair
Functional syllabuses such as Threshold Level provided the first serious al​ternative to a grammatical syllabus as a basis for general-purpose course de​sign, and major courses published from the 1980s increasingly employed functional syllabuses, sometimes linked to a parallel grammatical syllabus. Because they often focus on communication skills, functional syllabuses are particularly suited to the organization of courses in spoken English. Func​tional syllabuses have proved very popular as a basis for organizing courses and materials for the following reasons:

· They reflect a more comprehensive view of language than grammar syl​labuses and focus on the use of the language rather than linguistic form.
· They can readily be linked to other types of syllabus content (e.g., topics, grammar, vocabulary).

· They provide a convenient framework for the design of teaching materi​als, particularly in the domains of listening and speaking.
Functional syllabuses have also been criticized for the following reasons:
· There are no clear criteria for selecting or grading functions.
· They represent a simplistic view of communicative competence and fail to address the processes of communication.

· They represent an atomistic approach to language, that is, one that as-
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sumes that language ability can be broken down into discrete components that can be taught separately.

· They often lead to a phrase-book approach to teaching that concentrates on teaching expressions and idioms used for different functions.
· Students learning from a functional course may have considerable gaps in their grammatical competence because some important grammatical struc​tures may not be elicited by the functions that are taught in the syllabus.
These objections can be regarded as issues that need to be resolved in im​plementing a functional syllabus. Since their inception and enthusiastic re​ception in the 1980s, functional syllabuses are now generally regarded as only a partial component of a communicative syllabus. Alternative propos​als for communicative syllabus design include task-based and text-based syllabuses (discussed later in this section).

Situational syllabus: one that is organized around the language needed for different situations such as at the airport or at a hotel A situation is a setting in which particular communicative acts typically occur. A situational syllabus identifies the situations in which the learner will use the language ' and the typical communicative acts and language used in that setting. Situ​ational syllabuses have been a familiar feature of language teaching text​books for centuries (Kelly 1969) and are often used in travel books and books that focus on mastering expressions frequently encountered in par​ticular situations. An example of a recent situationally organized textbook on English for travel is Passport (Buckingham and Whitney 1995), which contains the following situational syllabus:

	1. On an airplane
	10. In a restaurant

	2. At an immigration counter
	11. In a cafe

	3. At a bank
	12. In a bar

	4. On the telephone
	13. On a bus

	5. On the street
	14. In a store

	6. In the city
	15. At the post office

	7. At home
	16. At the cinema

	8. At the doctors'
	17. In a hotel

	9. In an office
	18. At the airport

	Situational syllabuses have the advantage of presenting language in con-


text and teaching language of immediate practical use. However, they are also subject to the following criticisms:

* Little is known about the language used in different situations, so selec​tion of teaching items is typically based on intuition.
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· Language used in specific situations may not transfer to other situauons.
· Situational syllabuses often lead to a phrase-book approach.
· Grammar is dealt with incidentally, so a situational syllabus may result in gaps in a student's grammatical knowledge.

The role of situations in syllabus design has recently reentered language teaching, albeit in a different form from traditional situational syllabuses, with me emergence of communicative approaches to syllabus design and ESP. ESP approaches to curriculum development attribute a central role to the situation or setting in which communication takes place and to the fol​lowing elements of the situation (Munby 1978; Feez 1998):
· the participants
· their role relations
· the transactions they engage in
· the skills or behaviors involved in each transaction
· the kinds of oral and written texts that are produced    -
· the linguistic features of the texts
Competency-based language teaching (see Chapter 5 and later in this sec​tion) is an approach to teaching that focuses on transactions that occur in particular'situations and their related skills and behaviors. Text-bas.-d syllabus design (discussed later in this section) focuses on transactions, the texts that occur within transactions, and the linguistic features of the texts. The notion of situation has thus been incorporated as an element of more comprehensive approaches to syllabus design.

Topical or content-based syllabus: one that is organized around themes,, topics, or other units of content. With a topical syllabus, content rather than/ grammar, functions, or situations is the starting point in syllabus design. \ Content may provide the sole criterion for organizing die syllabus or a t framework for linking a variety of different syllabus strands togemer. "It is the teaching of content or information in the language being learned with little or no direct effort to teach the language separately from the content being taught" (Krahnke 1987, 65). All language courses, no matter what kind of syllabus they are based on, must include some form of content. But. with omer approaches to syllabus design, content is incidental and serves merely as the vehicle for practicing language structures, functions, or skills. In a typical lesson in a grammar-based course, for example, a structure is selected and then content is chosen to show how the item is used and to pro​vide a context for practicing the structure. In a topic-based syllabus, in con- ) trast, content provides the vehicle for the presentation of language rather
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than the other way around. Maximum use is made of content to provide links and continuity across the skill areas. Claims made for the advantages of courses based on content-based syllabuses are:
t
They facilitate comprehension.
Content makes linguistic form more meaningful.
Content serves as the best basis for teaching the skill areas.
They address students' needs.
They motivate learners.
They allow for integration of the four skills.
They allow for use of authentic materials.
(Brinton, Snow, and Wesche 1989; Mohan 1986)
Topic-based syllabuses have often been a feature of ESL programs in ele​mentary or secondary schools where the teaching of English is integrated with science, mathematics, and social sciences, as well as of ESL programs for students at the university level. Brinton et al. (1989, 27) give the fol​lowing example of how a content-based course can be organized:
[In a theme-based course, a high-interest topic such as "culture shock" could ' serve as the organizing principle for a 2-week integrated skills course, with the linguistic focus of the instruction determined by the students' needs, their proficiency level, and (last but not least) the degreeto which the content "maps" onto the course objectives.
This approach was used in a German university program described in Brin​ton et al. (1989) that was built around the following themes:
television '
modern architecture
religious persuasion
microchip technology
advertising
ecology
drugs
alternative energy
racism
nuclear energy
Native Americans
Dracula in myth, novel, and films
Issues that arise in developing a topic-based syllabus are:
•
How are themes, topics, and content decided on?
•
What is the balance between content and grammar or other strands in the
'    syllabus? -
j * Are ESL teachers qualified to teach content-based courses?
•
What should be the basis for assessment - learning of content or learning
of language?
Aldiough choosing appropriate content is an issue in the design of any language course, using topics as the overarching criterion in planning a
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course leaves other questions unresolved because decisions must still be made concerning the selection of grammar, functions, or skills. It may also be difficult to develop a logical or learnable sequence for other syllabus components if topics are the sole framework. Different topics may require language of differing levels of complexity and, as a consequence, it may not j always be possible to reconcile the different strands of the syllabus. Ap​pendix.3 in Chapter 8 describes how a topical syllabus was used in devel​oping speaking materials.
Competency-based syllabus; one based on a specification of the compe​tencies learners are expected to master in relation to specific situations and activities (see Chapter 5 for an extended discussion). Competencies are a description of the essential skills, knowledge, and attitudes required for ef​fective performance of particular tasks and activities. For example, the work-skills curriculum in Mrowicki (1986) is organized according to top​ics and competencies.
The curriculum's language competencies are divided into topic and cross-topic areas. A topic refers to the context in which language is used. For example, the competency "Report basic household problems" is found in the topic "Housing." A cross-topic is a topic which can occur in other topic areas. For example, the competency "Read and write dates" from the cross-topic "Time and Dates" also occurs in the topics "Shopping" (reading expiration dates of food), "Health" (reading appointment times), "Banking and Bills" (reading the date due on bills), etc. (Mrowicki 19S6. ix)
Examples of competencies related to the topic of "telephoning" are:
1. read and dial telephone numbers
2. identify oneself on the telephone when answering and calling

3. request to speak to someone
4. respond to request to hold

5. respond to offer to "take message
Competency-based syllabuses are widely used in social survival and work-oriented language programs. Advantages and disadvantages of a com​petency-based approach are discussed in Chapter 5.
Skills syllabus: one that is organized around the different underlying abil​ities mat are involved in using a language for purposes such as reading, writ​ing, listening, or speaking. Approaching a language through skills is based on the belief that learning a complex activity such as "listening to a lecture" involves mastery of a number of individual skills or microskills that together make up the activity. Examples of skills that relate to different types of lan​guage use are:
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writing:      creating a topic sentence

distinguishing between main ideas and supporting sentences
self-editing listening:     recognizing key information
using discourse markers to identify the flow of discourse
following rapid speech speaking:    recognizing tum-taking signals
introducing a topic
using communication strategies reading:      reading for gist

guessing words from context
reading and making inferences
Skills have traditionally been a central focus in language, teaching and there have been attempts to identify the microskills underlying the use of the four macroskills of reading, writing, listening, and speaking as a basis for syl​labus design (e.g., Munby 1978), Yalden (1983) gives the following exam​ple of a skills syllabus for the teaching of study skills:

Basic reference skills: understanding and use of
' graphic presentation, namely, headings, subheadings, numbering, inden​tation, bold print, footnotes

· table of contents and index
· cross-referencing
· card catalog
· phonetic transcriptions/diacritics
· bibliography    •
· dictionaries
Skimming to obtain ' the gist of the text

•
a general impression of the text
Scanning to locate specifically required information on
· a single point
· more than one point
· a whole topic
Transcoding information presented in diagrammatic display, involving ' completing a diagram/table/graph

•
constructing one or more diagrams/tables/graphs
Note-taking skills
•
completing note-frames
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· deletions
· use of diagrams
Appendix 6 contains a skills syllabus for listening and speaking from a national curriculum document in an EEL country. Claims made in support of skills-based syllabuses are:

•
They focus on behavior or performance.
. * They teach skills that can transfer to many other situations.
•
They identify teachable and learnable units.
Skills-based syllabuses have the advantage of focusing on performance in relation to specific tasks and therefore provide a practical framework for de​signing courses and teaching materials. They may be more relevant to situ​ations in which students have very specific and identifiable needs (such as preparing for university-level studies in English). Skills syllabuses have been criticized, however, on the following grounds:

· There is no serious basis for determining skills.
· They focus on discrete aspects of performance rather than on developing more global and integrated communicative abilities.

Task-based syllabus: one that is organized around tasks that students will complete in the target language. A task is an activity or goal that is carried out using language such as finding a solution to a puzzle, reading a map and giving directions, or reading a set of instructions and assembling a toy. 'Tasks are activities which have meaning as their primary focus. Success in tasks is evaluated in terms of achievement of an outcome, and tasks gener​ally bear some resemblance to real-life language use" (Skehan 1996,20).
All teaching makes use of tasks of different kinds. A task-based syllabus, however, is one based on tasks that have been specially designed to facili​tate second language learning and one in which tasks or activities are the basic units of syllabus design. While carrying out these tasks, learners are said to receive comprehensible input and modified output, processes be​lieved central to second language acquisition. A number of second language acquisition theorists have proposed tasks as a basis for syllabus planning. Long and Crookes (1991, 43) claim that tasks: "provide a vehicle for the presentation of appropriate target language samples to learners - input which they will inevitably reshape via application of general cognitive pro​cessing capacities - and for the delivery of comprehension and production opportunities of negotiable difficulty."

The basic claims made for a task-based syllabus are:
• Tasks are activities that drive the second language acquisition process.
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· Grammar teaching is not central with this approach because learners will acquire grammar as a by-product of carrying out tasks.
· Tasks are motivating for learners and engage them in meaningful com​munication.

Two kinds of tasks have been proposed as a basis for syllabus design: pedagogical tasks and real-world tasks. Pedagogical tasks are based on SLA theory and are designed to trigger second language learning processes and strategies. The following are tasks of this kind:

· jigsaw tasks: These tasks involve learners in combining different pieces of information to form a whole (e.g., three individuals or groups may have three different parts of a story and have to piece the story together).
· information-gap tasks: Tasks in which one student or group of students has one set of information and another student or group has a comple​mentary set of information. They must negotiate and find out what the other party's information is in order to complete an activity.
· problem solving tasks: Students are given a problem and a set of infor​mation. They must arrive at a solution to the problem. There is generally a single resolution of the outcome.

· decision-making tasks: Students are given a problem for which there a number of possible outcomes and they must choose one through negoti​ation and discussion.

· opinion exchange tasks: Learners engage in discussion and exchange of ideas. They do not need to reach agreement.

Although communicative activities of the type just described have long been a feature of communicative language teaching, advocates of task-based syllabuses propose mem as the central feature of a syllabus rather than playing an incidental role. Real-world tasks are designed to practice or re​hearse those activities that are found to be important in a needs analysis and that turn out to be important and useful in the real world. There is little dif​ference between these kinds of tasks and those made use of in other situa-tionaHy based approaches to syllabus design, such as Competency-Based Language Teaching.

At present, however, task-based syllabuses have not been widely imple​mented in language teaching. Among the concerns they raise are:
· definition of task: Definitions of tasks are sometimes so broad as to in​clude almost anything that involves learners doing something.  .
· design and selection of tasks: Procedures for the design and selection of tasks remain unclear.
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• development of accuracy: Excessive use of communicative tasks may en​courage fluency at the expense of accuracy.
Although the notion of task appears useful as a component of method​ology, it has yet to be widely adopted as a unit of syllabus design.
Text-based syllabus: one that is built around texts and samples of ex​tended discourse. As already noted, this can be regarded as a type of situa-. tional approach because the starting point in planning a syllabus is analysis of the contexts in which the learners will use the language.
[This approach] starts with the texts which are identified for a specific context or which have been identified by students. This approach is often used when an overall context for language learning has been defined, such as in a specific workplace or a university or other further study context. Units of work are then developed in relation to the texts. For example, the spoken texts identified for a group of engineers in a workplace were: spoken instructions to field staff, presentations of report findings at meetings and telephone negotiations with contractors. (Burns and Joyce 1997,17)
A text-based syllabus is a type of integrated syllabus because it combines elements of different types of syllabuses. Appendix 7 gives an example of the processes involved in developing a text-based syllabus. The following are examples of text types that can be used in planning a text-based syllabus (Feez 1998, 85-86):
	exchanges
	simple exchanges relating to information and goods

	
	and services

	
	complex or problematic exchanges

	
	casual conversation

	forms
	simple formatted texts

	
	complex formatted texts

	procedures
	instructions

	
	-procedures

	
	protocols

	information texts
	descriptions

	
	explanations

	
	reports

	
	directives

	
	texts that combine more than one text types

	story texts
	recounts

	
	narratives

	persuasive texts
	opinion texts

	
	expositions

	
	discussions
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In teaching from a text-based syllabus a five-part cycle is proposed that involves:

1. building the context for the text
2. modeling and deconstructing the text
3. joint construction of the text
4. independent construction of the text
5. linking related texts
The following advantages are suggested for a text-based syllabus:
•
It teaches explicitly about the structures and grammatical features of spo​
ken and written texts.

■ It links spoken and written texts to the social and cultural contexts of their use.

· It allows for the design of units of work that focus on developing skills in relation to whole texts.

· It provides students with guided practice as they develop language skills for meaningful communication through texts.

(Feez 1998, v)
Criticisms of this approach are similar to those made of competency-based approaches, namely:

· It focuses on specific skills rather than a more general language profi​ciency.

· It may be impractical in many situations.
An integrated syllabus: Decisions about a suitable syllabus framework for a course reflect different priorities in teaching rather than absolute choices. The issue is, which foci will be central in planning the syllabus and which will be secondary? In most courses there will generally be a number of dif​ferent syllabus strands, such as grammar linked to skills and texts, tasks linked to topics and functions, or skills linked to topics and texts. In arriving at a decision about which approach to syllabus planning to take, the course planners need to decide between macrolevel and microlevel planning units in the course. For example, a reading course might first be planned in terms of reading skills (the macrolevel planning category) and then further planned in terms of text types, vocabulary, and grammar (the microlevel planning cat​egory). A syllabus might be organized grammatically at the first level and then the grammar presented functionally. Or the first level of organization might be functional with grammar items selected according to the gram​matical demands of different functions. In practical terms, therefore, all syl​labuses reflect some degree of integration. Krahnke (1987,75) concludes:
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For almost all instructional programs, it is clear that some combination of types of instructional content will be needed to address the complex goals of the
program
for most general teaching applications, whose goal is functional
ability in broadly defined settings and structural knowledge and communicative ability in specific situations, a combination of functional, structural, situational, and skill-based instruction is the probable choice. On the other hand, in some second language teaching settings, skills and tasks can be more narrowly .specified, instructional resources are richer, or specific structural or formal knowledge is not required by the program for students to succeed, and a combination of task-based, skill-based, situational, functional, and content instruction may be chosen.

Developing instructional blocks
So far we have described the processes used to make decisions about the content of a course as well as its syllabus framework. A course also needs to be mapped out in terms of instructional blocks or sections. An instruc​tional block is a self-contained learning sequence that has its own goals and objectives and that also reflects the overall objectives for the course. In​structional blocks represent the instructional focus of die course and may be very specific (e.g., a single lesson) or more general (e.g., a unit of work consisting of several lessons). Planning the organizational structure in a course involves selecting appropriate blocks and deciding on the sequence in which these will appear. In organizing a course into teaching blocks one seeks to achieve the following:

· to make the course more teachable and leamable
· to provide a progression in level of difficulty
· to create overall coherence and structure for the course
Two commonly used instructional blocks are planning by modules and by units.

Modules: This is a self-contained and independent learning sequence with its own objectives. For example, a 120-hour course might be divided into four modules of 30 hours each. Assessment is carried out at the end of each module. Modules allow for flexible organization of a course and can give learners a sense of achievement because objectives are more immedi​ate and specific. Care needs to be taken, however, to ensure that me course does not appear fragmented and unstructured.

Units: This teaching block is normally longer than a single lesson but shorter than a module and is the commonest way of organizing courses and teaching materials. It is normally a group of lessons that is planned around
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a single instructional focus. (Sometimes units are referred to as a scheme of work.) A unit seeks to provide a structured sequence of activities that lead toward a learning outcome. The factors that account for a successful unit include:

· Length: Sufficient but not too much material is included.
· Development: One activity leads effectively into the next; the unit'does not consist of a random sequence of activities.

· Coherence: The unit has an overall sense of coherence.
· Pacing: Each activity within the unit moves at a reasonable pace. For ex​ample, if there are five activities in the unit, one does not require four times as much time to complete as the others.

- Outcome: At the end of the unit, students should be able to know or do a series of things that are related.

The following comments by a learner indicate that the organization of the course units was not successful:

We did lots of different things in the course and many of them were quite useful. But it's hard to see where all the separate things fit together. Also, I never knew quite what to expect, where we were going from day to day.
The issue of unit structure is also crucial in developing instructional materials. In planning an upper-intermediate-level course with a topical organization of units and an integrated syllabus (Richards and Sandy 1998), the following solutions were reached with respect to unit structure (see Appendix 8).

· Each of the two books in me series would have 12 units.
· Each unit would consist of 8 pages that divide into two 4-page lessons.
· Each unit is organized around a general theme such as creativity, com​munication, education and learning.
· Each lesson focuses on a topic related to the unit theme. For example:
Unit theme: creativity Lesson A: creativity and jobs Lesson B: creative products
Within each 4-page lesson, each page has a distinct focus in both terms of topic treatment and language focus. For example:

Lesson A
Page 1: Fluency activities introduce the topic of the first lesson through listening and oral work.

Course planning and syllabus design    167
Page 2: Grammar exercises pick up an item that appears on page 1. Exer​cises provide controlled practice of grammar items leading to commu​nicative practice.

Page 3: Fluency activities provide further listening and oral work on a topic related to the unit theme.

Page 4: Writing exercises on topics linked to the unit theme teach practical writing and composition skills.

Lesson B
Page 1: Fluency activities introduce the topic of the second lesson through listening and oral work.

Page 2: Grammar exercises provide controlled practice of grammar items leading to'communicative practice.

Page 3: Fluency activities provide further listening and oral work.
Page 4: Reading activities develop reading skills and serve to initiate dis​cussion.

With this unit structure two types of coherence are provided - horizontal and vertical. Horizontal coherence for a unit is created through the linked se​quence of activities within each unit. Vertical coherence is created through the sequence that runs from the top of each page to the bottom with each page culminating in an appropriate activity to bring the page to closure.
Preparing the scope and sequence plan
Once a course has been planned and organized, it can be described. One form in which it can be described is as a scope and sequence plan. This might consist of a listing of the module or units and their contents and an indication of how much teaching time each block in the course will require. In the case of a textbook it usually consists of a unit-by-unit description of the course cross-referenced to the syllabus items included. Appendix 9 gives part of a scope and sequence plan for New Interchange 1 (Richards, Proc​tor, and Hull 1997).

Having considered the different processes involved in planning and de​veloping a language program, we can now turn to issues that arise in creat​ing conditions for effective teaching of the course. These are the focus of Chapter 7.
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Discussion questions and activities
1. How are different proficiency levels characterized and distinguished in a course or program you are familiar with? What are the advantages or limitations of using proficiency ratings or band descriptions as de​scribed in Appendixes 1-3?
2. Compare two or more textbooks for the same area (e.g., writing, speak​ing, listening) and for learners of the same level. How similar are the syllabuses in each book? Examine the teacher's books for each course. What justification do the authors of each book provide for the kind of syllabus they employ?
3. Choose three different approaches to syllabus design that are possible for the following types of courses and consider the advantages and lim​itations of each approach:
a reading course a speaking course a writing course
4. Examine three different textbooks in a particular skill area (e.g., read​ing skills, writing). What approach to the selection and sequencing of content does each book adopt?
5. Do you think that grammar is a relevant component of a language course? If so, for what kind of courses? What would the role of gram​mar be in such a course? How would the choice of grammatical con​tent be determined?
6. Select two or three related functions from the Threshold Level syllabus (see Appendix 5) and consider the language that would be needed to teach these functions to lower-intermediate learners in a speaking course. What decisions are involved in selecting the language realiza​tions (or exponents) for functions in a functional syllabus?
7. Consider the design of a language course for airline employees work​ing at the check-in counter at an airport. Suggest examples of the fol​lowing;
· the transactions they engage in
· the skills or behaviors involved in each transaction
' tne kinds of oral and written texts that are produced
•
the linguistic features of the texts
8. How is a situational syllabus related to other syllabus options discussed in this chapter?
9. Plan a topic-based 4-hour unit of work in a course for a group of leam-
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ers you are familiar with (or for intermediate-level ESL students in a general English class). Describe how the unit would do the following:
· integrate different language skills
· develop grammar from content
10. Compare two units from two course books that are designed for the same area and level. What unit structure does each book employ? How effective is the unit structure for each book?
11. Examine the skills listed in Appendix 6. How would you define "skills" based on the examples given in the syllabus?
12. Give an example of pedagogical tasks and real-world tasks that could be used in designing the following:
a reading course a listening course
13.
Examine the textbook unit in Appendix 8 and find examples of hori​
zontal and vertical coherence as discussed on page 167.
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Appendix 1 of speaking

Proficiency descriptions for the domain
Proficiency descriptions for the domain of speaking from the ACTFL Pro​ficiency Guidelines (American Council on the Teaching of Foreign Lan​guages). The guidelines describe proficiency levels for speaking, listening, reading, and writing according to the levels of Novice, Intermediate, Ad​vanced, and Superior. They are intended as guides for program planning and the development of objectives.

Generic descriptions - speaking
Novice   The Novice level is characterized by the ability to communicate minimally with learned material.
Novice-Low Oral production consists of isolated words and per​haps a few high-frequency phrases. Essentially no functional communicative ability.

Novice-Mid Oral production continues to consist of isolated words and learned phrases within very predictable areas of need, although quality is increased. Vocabulary is suf​ficient only for handling simple, elementary needs and ' expressing basic courtesies. Utterances rarely consist of more than two or three words and show frequent long pauses and repetition of interlocutor's words. Speaker may have some difficulty producing even the simplest utterances. Some Novice-Mid speakers will be understood only with great difficulty. Novice-High Able to satisfy partially the requirements of basic communicative exchanges by relying heavily on learned utterances but occasionally expanding these through simple recombinations of. their elements. Can ask questions or make statements involving learned material. Shows signs of spontaneity although this falls short of real autonomy of expression. Speech continues to consist of learned utterances ratiier than of personalized, situationally adapted ones. Vocabu​lary centers on areas such as basic objects, places, and most common kinship terms. Pronunciation may still be strongly influenced by first language. Errors are frequent and, in spite of repetition, some Novice-High speakers will have difficulty being understood even by sympathetic interlocutors.
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Intermediate   The Intermediate level is characterized by the speaker's ability to:

· create with the language by combining and recom-bining learned elements, though primarily in a reac​tive mode;

· initiate, minimally sustain, and close in a simple way basic communicative tasks; and

-
ask and answer questions.
Intermediate-Low   Able to handle successfully a limited number of inter​
active, task-oriented, and social situations. Can ask
and answer questions, initiate and respond to simple
statements and maintain face-to-face conversation,

"" although in a highly restricted manner and with much linguistic inaccuracy. Within these limitations, can perform such tasks as introducing self, ordering a meal, asking directions, and making purchases. Vo​cabulary is adequate to express only the most elemen​tary needs. Strong interference from native language may occur. Misunderstandings frequently arise, but with repetition, the Intermediate-Low speaker can generally be understood by sympathetic interlocutors. Intermediate-Mid   Able to handle successfully a variety of uncompli​cated, basic and communicative tasks and social situ​ations. Can talk simply about self and family mem​bers. Can ask and answer questions and participate in simple conversations on topics beyond the most im​mediate needs, e.g., personal history and leisure time activities. Utterance length increases slightly, but speech may continue to be characterized by frequent '"long pauses, since the smooth incorporation of even basic conversational strategies is often hindered as the speaker struggles to create  appropriate language forms. Pronunciation may continue to be strongly in​fluenced by first language and fluency may still be strained. Although misunderstandings still arise, the Intermediate-Mid speaker can generally be under​stood by sympathetic interlocutors. Intermediate-High   Able to handle successfully most uncomplicated com​municative tasks and social situations. Caninitiate, sus​tain, and close a general conversation with a number of strategies appropriate to a range of circumstances and
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topics, but errors are evident Limited vocabulary still necessitates hesitation and may bring about slightly un​expected circumlocution. There is emerging evidence of connected discourse, particularly for simple narra​tion and/or description. The Intermediate-High speaker can generally be understood even by interlocutors not accustomed to dealing with speakers at this level, but repetition may still be required. Advanced The Advanced level is characterized by the speaker's ability to:

· converse in a clearly participatory fashion;
· initiate, sustain, and bring to closure a wide variety of communicative tasks, including those that require an increased ability to convey meaning with diverse language strategies due to a complication or an un​foreseen turn of events;

· satisfy the requirements of school and work situa​tions; and

-narrate and describe with paragraph-length con​nected discourse. Advanced Able to satisfy the requirements of everyday situations and routine school and work requirements. Can han​dle with confidence but not with facility complicated tasks and social situations, such as elaborating, complaining, and apologizing. Can narrate and de​scribe with some details, linking sentences together smoothly. Can communicate facts and talk casually about topics of current public and personal interest, using general vocabulary. Shortcomings can often be smoothed over by communicative strategies, such as pause fillers, stalling devices, and different rates of speech. Circumlocution which arises from vocabulary or syntactic limitations very often is quite successful, though some groping for words may still be evident The Advanced-level speaker can be understood with​out difficulty by native interlocutors. Advanced-Plus Able to satisfy the requirements of a broad variety of everyday, school, and work situations. Can discuss concrete topics relating to particular interests and spe​cial fields of competence. There is emerging evidence of ability to support opinions, explain in detail, and hy-
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pothesize. The Advanced-Plus speaker often shows a well-developed ability to compensate for an imperfect grasp of some forms with confident use of commu​nicative strategies, such as paraphrasing and circumlo​cution. Differentiated vocabulary and intonation are effectively used to communicate fine shades of mean​ing. The Advanced-Plus speaker often shows remark​able fluency and ease of speech but under the demands of Superior-level, complex tasks, language may break down or prove inadequate. Superior   The Superior level is characterized by the speaker's ability to: ""'- participate effectively in most formal and informal conversations on practical, social, professional, and abstract topics; and ~ support opinions and hypothesize using native-like discourse strategies. Superior   Able to speak the language with sufficient accuracy to participate effectively in most formal and informal conversations on practical, social, professional, and abstract topics. Can discuss special fields of compe​tence and interest with ease. Can support opinions and hypothesize, but may not be able to tailor language to audience or discuss in depth highly abstract or unfa​miliar topics. Usually die Superior-level speaker is only partially familiar with regional or other dialecti​cal variants. The Superior-level speaker commands a wide variety of interactive strategies and shows good awareness of discourse strategies. The latter involves "the ability to distinguish main ideas from supporting information through syntactic, lexical, and supraseg-mental features (pitch, stress, intonation). Sporadic er​rors may occur, particularly in low-frequency struc​tures and some complex high-frequency structures more common to formal writing, but no patterns of er​ror are evident Errors do not disturb the native speaker or interfere with communication.

Appendix 2   Description of performance levels; writing (adapted by Pallridge from the IELTS test [Pallridge 19
Levels
Beginner Elementary
Intermediate
Upper-ln tennediate

Overall
Nonwriter. Cannot write in English at all.
Intermittent writer. Very difficult to follow.
Limited writer. Rather difficult to follow.
Moderate writer. Fairly easy to read and understand. Texts generally well organised.

Ideas & argument
Evidence of few ideas with no apparent devel​opment. Little apparent coher​ence to the text.
Limited range of ideas expressed. Development may be restricted and often incom​plete or unclear. Information is not arranged" coherently.
Moderate range of ideas expressed. Topic develop​ment is present, but may stitl lack

Accuracy
Very limited grasp of lexical, gram​matical, and rela​tional patterns. Little grasp of con​ventions of punctu​ation and spelling and use of cohe​sive devices.
Limited grasp of lexical, gram​matical, and relational patterns and use of co​hesive devices. Weaknesses in punctuation and/ or spelling.
Moderate grasp of lexical, grammatical, and relational pat​terns and use of co​hesive devices

Fluency
Isolated words or short stock phrases only. Very short text.
Texts may be
simple, showing little development. Limited structures and vocabulary. Little subtlety and flexibility.
Texts show in​creased develop​ment. Writes with a fair range and variety of language.

Appropriateness
Useoftanguage (including lay​out) minimal​ly appropriate to text type, function, and communica​tive goal.
Use of language generally appro​priate to function, text type, and communicative goal within a limited range of text types. Layout generally appro​priate to text type.
Useoflanguage
generally appro​priate to function, text type, and communicative



Advanced
Special Purpose

Competent writer   i Easy to read from start to finish. Texts generally well organised.
Good writer. Can write well within general and own special purpose areas. Able to pro​duce organised, coherent, and co​hesive discourse.

some detail and supporting state​ments. Informa​tion is generally arranged coher​ently.
Good range and progression of ideas expressed and coherently arranged, although there may still be isolated problems. Ideas and evidence are relevant, but more detail may stilt be desirable.
Good range of relevant ideas are coherently ex​pressed. Evidence is presented and discussed! Where appropriate, a point of view is presented and developed.

enabling the expres​sion of a broader range of meanings and relationships between those mean​ings. Occasional faults in punctu​ation and spelling.
Competent grasp of lexical and grammatical pat​terns, although problems may stilt occur with punctu​ation and spelling. Relationships with​in and between pro​positions generally well managed.
Confident and gen​erally accurate use of lexical and gram​matical patterns, cohesive devices, punctuation, and spelling. Relation​ships within and between proposi​tions well man-

Moderate level of subtlety and flexibility.
Can generally write spontaneously on general topics. Competent use of a range of gram​matical structures and vocabulary. Competent level of subtlety and flexibility.
Writes well on general topics and on matters relevant to own special purpose interests. Good range of grammatical struc​tures and vocabu​lary, subtlety, and flexibility.

goal within a moderate rang of text types. Textual organi sation and layo generally appr priate to text t
Use of langua generally appr priate to funct text typo, and communicativ goal within a range of text t Textual organ sation and lay appropriate to type.
Use of langua mainly appro ate to functio text type, and communicativ goal within a good range of types. Textua organisation a layout approp to text type.
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Appendix 3 skills

Band descriptors for oral interaction
These descriptors are from UCLES/RSA Certificates in Communicative Skills in English (Weir 1990). Certificates in all four areas -reading, writ​ing, listening, and oral interaction - are offered at four different levels.
In order to achieve a pass at a given level,' candidates must demonstrate the ability to complete the tasks set with the degree of skill specified by these criteria:
Level 1

Level 2
Accuracy
It is acceptable for pronun-
ciation to be heavily influenced by LI if it is generally intelli​gible. With support, the candi​date must be able to clarify any confusions caused by lexical or grammatical errors.
Appropriacy     Use of the language must be broadly appropriate to func​tion, though it may not co'rres-pond to native-speaker expec​tations. The intention of the speaker can be perceived by a sympathetic listener.
Range
It is acceptable for the candi-
date to have a severely limited range of expression and to have to search often for a way to express the desired meaning.
Flexibility The candidate is not expected to take the initiative in conver​sation, or to respond immedi​ately to a change in topic. The interlocutor may have to make considerable allowances and often adopt a supportive role.

Pronunciation must be clearly intelligible even if still obvi​ously influenced by LI. Gram​matical/lexical accuracy is gen​erally high, though some errors that do not destroy communica​tion are acceptable. The use of language must be generally appropriate to func​tion. The overall intention of the speaker must be generally clear.
A fair range of language must be available to the candidate. Only in complex utterances is there a need to search for words. ——
There must be some evidence of the ability to initiate and concede a conversation and to adapt to new topics or changes of direction.-
(continued)
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Level 1

Level 2
Size

Contributions limited to one or two simple utterances are acceptable.

Must be capable of responding with more than short-form answers where appropriate. Should be able to expand sim​ple utterances with occasional prompting from the interlocutor.
Level 3

Level 4
Accuracy
Pronunciation must be clearly
intelligible, even if some influ​ences from LI remain. Gram​matical/lexical accuracy is high, though occasional errors that do not impede com​munication are acceptable.
Appropriacy     The use of language must be generally appropriate to function and to context. The intention of the speaker must be clear and unambiguous.
Range
A wide range of language must
be available to the candidate. Any specific items that cause difficulties can be smootfily substituted or avoided.
Flexibility        There must be consistent evi​dence of the ability to "turn-take" m a conversation and to adapt to new topics or changes of direction.
Size
Must be capable of making
lengthy contributions where appropriate. Should be able to expand and develop ideas with minimal help from the inter​locutor.

Pronunciation must be easily intelligible, though some residual accent is acceptable. Grammatical/lexical accuracy must be consistently high.
The use of language must be entirely appropriate to context, function, and intention. There is nothing to cause confusion.
There must be only occasional obvious limitations on the range of language. Few allowances have to be made for the fact that the candidate is not a native speaker.
The candidate must be able to "turn-take" and "direct" an interaction appropriately and keep it flowing.
Must be capable of making lengthy and complex contribu​tions as appropriate. The inter​locutor does not need to support the candidate.
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Appendix 4   Grammar items and their sequence in a first-year English course (from Axbey 1997)
Present verb be
Subject pronouns
Possessive adjectives
Indefinite article: a/on
Plural nouns: -s, -ies, -es
Prepositions: from, in, near, at, with,
there is/are Countable nouns with some and any Definite article: the Plural nouns: irregular Demonstrative pronouns: this/that,
these/those Adjectives have/has got Present simple Object pronouns Whose? How often? enough   . can/cannot (can't) like + noun/like + gerund Adverbs of frequency Do you like? Would you like? Past verb be Present continuous for present
activities Indefinite pronouns: everyone,
everybody, no one, nobody +
singular verb most/some/a few + plural verb ask/tell + infinitive Past simple

Expressions with go
too + adjective/ntx + adjective enough
When clauses
want + infinitive
Imperatives
countable/uncountable nouns with
many/few, much/little Comparative adjectives Superlative adjectives Prepositions of place Articles: definite/indefinite/zero Present continuous for fixed plans Verbs + prepositions Expressions with get going to for intentions wouldyou like + noun/infinitive can for permission cannot/can't for prohibition should/shouldn't for advice about
polite behavior Possessive pronouns Present perfect Indefinite pronouns should/shouldn't for giving opinions will/won't for promises of help promise/remember/forget + infinitive have to for obligation Adverbs of manner Prepositions
will/won't for predictions think so/hope so
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Appendix 5   Threshold level syllabus
From Threshold 1990 (Van Ek and Trim 1998). Language functions for threshold level
1
Imparting and seeking factual information
1.1 reporting (describing and narrating)
1.2 correcting
1.3 asking
1.4 answering questions
2
Expressing and finding out attitudes
2.1 expressing agreement with a statement
2.2 expressing disagreement with a statement
2.3 enquiring about agreement and disagreement
2.4 denying statements
2.5 stating whether one knows or does not know a person, thing or fact
2.6 enquiring whedier someone knows or does not know a person, thing or fact
2.7 stating whether one remembers or has forgotten a person, thing or fact or action
2.8 enquiring whether someone remembers or has forgotten a person, thing or fact or action
2.9 expressing degrees of probability
2.10 enquiring as to degrees of probability
2.11 expressing or denying necessity (including logical deduction)
2.12 enquiring as to necessity (including logical deduction)
2.13 expressing degrees of certainty
2.14 enquiring about degrees of certainty
2.15 expressing obligation
2.16 enquiring about obligation
2.17 expressing ability/inability to do something
2.18 enquiring about ability or inability to do something
2.19 expressing that something is or is not permitted, or permissible
2.20 enquiring whemer something is or is not permitted or permissible (including seeking permission)
2.21 -granting permission
2.22 withholding permission
2.23 expressing wants/desires
2.24 enquiring about wants/desires
2.25 expressing intentions
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2.26 enquiring about intentions
2.27 expressing preference
2.28 inquiring about preference
2.29 expressing pleasure, happiness

2.30 expressing displeasure, unhappiness
2.31 enquiring about pleasure/displeasure/happiness/unhappiness
2.32 expressing Hking
2.33 expressing dislike
2.34 enquiring about likes and dislikes
2.35 expressing satisfaction
2.36 expressing dissatisfaction
2.37 enquiring about satisfaction/dissatisfaction
2.38 expressing interest
2.39 expressing lack of interest
2.40 enquiring about interest or lack of interest
2.41 expressing surprise
2.42 expressing lack of surprise
2.43 enquiring about surprise
2.44 expressing hope
2.45 expressing disappointment
2.46 expressing fear
2.47 giving reassurance
2.48 enquiring about fear/worries
2.49 expressing gratitude
2.50 reacting to an expression of gratitude
2.51 offering an apology
2.52 accepting an apology

2.53 expressing moral obligation
2.54 expressing approval
2.55 expressing disapproval

2.56 enquiring about approval/disapproval
2.57 expressing regret, sympathy
3 Deciding on courses of action (suasion)
3.1 suggesting a course of action
3.2 agreeing to a suggestion

3.3 requesting someone to do something
3.4 advising someone to do something

3.5 warning others to do something or to refrain from something
3.6 encouraging someone to do something
3.7 instructing or directing someone to do something
3.8 requesting assistance
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3.9 offering assistance

3.10 inviting someone to do something

3.11 accepting an offer or invitation
3.12 declining an offer or invitation

3.13 enquiring whether an offer or invitation is accepted or declined
3.14 asking someone for something
4 Socialising
4.1 attracting attention
4.2 greeting people
4.3 when meeting a friend or acquaintance
4.4 replying to a greeting from a friend or acquaintance
4.5 addressing a friend or acquaintance
4.6 addressing a stranger

4.7 addressing a customer or a member of the general public
4.8 introducing someone to someone else
4.9 when being introduced to someone, or when someone is being intro​duced to you
4.10 congratulating someone
4.11 proposing a toast
4.12 taking leave
J Structuring discourse
5.1 opening
5.2 hesitating

5.3 correcting oneself
5.4 introducing a tfieme
5.5 expressing an opinion
5.6 enumerating
5.7 exemplifying

5.8 emphasizing  -■
5.9 summarizing
5.10 changing the theme

5.11 asking someone to change the theme
5.12 asking someone's opinion
5.13 showing that one is following a person's discourse
5.14 interrupting
5.15 asking someone to be silent
5.16 'giving over the floor
5.17. indicating a wish to continue
5.18 encouraging someone to continue
5.19 indicating that one is coming to an end
5.20 closing
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5.21 telephone opening
5.22 asking for [someone]
5.23 asking someone to wait
5.24 asking whether you are heard and understood
5.25 giving signals that you are hearing and understanding -.
5.26 announcing new call

5.27 opening [letter]
5.28 closing [letter]
6" Communication repair
6.1 signalling non-understanding
6.2 asking for repetition of sentence
6.3 asking for repetition of a word or phrase
6.4 asking for confirmation of text
6.5 asking for confirmation or understanding
6.6 asking for clarification
6.7 asking someone to spell something
6.3 asking for something to be written down 6.9 expressing ignorance of a word or expression
6.10 appealing for assistance
6.11 asking someone to speak more slowly'
6.12 paraphrasing
6.13 repeating what one has said
6.14 asking if you have been understood
6.15 spelling out a word or expression
6.16 supplying a word or expression
Appendix 6   Skills syllabus for listening and speaking
From Malaysian Secondary School Syllabus form IV (1989).
1.0 Listening and Speaking
The component on listening and speaking deals with the skills of sound dis​crimination, extracting information, and prediction, in order to perform spe​cific functions. The skills also include those of determining and using reg​isters to suit different audiences, and for different purposes, so that students are able to express their thoughts clearly and succinctly and be able to fully participate in conversations and discussions.

The sub-skills that follow the main skills in this component are to be taught together with the main skills. These sub-skills are not arranged in a hi-
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erarchy and are thus not intended to be followed as a rigid sequence. They need to be repeated in different but meaningful combinations.
Objectives of the component on listening and speaking
Listening to and discriminating: consonant clusters, sentence stress and in​tonation, diphthongs and homonyms

Listening to and understanding: words, phrases and sentences; instructions, messages; stories; talks; reports; opinions; poems; dialogues; informa​tion in reports, guides, charts, graphs, manuals, forms, and letters; de​scription of scenes, events, places, things, and processes and procedures
Speaking with correct pronunciation, intonation, word stress and sentence rhythm

Asking for and giving: meanings of words, phrases and sentences; instruc​tions; messages; talks; reports; opinions; information in reports, guides, charts, graphs, manuals, forms and letters; descriptions of scenes, events, places, things, and processes and procedures; and

Telling stories
Skill specifications
At the end of the English Language Programme for Form IV, students should be able to

1.1 Listen to and discriminate between: consonant clusters, diphthongs and homonyms.
1.2 Listen to and understand, and ask for and give meanings of words, phrases and sentences.
1.3 Speak with correct intonation, word stress and sentence rhythm.
1.4 Listen to and understand, and ask for and give instructions on how to fix things, such as a leaking tap.
1.5 Listen to and understand, ask for and give and relay messages received through the mass media, such as the radio and the television.
1.6 Listen to and understand, and tell stories on moral values, such as self-reliance, diligence andpublic-spiritedness.
1.7 Listen to and understand, ask for and give information contained in talks on current issues, such as consumerism and health care.
1.8 Listen to and understand, ask for and give information contained in reports, such as newspaper reports and book reports.
1.9
. Listen to and understand, ask for and give information contained in
charts, graphs and manuals.
1.10
Listen to and understand, ask for and give information contained in
informal letters, in newspapers and in formal letters of enquiry and
complaint.
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1.11 Listen to and understand, ask for and give descriptions of scenes, such as tourist spots in the ASEAN region.
1.12 Listen to and understand, ask for and give descriptions of events, such as the SEA games.
1.13 Listen to and understand, ask for and give opinions on current issues, such as unemployment.
1.14 Listen to and understand selected poems of writers from ASEAN re​gion.
1.15 Listen to and understand, ask for and give descriptions of processes and procedures, such as the recycling of material.
1.16 Listen to and understand, and express displeasure and regret.
1.17 Practice social skills such as interrupting a conversation, and joining in and participating in a conversation.
The following sub-skills need to be combined and taught simultaneously with the above main skills where appropriate.

	Sub-skills of listening

	a.
	Discerning main ideas

	b.
	Understanding sequence

	c.
	Noticing specific details

	d.
	Inferring

	e.
	Comparing

	f.
	Predicting

	g-
	' Determining relevance

	h.
	Distinguishing fact and fiction

	i,
	Differentiating between fact and opinion

	j-
	Generalizing

	k.
	Classifying

	Sub-skills of speaking

	1.
	Using correct pronunciation

	m.
	Questioning

	n.
	Paraphrasing

	0.
	Supporting and clarifying

	P-
	Summarizing

	q-
	Using registers

	r.
	Speaking coherently
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Appendix 7    Designing a course from texts (from Burns and Joyce 1997)*
Step

Discussion and examples
1 Identify the overall context
2 Develop an aim
3 Note the language event sequence within the context
4 List the texts arising from the sequence

University: course focus is preparing students for study at university To develop the spoken and written language skills required to undertake university study These could include:
· enrolling at university
· discussing course selection
· attending lectures
· attending tutorials
· using the library
· reading reference books
· writing essays
· writing reports
· undertaking examinations
· participating in casual conversations These could include:

· enrollment forms
· service encounter - selecting courses
· lectures
· tutorial discussions
· service encounter-library enquiry

•
Range of possible written texts, for
example:
· discipline-specific essays
· discipline-specific reports
•
Range of possible reading texts, for
example:
· discipline-specific journal articles
· discipline-specific books
· library catalogues
· lecture notes
· examination papers
· genres within casual conversation (e.g., anecdote)

(continued)
Extract adapted from Focus on Speaking by A. Bums and H. Joyce (1997) with permission from the National Centre for English Language Teaching and Research (NCELTR), Australia. ©Macquarie University.
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Step

Discussion and examples
5 Outline the sociocultural knowledge students need
6 Record or gather samples of texts
7 Develop units of work related to the texts and develop learning objectives to be achieved

Students need knowledge about:
· academic institutions
· academic procedures and expectations
· the role of the student
· Written texts:
Gather examples of essays, catalogues, journals etc.
•
Spoken texts:
You may need to:
· find available recordings
· prepare some semi-scripted dialogues youself

-
record authentic interactions
Classroom tasks should be sequenced
within units of work to provide
students with:
· explicit input
· guided practice
· an opportunity to perform independently
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Appendix 8   A unit from Passages 1 (Richards and Sandy 1998)
Unit 9   Putting the mind to work
^s^^m^^^^^^^^^s^s^.
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Starting    A   What qualities do you think creative people usually have? Rank them in terms point ' of importance, and add others of your own. Then compare'with a partner.
. curiosity . decisiveness . determination . discipline

. independence . intelligence , originality . patience

. resourcefulness . sensitivity . thriftioess
B   Pair work  Do you think mese occupations demand a high level of creativity? Discuss some of the qualities you need in each job, and then compare around die class.
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listening    A   £jp Listen to Angela, Simon, and Naomi talking about their jobs. What are their occupations? Why is creativity important in their work?.
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B   Pair work   Is creativity important in what you do every day? Why or why not? 74    ill^^^lffiffffiFg1
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Reduced relative clauses
grammar focus

You con shorten a relative douse by dropping who and We verti be.
Originality Is on important quality (or o person f>ho Is) working as a screenwriter.
X
Yau can also drop who and change the vert) to -fag.
successful has to work hard,
An^ne {*M»}lo »
A   Rewrite these sentences by reducing each relative clause. Then compare with a partner.
1.
Anyone who wants to become a journalist should be able to write under pressure.
Anyone wanting to become a journalist should be able to wrft4 underpressure.
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2. Anyone who is hoping to succeed in business needs to have original ideas on how to market products.

3. A person who works as an inventor is always looking for new ways of solving common problems.

4. A person who is working as a detective has to try to get inside the mind of a criminal

5. Anyone who is trying to become a successful actor will End that there is & lot more to it than be or she first thought.
6. Someone who works in advertising needs to be able to write catchy slogans.

. 7. A person who ts responsible for a large staff has to be creative with scheduling.
B   Now rewrite the sentences in Exercise A with your own ideas. Then compare with a partner.
-Anyone'Wonting to'beeornea journalist should keep 'up on eurrent events. ..V.
discussion    A   Pair work How much creativity do these jobs require? Rank them from 1 (most creative) to 6 [least creative), and then compare with a partner. Ask and answer follow-up questions.

businesspeisoa        
fashion designer

cbef

lawyer
' - —

radio DJ

teacher
A; I think being a businesspersoo. takes a lot of creativity, especially if you have
your own company, B; How so? A; Well, someone running a business has a lot of problems to solve,...
S  Group work Join another paic Describe one more job that requires a high degree of creativity, one that requires a medium degree, and one that requires little creativity. Explain your choices and then share your answers with the class.
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discussion    A   Creative people often aniwer "yes* to questions like these. Can you think of two more questions to add to the list?
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Are you sensili™ fo beauty? ■■ Do you Into »Jak« risks?

■; K Do you like to lake risks?
'■2. Do you often question the way things work?
. 3. Do you like to come up with ways of -'."improving rhings7 . "'■•      .-'..-.
.. 4. Are you sensitive to beauty? ;
5. Do you think ifs OK if your ideas don't .   , work at first? •■      •
6. Do you excel in many different fields?
■ 7. Are you curious about the world in general? ■ 8. Do you hove a creative sense of humor?
'■ ?..
■ ' '" '•'"' -'"
'J;'1
.
m'lJL
;'..:-ii:.z. ;liil-
;:•:
:
Source: From feeenflte by Ocvid Woeki, M.D„ and Jamie James
B   Group work Answer the questions in Exercise A.    .^S^S^^S^A
Give examples to explain your angers.
y&&lV&)gWWB!!&
Wreatr&sofvtA
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discussion A Pair work Look at these situations, and think of at least three interesting suggestions for each one.
1. You manage a sports club and want to attract new members. What are the best ways?
2. You have to entertain some preschool children for in afternoon. What will you do?
3. Ifs your friend's birthday, and you want to plan a surprise he oc she wiE never forget. What can you come up_with?
4. You have an empty closet in your apartment and want to use it for something other than storage. What can you do with such a small space?
A: What would you do to attract new members to a
sports club? B: WeD, there are many people who are embarrassed
to exercise in public I would try to attract them
by...
E3   Group work   Compare your ideas in groups. Which are the most creative?
76
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writing
A   Read-this composition and decide where die writer changes focus. Write a©where you think each new paragraph should begin. Compare wids a partner.
-=r*
!
§


..  Jj/ffy Gomes. is the most creative person I know. .
. She started piano lessons when she was only, a years
., oltL, fit school, she was always creating interesting
i~. projects in her art class. when she was only rs years ',

oleC, she won a cifywi&e poetry contest: far parerts ■.
—
were t-ery prouO- of her. Now J-uzy works as a sitcom .
1'J. writer for a popular TV show. She works with a group'of'..
—
writers, ana- together they hare fa think of fresh   ■■..-,..
-^J^eas. They OJso hare to £Ohi& up with fanny dialog
1, .
.
for the actors an their show because the aaforf hare _L.
—to play believable characters that will make.the ,
._. ■ _
- .audience laugh. It is not An easy job, .but Ijicy does ....it well. She starts work late in the morning and- often . _„ works until 7 or 6 at night, tuny is rery curious. She.-\. .^.Jikes to travel and meet now people who hare.opinions   .

that._are different front hers. She often carries a., _.'

notebook with her and writes down what she,sees

., ,and~hears. *Zuey tells me that these ne-w experiences   ... ., are a good., source of ideas for her work. 1 aAvays _ :
. enjoy talking to her ana. am happy to know someone:.

i_ as bright and- creative as l#ey.        •,  ; _   ,.;.■,.   .■
_'..
B Write a diree-paragraph composition about someone you know who is very cre-
an've or who is unique or different in some other interesting way. Use these questions
or others ofyour own to get started.
-■--..
1. In what ways is this person special or different?
2. How does this affect his or her life?
3. Would you like to be like this person? Why or why not?
C  Pair work Read your partner's composition, and answer these questions.
1. Are the paragraphs divided where they should be?
:
2. Is the focus of each paragraph clear?
3. Is there any additional information that you would like to know that was not included in die composition?
i^mttolMingiercaSri^


77
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starting    A   Look at these "invention*." Why do people use them often? Why do you think point    they have been successful?
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W-H-HiHKB
Et  Pair work  What everyday objects in your household are die moat useful? Why do you think they have been so successful?
listening    A   £&* listen to John, Sandra, and Ted talking about what diey would invent to make meir lives~easiet What are the inventions? What would they do?
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B   Pair work  Which invention would be most useful for you personally? Why?
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Non-defining relative clauses as sentence modifiers
grammar focus

Non-defining relative douses with which con be used to make a comment about an entire sentence. Notice the use of the comma.
People need a quick and easy way to cook tood, which ts why the microwave own has been so wccessful. Seel belts ore now required In all vehicles, which means fewer people die In traffic Occidents.
A   Much these problems with the appropriate non-defining clauses. Then compare with a partner. Can you think of another clause to complete each sentence?
1. AIDS kills thousands of people each year,  -L
2. Cities are running out of safe places to dispose of trash,
_
3. It's very difficult to quit smoking,


4. Ait travel became more dangerous in the 1980s because of terrorism,

5. Children used to get sick after opening medicine bottles and taking pills,


6. There are thousands of accidents in the workplace each year,


7. The postal service in many countries is not very efficient,

8. People already find today's computers inadequate,


9. It's easy to get lost when driving in a new city,


10. It used to be that people couldn't drive in
the rain,


a.
which means that more powerful models
need to be developed.
b.
which means that new methods of
recycling will have to be invented.
c.
which means engineers need to work
harder to design safer workplaces.
d.
which is why express delivery services
have become very popular.
e.
which is why scientists developed die
nicotine patch.
f ■ which is why personal navigation systems
were developed for rental cars. g. which is why childproof bottle caps were
invented. h. which is why windshield wipers were
invented. i. which is why sdeatists are working so
hard to find a vacdne. j. which is why more sensitive types of metal
detectors were invented.
B   Add non-defining clauses beginning with which is inky... or which nuaxs thai. to these statements. Then compare widi a. partner.
1. People today watch TV more than they buy books,...
2. The Internet is used by millions of people,.. -

3. Airplane design has improved tremendously,...

4. There have been many advances in medicine in recent years,...

5. It's becoming less expensive to use cellular phones,...
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discussion    Group work  What three inventions
^
or discoveries have had the greatest
impact on life in the twentieth century?
faej&^iwhos'pod'a jroojimpncf'ai?.
•Ufa In the twentieth cenfur/Jft^J/o ca/i"^_
Mow tmvet long^OsKnces fojs^x5s§|
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vocabulary    A   Combine the verbs with the nouns to make common expressions. How many expressions do you find? Compare with a partner.

i^explorcjjj^organkc^ j-'.fihd «>iiiS5aoIve.»:'4™
analyze a stuotfon        sotr tf problem
B   Pair work How do people come up with ideas for new inventions? Answer using the expressions in Exercise A.

'Us ImpcrtantnSlo be T) ',afrald to mote a mistake.]
$MaJgn&ti&&eaieG
discussion    A   Pair work  Why do inventors invent new products? Read this list of reasons, and add two more of your own.
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B   Group work Join another pair. Why do you think these things were invent​ed? Use the reasons in Exercise A or others of your own.
air bags for caw
lie deteaors
overnight delivery services
fax machines
life preservers        the Walkman
handheld computers        jet engines
virtual reality
iJVrbags forcamve/B fijvwitttf At order » sow Urns. Without■!
so mMsmmmm
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^^o^^^^^s^^ic^-^^^^^^^m^^^m
reading    A   Pair work  Why were these things developed or invented? Why have they been so successful?
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B   Now read the article. What questions do you think inspired the inventors of these products?

^=5';"^~i'2^J5^^-T:T' ? ~*S"*?rTS?vC- "*"."'"''.' '■—
1  .?■*£
f.^-   V.- •<_.. ..       

Sometimes good ideas grow out of frustration. ■'
■WbeaFredSmithwaasstudentalYale , .".-: '•_■'•
that he need- ;-;■
country
Fevers! yeara ago, Maaaru Ibuka, the diaiiiaan
*>)/ uofSony.wnaatacompoivplanaingmcetinff.
£V Suddenly he had a brilliant idea. Ho stopped -» ;-^_, Univoiaj^, ha had soma paperwork
p~tbo meeting and asked everyone present what'-j.^j'ed to bicvo delivered acrootTtha ooun
t..>Tvoui£ happen if Sony removed the recordmg"
S;,fimdion and ipeakar'and sold headphones -with -~'. that overnight delivery was impossible. Ha sat^iT:?^' j»'-"'«.tapo'phycr instead. Alrooat everyonethmght.•'.*' Jbraloog'^oWodeciQg'whjtWhycoiddn't  ;",;..] yinlwmmiTf Sun,ThiiVav.-pttMnV«(pnlmnt-':.' -". thoreWareliable^overnightaiaildelivetyiirar- '■':  'J ^-'flis idea aud worked at refining it. The result"V;';vv)ce?He decided tb'dcsigno&c. Smith did t, of course, turned out to" be tbe wildly successful j'v just that and turned his design into a doss'pro-'  j
.% ject. His buainew profeaeor gave him only '-. C for bis efforts. However, Smith was not
K- Sorr/Walkman:'.^'.5;.^^-^-'. ■-■<,■; -'■> i^.-i^S-'je.
>^'Good ideaa often fttBrfc'wtth'n rruilW nTIv    >'-"!**-■■   ,.
•^Good ideas often start mth a really *01y ^•--r£;through.Herefinedth0iO^mthatdaaHpro-''•; ^queshon-BmBowerman was making breaks -^a^e^^tually'tun^'them into one' ' --*., ^.oneday^lMstcodtWemakwewafflesfor -:. '. ofthefibttandn^micceesfuloWnu^mnil •' A •, >>la san,ho wondered what wouldhappen if he', :j'.' -w^se,;ilttawoad_peaEx..-i ,-.- pouredrobber into his waffle iron, La&o,he «:,V _^ •■_..-.. -ifi .•^-^•/".'•t.'-.;-'^-^ .- '..-"„",-; ' •■ *"-' •-' '■' Ji^trieditairflbiresuklookedsonielhingKke ''■■ /^knowtoday.ofcburso.tliateaeaofthese' *,*•(...,; . ?y.the bottom of most aports shoes we see today' ■ .-v ideas led to an incredibly successful product - ';■- ' {p' Still. when be took thia idea to several existing'.' '' oraerocethathas changed the way many of ~^:;1 5' sboe'ce«opameB,hawaB]itc™Dyloughodnt.'' ;. ■ to live. The best Questions aw-oKusIry open- '.""':£'* j-;.. In laet, every aingie company turned hnn .• v.-- ' ended and are often aiDic Ghfldren aren't afraid •$) -t down. Tbdaf£ rather discouraged, Bowerman''' ' to salt audi questions, butaduroi frequently amTiV ?-: persevered and went on to form his own . ■■;.-.\sTln^howdiflS*i^tbflvn)rHmightboifpeop]e:/i-,( !-:• company, makingNKE athletic shoes. .    '.7v'£    nt^asW "silly'questional;' .--^_ ■. . -_.■.■" ■■"-''
C  Group work  Discuss these questions. Then share your answers with the class.
1. Why do you think so many people turned down Bowennan's, idea?
2. Why do you think Smith's professor gave him a C on die project?

3. Which idea has led to the most imitations?

4. Do you have any ideas for new products or services? What are they?
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Appendix 9    Part of the scope and sequence chart from New Interchange, vol. 1 (Richards, Proctor, and Hull 1997)

Functions
MHHL
Please call mo Chuck.
Introductions and greetings^ names and Cities; countries and nationalities
imSrll
How do you spend your day? '
Occupations, workplaces, and school; doily schedules; clock time
wmsm.
How macb is itT ■'
■ '.•'     - -j
Spending habits, shopping, and - -prices; clothing and personal items;' ( colors and materials ■■ i :.-/-,...'■■.'- ,"■"-\

Introducing yourself; introducing someone; checking information; asking about someone; exchanging personal information
Describing work and school; asking for and giving opinions; talKng about daily schedules
Talking about prices; giving opinions; talking about preferences; making comparisons; buying and selling things

Grammar
Wh-queatiobs and statements with be; yea/no questions and short answers with ie;'contraction8; subject pronouns; posseasive-
"adje«ivea,;A ,-,  *
Simple present Wh-queatioas and   j statements; time expressions: at, in, _ on, around, until, before. after, early, andiette - •'  ,       „■ ; -i     ■' '
DemonafrativBs: this, that, shoe, ' cAoce-.o/ie and orus; questions: Aour | much and 'which- comparisons with '. 'adjectives ."■lC*;;^--'-,_.~    ■ y\-.r,^.0
Do yon Hike jazx? .' ■_ .;' ■/,' **.. Music, movies, TV programs; ■' ' ■ entertainers; invitations and '-'-,■_,. excuses; dates and times ' ■-'  '. -* ' '-

Talking about bices and dislikes; giving opinions; making invitations and excuses

Simple.present yea/no and " ',"■•: :;'i Wb-queations with do; question:' ' '.;> what kind; object pronouns; modal ■ ' ■'verb mould; verb + to +■ verb    ' ^TV". ■ ■;
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r^r:.^^-i^-'—.::.,. -a \ i.x-t. .$

Tell ma s^ut yoar'fami]y~:,*■'.''.'' '■{
Talking about families and family
Families and family life '■      ■•    -*   ' I
members; exchanging information
-■-'-■■■-
about the present; describing
:'i$?.-■>::'.-*■".;--"---- «"   "■'
familylifo
CSEEE_
;«&&&
How often do you exercise? .   -.'J   Asking about and describing Sports and exercise; routines "...'   i   routines and exercise; talking about
■■''*;.' .■      ■ ■■,■■-.-'
1   frequency; talking about abilities
EHEEE3L
Wo tad n great fcunet    : LJ Pree-time and weekend activities; vacations   "
K&R.
How do you like tbe " aei&b&orhood?
Stores and places in a city;
neighborhoods; houses and
apartments
""

Talking about post events; giving opinions about past experiences; taiidne about vacations
Asking about and describing locations of places: asking about and describing neighborhoods; asking about quantities

'PraWit'coatinuoaoyes/ooand ?pV.'.: ■Wh-queations,'statements, and 5? ■*:".:) 'short answer^'determiners: all, j r.rt 'nearly all, most, many, a tot of, «T",:;:| •some, not many, a feu?, and fan-.-■r'.-j%
~Adv«rbs of frequency: always, almost' always, usually, often, sometimes, ^ ; 'seldom, hardly eoer, almost nevei^:. -:\
Lneaer^apastiaBavnXixhaw-.hota £:^\ often, haa'muchtimel how long, j1.";;]
' how well. Koto good; short answers', ~\
iPast tenso yes/no andWh- .'-"'!'--^Vi questions, statements, and short' ,\ ; answers with regular and irregular ; verbfl;past tense ofie ■ - ...,-vr ,.>'.
There islthenartione.'any.sonur,.':'.: prepositions of place; questions: '■'- v how much and how many, count-- -'■; able and uncountable nouns -
littMI'H'IfliH*

22EHS_
196    Chapter 6
References
ACTFL Proficiency Guidelines. 1985. Hastings-on Hudson: ACTFL Materials Center.
Axbey, S. 1997. Real times elementary. London: Richmond.
Brinton, D., M. Snow, and M. Wesche. 1989. Content-based second language instruction. New York: Newbury House.
Buckingham, A., and N. Whitney. 1995. Passport. New York: Oxford Univer​sity Press.
Burns, A., and H. Joyce. 1997. Focus on speaking. Sydney: National Centre for English Language Teaching and Research.
Feez,S. 199&. Text-based syllabus design. Sydney: National Centre for English Language Teaching and Research.
Hindmarsh, R. 1980. The Cambridge English lexicon. Cambridge: Cambridge University Press.
Ingram, D. 1982. Designing a language program. RELC Journal 13(2): 64-6.
Kelly, L. G. 1969. Twenty-five centuries of language teaching. Rowley, MA: Newbury House.
Krahnke, K. 1987. Approaches to syllabus design for foreign language teach​ing. Washington, DC: Center for Applied Linguistics.
Liskin-Gasparro, J. E. 1984. The ACTFL proficiency guidelines: A historical perspective. In T. V. Higgs (ed.), Teaching for proficiency: The organizing principle. Skokie, IL: National Textbook Company. 11-42.
Lowe, P. 1986. Proficiency: Panacea, framework, process? A reply to Kramsch, Schultz, and particularly to Bachman and Savigon. Modern Language Journal 70: 391-397.
Mohan, B. 1986. Language and content. Reading, MA: Addison-Wesley.
Mxowicki, L. 1986. Project work English competency-based curriculum. Port​land: Northwest Educational Cooperative.
Munby, J. 1978. Communicative syllabus design. Cambridge: Cambridge Uni​versity Press.
Nation, I. S. P. 1990. Teaching and learning vocabulary^New York: Newbury House.
Paltridge, B. 1992. EAP placement testing: An integrated approach. ESP Jour​nal 11(3): 243-268. Prabhu, N. S. 1987. Second language pedagogy. Oxford: Oxford University
Press. Pusat Perkembangan Kurikulum. 1989. Bahasa Inggeris Tmgkatan iv. Kuala
Lumpur. Richards, J. C, and C. Sandy. 1998. Passages 1. New York: Cambridge Uni​versity Press. Richards, J. C, S. Proctor, and J. Hull. 1997. New Interchange 1. New York: Cambridge University Press.
Course planning and syllabus design    197
Skehan, P. 1996. A framework for the implementation of task-based instruction. Appted Linguistics 17(1): 38-61.

Van Ek, J., and J. L. M. Trim. 1998. Threshold 1990. Cambridge: Cambridge University Press.

Weir, C. 1990. Communicative language testing. Oxford: Pergamon.
Willis, D. 1990. The lexical syllabus. London: Collins.
Willis, D., and J. Willis. 1998. Collins CobuildEnglish course. London: Collins ELT.

Yalden, J. 1983. The communicative syllabus: Evolution, design and imple​mentation. Cambridge: Cambridge University Press.

7 Providing for effective teaching
Curriculum development processes as they have been described so far in this book are essential resources in helping schools achieve their goals. The other principal educational resource is teaching itself. The focus of this chapter is how quality teaching can be achieved and maintained in a lan​guage program. Whereas the preceding chapters have described some of the essential planning that is involved in developing a language course, the pres-enisfra.pter seeks to examine factors that are involved in creating conditions for good teaching to take place. .Quality teaching is achieved not only as a consequence oi how well teachers teach buTthrough creating contexts and work environments that can facilitate good teaching. The following issues will be considered in this chapter:

· institutional factors
· teacher factors
•
teaching factors
••
learner factors
The institution
The organizational culture
The organizational culture of a school refers to the ethos and environment that exist within a school, 'the kinds of communications and decision mak​ing that take place, and the management and staffing structure they support. In Chapter 4, several aspects of a school's organizational culture were dis​cussed, including the extent to which the school's organizational culture fa​cilitates or hinders the reception of new ideas and practices. A school's or​ganizational culture is revealed in the way the following questions are answered:

· What are the school's goals and mission?
· What is the school's management style?
198
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•
What shared values do staff have?
-
What are the decision-making characteristics of the school?
· What roles do teachers perform?
· How are teaching and other work planned and monitored?
-
What provision is made for staff development?
· How are courses and curriculum planned?
· How receptive is the school to change and innovation?
· How open are communication channels?
These and related questions will be examined throughout this chapter. Ba​
sic to the organizational culture of an institution is its management struc​
ture, because, as Davidson and Tesh point out (1997), its organizational de​
sign "is built by managerial decisions that delineate the number and type of
jobs in the organization and the processes that subordinate, control, and link
mem, such as authority relationships, communication networks, and spe-
)
cific planning and organizational techniques" (Davidson and Tesh 1997,<—"^"'"v 177). Davidson and Tesh describe two types of organizational structure that    ^   %& are commonly found in schools and other kinds of organizations, rhft fTlfiCfv -t:     £? artistic model andJhejacgamc'model. The mechanistic model is a' bureau-  "^    * craScfapjjroach to organizing collective activities that stresses "the need for   5.   - V authority,hierargbiej^conrrcnrandan explicit chain of command" (David?   ^    £ * son and Tesh 1997, 178). Davidson and Tesh suggest that rnanjn'anguage-E»^    -^ programs reflect this organizational model and cite the following examples.
1. Many programs value' specialization; that is, they prefer that teachers specialize in one or two particular levels and skills. For example, a teacher may be assigned level-three reading and level-three writing, teaching those classes, and only those classes each term, and becoming an expert in tiiose areas,

2. Many programs provide teachers not only with a course curriculum, but also with a class"syllabus outlining which pages and exercises are to be covered each day. The more detailed the syllabus, the more uniformity there will be across each level in the program. Administrators in large programs, in programs that make use of graduate teaching assistants, or in multiple-site programs may find this advantageous because jt.elirnv; nates uncertainty in teaching performance resulglgllromjjdmdual djf-_ ferences, professional inexpenence,"bTthe absence of propinquity."""""
3. Some programs have explicit chains of cornrnarid. All communication in such programs is vertical. If moving upward, the communication must pass through each superior in the chain of command until it reaches the appropriate level. If moving downward, it must pass through each sub​ordinate in like manner.
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4. Many programs have hiring, promotion, and dismissal policies that match those of the mechanistic model. They hire based on professional qualifications such as degree, field, length and type of professional ex​perience, and letters of recommendation; they promote based on senior​ity, program contributions, and professional achievements; and they ter​minate only after due process has occurred.
(Davidson andTesh 1997, 179)
The organic model of organizational design, by comparison,
is one that maximizes flexibility and adaptability, encourages complete confidence and trust between superior and subordinates, and taps a wide range of human motivations to achieve organizational goals. Communication flows in all directions, both vertically and laterally. Teamwork is substantial, and decision-making and control functions are shared widely throughout the organization.
(Davidson and Tesh 1997,179)
Aspects of the organic model are also found in many language programs. Davidson and Tesh cite the following examples:
1.
Numerous program administrators value flexibility and adaptability;
they expect their teachers to teach most, if not all, skills in most, if not
all, levels. Thus they encourage a range of professional development ac​
tivities for each faculty member. Level, skill, or content area specializa-
- tion is viewed as an obstacle not only to the professional growth of the specialist, but also to other teachers who may wish to teach such classes, but cannot because they are not the "experts."
2. Many language programs provide opportunities for professional training that build up the value and worth of each faculty and staff member. They hold timely, well-organized, and appropriately focused in-service or res​idency meetings with internal or outside experts. They provide travel funding to relevant local, regional, and national professional meetings. They provide release time for materials development. They encourage research, publications, and grant proposal writing.

3. Numerous programs allow for communication not only vertically, but also laterally through cooperative teaching, peer coaching and observa​tion, and joint piloting of new materials.
4. A large number of programs value teamwork and have established, a committee system so that decision-making and control functions are shared widely throughout the program. Committee recommendations may be advisory or binding. Areas of concern include long-range plan-
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ning, circular and personnel matters, professional development, and pro​gram marketing, to name a few.

(Davidson and Tesh 1997,180)
Davidson and Tesh suggest that most language programs have features of both the organic and the mechanistic models, depending on the size of the program and the type of staff working in it. With a large program staffed by experienced and mature professionals, a more organic approach is likely. With smaller programs or programs dependent on less experienced staff, a more mechanistic approach may be needed.

Quality indicators in an institution
Language teaching institutions vary greatly in terms of how they view their
educational mission. Some schools - hopefully the majority - are commit​
ted to providing quality educational services. They have a clearly articulated
mission. They take seriously the development of a sound curriculum and set
of programs, hire tfteJagjLUlvIIIiM
prpyldg^uj3J.t3Linstinfera
tion and the kinds of support teachers need to achieve their best. The fol​lowing cnaracteristics are indicators of the quality of a sch^foreducattonal institution (Morris 1994):

1. There are clearly stated educational goals.
2. There is a well-planned, balanced, and organized program that meets the needs of its students.
3. Systematic and identifiable processes exist for determining educational needs in the school and placing them in order of priority.
4. There is a commitment to learning, and an expectation that students will do well.
5. There is a high degree of staff involvement in developing goals and mak​ing decisions.
6. There is a motivated and cohesive teaching force with good team spirit,
7. Administrators are concerned with the teachers' professional develop​ment and are able to make the best use of their skills and experience.
8. The school's programs are regularly reviewed and progress toward their goals is evaluated.
Not -all schools embrace a philosophy of quality, however. Some may be viewed by their owners as little more than business opportunities. Money spent on hiring qualified teachers and providing for teacher training and on​going professional development is limited if nonexistent. An educational
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mission has not been developed, nor has a plan to achieve it. Teachers may be poorly motivated, poorly qualified, and on poor employment terms. Staff turnover is high, and the reputation of the institute low. Maintaining educa​tional quality within a business environment is a challenge for many private language schools. It is increasingly the case that education is a business and the challenge is to meet educational objectives and standards while at the same time meeting financial imperatives, whether it be cost recovery or profit making. Being sound educationally and sound financially are not nec​essarily mutually exclusive. The following kinds of questions need to be ad​dressed if an institution seeks to build quality and effectiveness into its pro​grams (Henry 1997,79):

1. How can we determine the quality of the language program?
2. How can we improve the quality of the language program?
3. What do we value most in the language program?
4. What type of curriculum best meets student needs?
5. What do we need to support the curriculum?
6. What kind of language proficiency testing is needed for accurate student placement?
7. What qualities are we looking for in faculty?
In the following sections, we will examine some of the key dimensions of quality and how quality can become a focus in a school or language pro​gram.

A SENSE OF MISSION
What goals does the institution have? Does it exist to serve an important ed​ucational purpose that provides die rationale for the range of courses and services it offers? A useful format for articulating a school's sense of mis​sion is in the form of a mission statement Such a statement should be de​veloped collectively by those who have a commitmehCto the success of the institution. Appendix 1 gives an example of a mission statement for a uni​versity English department that was developed collectively by its staff. Once it is developed, a mission statement can serve as a reference point to assess proposals for new initiatives or programs within an institution and to provide a basis for evaluation of its performance over time.
A STRATEGIC PLAN
A_strategic plan is a description of the long-term vision and goals of an in-^tituuo'tiaiicrm'ernteaiiytt undenakeT'foTfiilfilling them/Based on ap-
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proaches used in successful businesses and industries, die notion of strate​gic planning is now increasingly seen as essential to the success of any or​ganization, including schools. Klinghammer (1997, 64) provides a useful overview of the function of strategic planning in effective language pro​grams, and identifies six elements of a good strategic plan:
· yis*pn-'a statement of where a language program is going in die long term and what its members hope to accomplish

· vafeg-?-' the principles that guide the conduct of a program, in terms of re​sponsibility to students, teachers, and other stakeholders
■ purpose: die basic reasons for die institution's existence
· gagtoa-^ description of the institution's vision in terms of specific goals that if seeks to achieve, usually within a particular time period. This is ex​pressed in die form of die mission statement
· &•&££! specific steps that relate to each aspect of the mission, such as in​creasing student enrollments, developing teaching materials, or provid​ing an environment in which teachers can carry out classroom research
*
stJat<~8'ies: tne methods and activities that will be used to attain the
"goals

QUALITY ASSURANCE MECHANISMS
Quality assurance refers to systems a school has in place to ensure die qual​ity of its practices. For example, how does one ensure that die best-quality staff are employed? Is there a transparent recruitment process or is staff re​cruitment made through personal networks? "What process is in place to se​lect and review textbooks? Are textbooks chosen by teachers on me basis of quality and relevance or because of odier factors? What systems are in place to ensure that tests and odier forms of assessment are sound and fair? Are grades sometimes adjusted up or down by the administration based on unknown criteria? Factors relevant to creating a culture of quality assurance in an institution are:

· A formulated policy on quality assurance has been articulated and is fa​miliar to all staff.

· Reasonable and acceptable standards have been determined for all aspects of quality, such as employment, publicity, materials, facilities, and teach​ers' dress codes.

· Systems are in place to ensure that quality is regularly assessed and cor​rections are made where necessary.

· A reward system is in place to ensure that tiiose who attain high quality in dieir work are recognized.
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•
Support is available to enable staff to improve quality (e.g., of their teach​
ing or materials) if necessary.

A SOUND CURRICULUM
A sound curriculum is reflected in the following features of a school's pro​grams:

· The range of courses offered corresponds to the needs of learners.
· The curriculum is coherent: The courses represent a rationale approach to achieving the school's mission.

· Courses have been developed based on sound educational principles with due attention to recognized curriculum development processes.
· Course descriptions, including aims, goals, syllabuses, and course organ​ization, have been developed.

· Teaching materials and tests are of high quality, have been carefully se​lected or developed, and are regularly reviewed and revised.
· Mechanisms are in place to monitor the quality of teaching and learning.
· The curriculum is subject to ongoing review and renewal. There is ongo​ing interest in identifying strengths and weaknesses and bringing about improvements in all aspects of the curriculum.

FLEXIBLE ORGANIZATIONAL FRAMEWORK
We noted earlier that effective schools and language programs are charac​terized by administrators who are open to change, flexible, and who en​courage teachers to innovate. There is an atmosphere of trust and support and staff are supported by reasonable teaching loads, rewards, and oppor​tunities for professional development. The management style is participa​tory rather than top-down (Stoller 1997).

GOOD INTERNAL COMMUNICATIONS
"    -
Good internal commumcations depend on setting up systems that facilitate commumcations among teachers and between teachers and administrators. Such systems include:

· regular meetings and briefings that bring people up to date on important issues and provide opportunities for input

· access to administrative leaders and visibility of administrators in the in​stitutional setting; in addition the administration is receptive to teachers' suggestions
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· shared decision making resulting from opportunities for multiple sources of input on key decisions

· availability of relevant course documentation and information for those who need it

· written guidance for staff on their different roles and job duties so mat boundaries and expectations are clear

· a system for collecting feedback on all aspects of the program and pro​cedures for making constructive use of feedback

· a system for staff support and for getting constructive comments on other people's course outlines and teaching materials

· regular evaluation or feedback sessions in which staff can describe and compare experiences, problems, and solutions

· regular newsletters, bulletins, or E-mail communication in which col​leagues can pass on experiences, give and ask for suggestions, and report on successful teaching experiences

· informal gatherings that allow staff to get to know one anotiier and de​velop collegial relations and friendships

PROFESSIONAL TREATMENT OF TEACHERS
Language teachers often suffer from poor employment conditions. They are not always recognized as trained professionals with specialized skills and knowledge. Leung and Teasdale (1998, 5) point out that the status of ESL teachers in mainstream education in many parts of die world is problematic and one of the major obstacles teachers face.

In the primary and secondary sectors ESL teachers work in mainstream classrooms, often in highly varied and unpredictable situations. ESL is not a curriculum subject and it has to be delivered through the content of other subjects. ESL teachers do not generally have sole control of classroom management; they often work as support or collaboradve teachers and are with particular classes usually only for a limited number of hours per week. The pupils can, and do, arrive at different rimes of die year, their English language learning needs varying according to their previous schooling and circumstances. There are no clearly   ' established and widely accepted disciplinary based teaching procedures (in the way that, for instance, science or music may have) and no clearly defined outcomes which are tailored to the specific needs of ESL pupils.
The broader issue here is whether teachers are treated as professionals or simply regarded as members of a workforce. Eskey (1997, 24) comments on the low academic status of Intensive English Programs in American uni​versities, and the fact that they often have to deal with oppressive budget​ary arrangements:
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Most are required to be self-supporting and many are frankly regarded as cash cows that are expected to generate large surpluses for the support of more
prestigious programs
This means maximizing income and minimizing costs,
which in practice means radical understaffing, low salaries for both staff and faculty, large numbers of part-time faculty with few or no benefits, and major comer-cutting with respect to equipment, facilities, and faculty perks such as support for curriculum development, in-service training, and attending professional conferences.

The extent to which teachers are regarded as professionals is indicated by the following:

· Employment terms and conditions: Do teachers have a written contract that clearly lays out their roles and responsibilities? Are they given full-time contracts or employed simply on a casual basis with few or no ben​efits? A program that is staffed entirely by teachers on casual terms can​not hope to attract the same level of commitment as one staffed by teachers on long-term contracts.

· Support and reward systems: What support is available to help teachers carry out their varying roles and what rewards are given for quality service?
Both factors are likely to influence teacher morale. Do teachers speak, pos​itively of their school or institute and are they proud to work there, or do they feel undervalued and exploited?

OPPORTUNITIES FOR TEACHER DEVELOPMENT
Teachers need to develop long-term career goals and expand their roles and responsibilities over time if they are to continue to find teaching rewarding. A quality institution provides opportunities for teachers to develop their ca​reers. ESL/EFL is a rapidly changing field, and teachers need regular op​portunities to update their professional knowledge and skills. Such oppor​tunities may be provided for in a number of ways. ■-_

· Conference participation: Teachers can participate in professional con​ferences and seminars networking with other teachers and learning about, trends, issues, and practices.

· Workshops and in-service seminars: Specialists from outside the school or staff from the school can offer workshops and seminars on topics of in​terest to the staff.

· Reading groups: Teachers can put together reading groups and read and discuss articles or books of interest.

· Peer observation: Teachers can take turns observing each other's classes as a basis for critical reflection and discussion about teaching approaches.
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· Writing about teaching: Teachers can keep a reflective diary or journal and share it with colleagues.

· Project work: Teachers can be given the opportunity to develop projects such as classroom materials, videos, and odier teaching resources.
· Action research: Teachers can conduct small-scale classroom research on their teaching.

(Richards and Lockhart 1994)
The extent to which an institution provides such opportunities for its teach​ers or encourages them to participate in such activities is a good indicator of how it views its teachers.

Appendix 2 represents the efforts of a group of language schools to ar​ticulate a philosophyof "Best Practice" that addresses many of these issues.
The teaching context.
The last set of factors mat affect the quality of teaching in a program relate to the institution context in which teachers work.  ■

SIZE AND STAFF STRUCTURE
The size of a school and its administrative structure influences many aspects of a teacher's work. Working in an institute with a staff of five teachers is very different from working in one with a staff of one hundred. In the for​mer case, the teachers are likely to be a closely knit team whose members know each other well. In the latter case, teachers may work more inde​pendently and may not feel that their individual contribution is crucial to the success of the program. In this case, die school will need to ask what can be done to enable teachers to get to know one another and to develop a sense of collegiality-Options available include informal professional activ​ities such as "brown-bag lunches'* as well as social activities. The adminis​tration will also need to develop mechanisms for communicating with such a large group of teachers.

EQUIPMENT
Schools vary greatly in the amount they have invested in equipment and technology. Some schools make extensive investments in such things as computers, cassette and. CD players, video recorders, overhead trans​parency (OHT) machines, and photocopiers, recognizing that these are es​sential tools for teachers and can have a positive effect on teaching, staff
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workload, and morale. Where such investment is lacking, there may be a negative impact on teachers' workload.

SUPPORT STAFF
Adequate support staff can also facilitate teachers' work. Is there secretar​ial or administrative staff to help with typing, time-tabling, duplicating, and administration? If not, what percentage of teachers' time is spent on nonin-structional chores and at what cost?

TEACHER WORK SPACE
One way of determining how seriously a school regards its teachers and the work they do is the work space it provides for its teachers. Is there a staff room for teachers where they can interact with colleagues, carry out lesson preparation, mark assignments, and prepare teaching materials and hand​outs?

TEACHER RESOURCE ROOM
Teachers need access to a good range of current ESL textbooks, resource books, materials, and magazines located in a resource room or similar fa​cility in order to update their professional knowledge and get new ideas to feed into their teaching.

TEACHING FACILITIES
Where does teaching take place and how adequate are teaching facilities? In addition to classrooms, is there a multimedia lab or computer lab, lan​guage lab, self-access center, and student reading room? What impact do these facilities have on the quality of die program?

CLASS SIZE
What is the size of classes? Current wisdom suggests that class size should not exceed fifteen for most language classes, though in many contexts teachers have to work with much larger groups. Sometimes class size is out​side the control of language providers. However, it should be made known to the client that class size affects the quality of instruction. The optimal class-size needs for each type of course should be established based on teacher, learner, and school factors, and when needed, the reasons for stan​dards set need to be explained to clients.
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The teachers
Many things can be done to create a context for good teaching, but it is teachers themselves who ultimately determine the success of a program. Good teachers can often compensate for deficiencies in the curriculum, the materials, or the resources they make use of in their teaching. In this sec​tion, we will consider the teachers themselves and how their role can be sup​ported in a program.

Skills and qualifications
Language teaching institutions vary greatly in the type of teachers they em​ploy. In some situations, mere may be a choice between native speakers of English and nonnative speakers of English with varying levels of English-language proficiency. Within both groups there may be further choices pos​sible based on teaching experience and professional qualifications in TESL/TEFL. "Views concerning the appropriate qualifications of language teachers have changed in recent years as the field of TESOL has become more professionally demanding of itself and has sought to develop stan​dards for language teachers (Leung and Teasdale 1998; TESOL 1986b). There is a much greater awareness today that an expert language teacher is a highly skilled professional. According to Lortie (1975), a profession is characterized by:

· a homogeneous consensual knowledge base
· restricted entry
" high social status

· self-regulation
· the legal right to govern daily work affairs
Although Lortie argues that many branches of teaching cannot be classed as a profession by these criteria, the field of language teaching has done much
in recent years to conceptualize and define its knowledge base, to regulate entry to the profession, and to monitor the practices of teaching institutions. Increasingly, language schools are recruiting better trained and better quali​fied language teachers and operating within defined standards of quality (see Appendix 3). But what do skill and expertise in teaching English as a sec​ond or foreign language consist of? A number of attempts have been made to conceptualize the nature of teacher knowledge and skill (e.g., Roberts 1998). Core components of teacher knowledge include the following:
•
practical knowledge: the teacher's repertoire of classroom techniques and
strategies
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•
content knowledgg2jh<z teacher's understanding of the subject of TESOL,
e.g., pedagogical grammar, phonology, teaching theories, second lan​
guage acquisition, as well as the specialized discourse and terminology
of language teaching

•
contextual fengjWe^geAiarniliarity with the school or institutional context,
~^fiooTnorms, and knowledge of the learners, including cultural and other
relevant information
•
P^^Z°SiS^iJ2}^d^BS.: abi^ty t0 restructure content knowledge for
"teaching purposes, and to plan, adapt, and improvise
•
personal knowledge: the teacher's personal beliefs and principles and his
"orheT-imtividTjarap'pro'ach to teaching

•
^flSS^^10^^^'tne teacher's capacity to reflect on and assess his or
Tier own practice

In describing teachers' skills, it is possible to compare teachers accord​ing to whether they are untrained or trained and whether they are novice or experienced. The training dimension refers to possession of a professional qualification in language teaching; die experience dimension refers to class​room experience. Initial teacher training typically sets out to give teachers what can be called "basic technical competence." This consists of an intro​ductory understanding of the subject matter of TESOL, mastery of basic classroom teaching processes, as well as approaches to teaching the four skills. For example, the UCLES Certificate in Language Teaching to Adults (CELTA) (UCLES 1996), a widely taught initial qualification for language ■ teachers, focuses on six areas of basic teaching skills:

· language awareness
· die learner, the teacher, and the teaching/learning context
". planning for effective teaching of adult learners of English
· classroom management and teaching skills
· resources and materials for teaching
· professional development
If an institution recruits teachers with a good command of English (or who are native speakers of English) but without a good command of basic teach​ing skills, then opportunities for basic training will need to be provided. Roberts (1998, 67-68) suggests that compared to experienced teachers, novice teachers tend to have die following characteristics:
· Novice teachers' perceptions of classroom events are relatively undis-crirninating and simpler than those of experienced teachers.
· They are less able to select which information is salient when, planning a lesson.
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· They lack knowledge of what to expect of pupils, what challenges to set, and what difficulties to anticipate.

· They tend to work from the textbook rather than, in terms of pupil attain​ment levels.

· They lack practical classroom management routines to keep pupils on task.

· Their concern with control makes it difficult for them to focus on pupil learning.

· They lack an established "pedagogic content knowledge."
· They lack the practical experience from which to construct personal meanings for theoretical or specialized terms.

· They-lack a coherent system of concepts with which to think about teach​ing.

· They lack a specialized vocabulary with which to analyze and discuss teaching.

Opportunities to develop these skills can be provided in the following ways:

· observation of experienced teachers ■ observation of training videos
· short theory courses
· practice teaching under the supervision of experienced teachers
· working with a mentor teacher
When the teacher is a normative speaker of English (NNS) additional issues may arise. Roberts (1998, 97) suggests that the following characteristics may be relevant to their needs:

· NNS teachers may lack confidence in their English language ability and give their own language improvement a high priority;
· NNS teachers may undergo an erosion in their English language per​formance through its restriction to classroom discourse;
· They may not have native-speaker (NS) intuitions about the language and may need linguistic rules as a source of security; they may avoid class​room activities which demand unpredictable language use and where rapid and intuitive assessment of accuracy and appropriacy are needed; they may need the support of a textbook more than NS teachers;
· They have the personal experience to understand their learners' difficul​ties;

· Where teachers and learners share a common culture, group norms may exert a powerful influence on their behavior, whereas NS teachers may be exempt from such norms;
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· Language teaching behavior cannot be separated from pedagogic models inherited from the mother tongue culture (Koranic, Confucian, African, etc.) in such attributes as institutional culture, attitudes to authority and knowledge, adult-child relationships, etc.;
· The place of English in society at large has a profound influence on the purposes of English language education, die English language curricu​lum, and therefore the nature of die teacher's work.

As teachers develop experience in teaching, the institution needs to create an environment in which teachers can further develop their teaching skills and subject-matter knowledge, deepen dieir understanding of teaching and them​selves as teachers, and have the opportunity for further professional devel​opment. Teachers now need to be given opportunities to do the following:
•
engage in self-reflection and evaluation
- identify their areas of strength and weakness
· develop specialized knowledge and skills about many aspects of teaching
· develop curiosity and interest in many different aspects of teaching
· expand their knowledge base about research, theory, and issues in teach​ing

■ take on new roles and responsibilities, such as supervisor, mentor teacher, teacher-researcher, or materials writer

•
develop involvement in professional organizations
Activities of the kind mentioned earlier in the discussion of teacher devel​opment will be appropriate here.

Support for teachers
If teachers are expected to teach well and to develop their teaching skills and knowledge over time, tiiey need ongoing support This may take a num​ber of forms:

ORIENTATION
New teachers need a careful orientation to teaching assignments in order to clarify the goals of the program, teaching approaches, resources, problems to anticipate, and solutions. Many programs use a "buddy system" for this purpose which links new teachers with experienced teachers for mentoring and support as needed during their first months in the program. New teach​ers need to feel that they are valued and dieir concerns appreciated and re​sponded to.
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ADEQUATE MATERIALS
Teachers need good materials to teach from either in the form of commer​cial textbooks or institutionally prepared materials. Nothing is more demd-tivating to teachers than having to use a textbook that no one likes or mate​rials that are poorly prepared or presented. Teachers need to be involved in the choice of materials and guidelines may be needed on the role of mate​rials in the program.

COURSE GUIDES
Course guides should be provided for each course offered in the program with information on the course, aims and objectives, recommended materi​als and methods, suggested learning activities, and procedures for assess​ment.

DIVISION OF RESPONSIBILITIES
Teachers have many different responsibilities apart from teaching. They may be involved in course planning, course coordination, testing, prepara​tion of materials, and mentoring. Deciding which members of a team are best suited to different tasks and providing the support and training needed for specific roles is important. If a senior teacher's' responsibilities include writing progress reports on other teachers' performance, training may be needed.in how to prepare useful reports. Creating job descriptions for dif​ferent responsibilities can also establish clear lines of demarcation and re​sponsibility, which are important in strengthening staff morale.
FURTHER TRAINING
Teachers in an institution may not always have the particular knowledge and skills a program needs, so it may be important to select staff for specialized training to meet these needs. For example, a staff member may be sent to a workshop on using multimedia resources in the classroom or on alternative assessment.

TEACHING RELEASE
If teachers are expected to play a key role in some aspect of the program such as materials development or mentoring, they may need to be given re​lease time from teaching to enable them to devote time to this. This ac​knowledges the value with which the institution regards such activities.
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MENTORS
A system of mentoring is often helpful in a school where there are teachers of different levels of experience and training. The role of a mentor is to give teachers, particularly less experienced teachers, someone, with whom they can sound off ideas, share problems, and get advice. Typically, this person is not a manager but another teacher in whom the teacher has confidence and trust.

FEEDBACK
Teachers need to be told when they are doing well and when there are prob​lems with their performance. Good teaching sometimes goes unnoticed. In . the case of negative feedback, ways need to be found for providing con​structive and non-threatening feedback. Feedback"can be face-to-face, in writing, or on the telephone, depending on the kind of feedback it is.
REWARDS
Teachers who perform well should receive acknowledgment for good ser​vice. This could include being sent to a conference or in-service course or having their name listed in a staff newsletter,

HELPLINES
Teachers often work for long periods in relative isolation. Whom should they turn to when they have problems with student discipline, difficulties working with another teacher, or difficulties in using course materials? Teachers should know exactly whom to turn to for help in solving different kinds of problems.

REVIEW
Time should be allocated for regular review of the program, problem solv​ing, and critical reflection. These activities help solve practical problems and also develop a sense of collegiality among staff.

The teaching process
The focus here is on the teaching practices that occur widain a program, how these can be characterized, and how quality teaching can be achieved and maintained.
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Teaching model and principles
This book has emphasized the curriculum as a network of interacting sys​tems involving teachers, learners, materials, schools, administrators, and curriculum planners, and choices at one level affect other elements in the system. Thus the choice of a particular curriculum philosophy or ideology implies a particular model of teaching. Roberts (1998,103) compares two teaching models implicit in many language programs: me operative model " and the problem-solving model:
In an "operative" model the teacher is restricted to meeting the requirements of a centralized system, such as the delivery of a textbook as planned, to a set timescale. Such a limited role, limited to that of curriculum transmission, implies training objectives based on mastery of a set of competencies determined by the centralized syllabus. In the case of the "problem solver" model, a decentralized cumculum gives teachers greater autonomy in making educational decisions. A diversified language curriculum, characterized by adaptation to learners' needs, requires teachers to be able to diagnose problems and adapt materials and design original learning activities.
The former can be viewed as a teaching model compatible with a mecha​nistic model of organization design and the latter to the organic model (dis​cussed earlier in this chapter). In planning the kind of teaching that will characterize a language course, it is necessary to develop a model of teach​ing that is compatible with the overall assumptions and ideology of the cur​riculum and of the language program. Different models of teaching make different assumptions about the nature of language and of language learn​ing, the roles of teachers, learners, and instructional materials, and differ​ent assumptions about the processes of language learning and teaching.
In language teaching programs, teaching models are often based on par​ticular methods or approaches. For example:
· The communicative approach; The focus of teaching is authentic com​munication; extensive use is made of pair and group activities that involve negotiation of meaning and information sharing. Fluency is a priority.

· The cooperative learning model: Students work in cooperative learning situations and are encouraged to work together on common tasks and to coordinate their efforts to complete tasks. Rewards systems are group-oriented rather than individually oriented.

· The process approach: In writing classes, students take part in activities that develop their understanding of writing as a process. Different stages in the writing process (planning, generating ideas, drafting, reviewing, revising, editing) form the focus of teaching.
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' The whole-language approach: Language is taught as a whole and not through its separate components. Students are taught to read and write. naturally, with a focus on real communication, autfientic texts, and read​ing and writing for pleasure.

Rather than drawing on a particular approach or method, the teaching model in a program may be based on a coherent set of principles that reflect how teaching and learning should be approached. This is the teaching phi​losophy of the program and serves as the basis for decisions about class​room methodology. The following statements describe the teaching philos​ophy supporting a secondary school EFL English program:
· There is a consistent focus throughout on learning English in order to de​velop practical and functional skills, rather than as an end in itself.
· Students are engaged in practical tasks that relate to real-world uses of English.

· Realistic and communicative uses of language are given priority.
· Maximum use is made of pair and group activities in which students com​plete tasks collaboratively.

· There is an appropriate balance between accuracy-focused and fluency-focused activities.

· Teachers serve as facilitators of learning rather man as presenters of in​formation.

· Assessment procedures reflect and support a communicative and skill-based orientation to teaching and learning.

· Students develop an awareness of the learning process and their own learning styles, strengths, and weaknesses.

· Students develop the ability to monitor their own learning progress and ways of setting personal goals for language improvement.
These statements were produced through discussion with teacher trainers, curriculum planners, and teachers and served as a reference for materials developers, teacher trainers, and teachers. Articulating a teaching philoso​phy in this way can help clarify decisions relating to choice of classroom activities, materials, and teacher evaluation. In die case of a teaching model that is based on an existing teaching model such as communicative language teaching, the philosophy and principles of the model are accepted as givens: -Teachers are expected to be familiar with them and to put the principles into practice.

Unless a teaching model is agreed upon, it is difficult to make decisions about what constitutes acceptable or unacceptable teaching practices. Atthe same time, teachers should have the opportunity to teach in ways that re-
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fleet their own preferred teaching styles. Teachers teach in different ways. Even though two teachers work toward identical goals they may choose dif​ferent ways of getting there. Teachers bring to teaching their own personal beliefs and principles and these help to account for how they interpret their role in the classroom as well as differences in die way they teach. Teachers' principles are a product of their experience, their training, and their beliefs. Breen (no date, 45) comments;
Any innovation in classroom practice - from the adoption of a new task or textbook to the implementation of a new curriculum - has to be accommodated within a teacher's own pedagogic principles. Greater awareness of what these are on the part of the designer or curriculum planner and, indeed, the teachers themselves, will facilitate harmony between a particular innovation and the teacher's enacted interpretation of it in the classroom. The opportunity for teachers to reflect upon the, evolving relationship between their own beliefs and their practices lies at the heart of curriculum change.
Examples of teachers' principles cited by Breen are:
· Selectively focus on the form, of the language.

· Selectively focus on vocabulary or meaning.

· Enable the learners to use the language.

· Address learners' mental-processing capacities.

· Make the new language familiar and manageable.

· Make the learners internalize and remember the new language.

· Take account of learners' affective involvement.

· Directly address learners' needs or interests.

· Monitor learner progress and provide feedback.

· Facilitate learner responsibility or autonomy.

· Manage me lesson and the group.

In any group of teachers mere are some principles that are shared as well as some that are held"by individual teachers. As teachers plan lessons and teach, they draw on a teaching philosophy as well as their personal princi​ples to help them shape and direct their teaching (Bailey 1996; Richards 1998). Opportunities for teachers to clarify their teaching principles can help focus on issues concerning choice of teaching methods, activities and materials, the purposes underlying different teaching strategies, and crite​ria for evaluating the effectiveness of lessons. Leung and Teasdale (1988, 20) comment: "Clearly there can be effective teaching without teachers making explicit die theories which underlie their practice. However, we would contend mat, otfier things being equal, privileging and developing the intellectual frameworks which inform teaching offers a principled way of conceptualizing teaching as purposeful action."
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At a practical level, the following decisions are therefore needed in for​mulating the teaching approach for a program:
· What teaching model or philosophy of teaching should the program reflect?

· What teaching principles are consistent with dais model or philosophy?

*
What other kinds of principles do teachers hold?
•
What are the expected roles of teachers?
■
What are the expected roles' of learners?
· What is the role of instructional materials?

· What kinds of classroom activities and practices are recommended?

Maintaining good teaching
Quality teaching cannot simply be assumed to happen" It results from an ac​tive, ongoing effort on the part of teachers and administrators to ensure that good teaching practices are being maintained. This involves the establish​ment of shared commitment to quality teaching and the selection of appro​priate measures to bring it about. The following are strategies that address this issue.
MONITORING
Information needs to be collected regularly on all aspects of the program to find out how teachers are teaching the course, what is working well or prov​ing difficult, and what issues teachers need to resolve. Monitoring can take place through formal and informal mechanisms such as group meetings, written reports, classroom visits, and student evaluations. (This is also known as "formative evaluation," discussed more fully in Chapter 9.) On the role of meetings, Davidson andTesh (1997, 187) observe:
What kinds of meetings are necessary in a language program? Certainly, at a rnirumum, the entire group of teachers and administrators needs to meet at the beginning of the term, at mid-term, and at the end of the term. Other groups and subgroups need to meet more often and for more specific purposes throughout the term. Meetings need to be run so that maximum participation by all employees is assured and so that communication flows in all directions, both vertically and laterally.
OBSERVATION
Regular observation of teachers by other teachers or supervisors can pro​vide positive feedback on teaching as well as help identify areas that might
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need attention. Observation may, but need not, involve evaluation. Peer ob​servation can also be used to enable teachers to share approaches and teach​ing strategies. Or, while observing a colleague, a teacher can collect infor​mation the colleague is interested in obtaining. This might include information on how students complete a learning activity or the type and frequency of questions the teacher uses (Richards and Lockhart 1994). Teachers can also make use of self-observation through audio- or video-recording their lessons and reviewing the recording to see what it tells them about their teaching.

IDENTIFICATION AND RESOLUTION OF PROBLEMS
Timely identification of problems in a program is essential to ensure that small problems do not develop into bigger ones. Good communication sys​tems can help ensure that problems are brought to the attention of teachers or supervisors for timely resolution.

SHARED PLANNING
Teachers often work in isolation and do not always have the opportunities to benefit from the collective expertise of their colleagues. One way to avoid this is to build in opportunities for collaborative planning, as when teachers work together in pairs or groups on course planning, materials development, and lesson planning. During the process of planning, potential problems can often be identified and resolved.

DOCUMENTATION AND SHARING OF GOOD PRACTICES
A great deal of excellent teaching goes on in schools, but much of it is known only to individual teachers or supervisors. Teachers should be en​couraged to report on their positive teaching experiences. For example, teachers might write short case accounts of a successful course they taught and share them with other teachers or post them on the Internet. They could write short articles for an in-house newsletter or teachers' magazine or pres​ent ideas at informal lunch meetings. Classes can be video-recorded to pro​vide input to workshops or teacher-training sessions. Meetings or "mini-conferences" can be" arranged in which teachers report on classroom innovations or other activities they wish to share with colleagues. Davidson and Tesh (1997,190) give the following examples:

1. The teacher has given a presentation at a professional conference and can adapt that presentation for an in-service.
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2. The teacher has attended a professional conference or workshop and can share what was learned.
3. The teacher has read a current publication in the field and can tell col​leagues about it.
4. The teacher has a practical teaching strategy to share.
5. The teacher has developed audio, video, or written materials relevant to the language program curriculum and can provide a demonstration.
6. The teacher has used the textbooks on the booklist for the coming se​mester and can share ideas about what works and what does not work.
7. The teacher would like to lead a discussion concerning a particular cur-ricular or program issue.
SELF-STUDY OF THE PROGRAM
Self-study involves a study of a program's practices and values as part of the process of self-evaluation and review. It is part of the process of demon​strating a commitment to quality and to long-term goals and professional development "By undertaking self-study, a language program declares it​self interested in the assessment of its quality and the outcome of its teach-. ing mission, and committed to long-term change and professional growth" (Carkin 1997, 56). A self-study should be undertaken every three to five years and involves teachers, administrators, and students in a process of ex​amining all aspects of a school's operations (Kells 1988). Guidelines for conducting self-study have been published by TESOL and NAFSA CTESOL 1986a, 1986b; Marsh 1994).

Evaluating teaching
If a program seeks to provide quality teaching, it is essential that teachers' performance be regularly reviewed. This involves the development of an ap​praisal system. An appraisal system may have several different purposes:
· to reward teachers for good performance
· to help identify needs for further training
· to reinforce the need for continuous staff development
· to help improve teaching
· to provide a basis for contract renewal and promotion
· to demonstrate an interest in teachers' performance and development
The purpose of the appraisal will determine the type of appraisal that is carried out.
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DEVELOPING THE APPRAISAL SYSTEM
An appraisal system is likely to have greater credibility if it represents both teachers' and administrators* views. It should therefore be produced col​laboratively and represent all points of view. However, any appraisal sys​tem needs to recognize that there is no single correct way of teaching. Teachers have different styles of teaching, and two teachers may conduct their classes very differently yet both be excellent teachers. Therefore, cri​teria for the recognition of good teaching have to be developed that recog​nize the complexity of teaching as well as the fact that it is a uniquely indi​vidual activity. In language teaching, there are no universally accepted criteria for assessing teacher effectiveness and several different kinds of ap​praisal approaches are used. Criteria are generally established on an insti​tutional basis, drawing on general principles for teacher effectiveness and factors specific to the type of program in which the teachers work. For ex​ample, candidates taking the UCLES Certificate in English Language Teaching to Adults (UCLES 1998) are assessed during teaching practice on planning and use of materials, classroom teaching skills, and awareness of teaching and learning processes (see Appendix 3). Brown (1994) contains an evaluation checklist that includes the following categories: "prepara​tion,"  "presentation,"  "execution/methods,"  "personal  characteristics," "teacher/student interaction" (see Appendix 4). Murdoch (1997) contains a questionnaire designed to identify the perceived qualities and competencies of good English teachers, and is organized according to three areas - ELT Competencies, General Teaching Competencies, and Knowledge and Atti​tudes (see Appendix 5).

THE FOCUS OF APPRAISAL
Although appraisal usually involves observation of a teacher teaching one or more classes, the-focus of appraisal may include a number of odier as​pects of a teacher's work, such as:

· lesson plans
· teacher-made classroom materials
· course outlines and handouts
· class assignments
· participation in profession development activities
CONDUCTING THE APPRAISAL
A teaching appraisal may be carried out by a supervisor, a colleague, the teacher himself or herself, or students.
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· Appraisal by a supervisor: Supervisors often assume the role of appraiser, though many teachers find mat they prefer appraisal to be carried by someone other than a supervisor. The presence of a supervisor in the classroom may inhibit the teacher from performing to his or her best Such assessments may also be flavored by subjective factors. In addition, if the supervisor is largely an administrator rather than a classroom teacher, he or she may not have a good understanding of the classroom situation, re​sulting in misperceptions about different aspects of the lesson. In order to provide some consistency to appraisals, checklists are often used (see Ap​pendix 4).

· Appraisal by a colleague: Peer appraisal is generally less threatening for a teacher than appraisal by a colleague and may result in more construc​tive feedback. A colleague will often have a better understanding of the difficulties a teacher faces and perhaps be able to suggest useful ways of addressing them. Appendix 8 presents an example of a peer appraisal form used in a large English program. The form was developed by teach​ers in the program and provides an opportunity for the teacher to respond to the appraiser's comments.

· Self-appraisal: Teachers themselves are often in a good position to assess their own teaching and self-appraisal is perhaps the least threatening form of teacher assessment Self-appraisal may take a variety of forms:
· Lesson reports: The teacher may use structured descriptions of a lesson with an evaluation of each component (See Appendix 6 for an example of a self-evaluation form.)

- Teaching journal: The teacher may keep a regular journal about his or her class, and describe and reflect on different aspects of planning and teach​ing the course. ■

· Audio/video recording: The teacher may record a number of lessons of his or her class or arrange to have someone else record them, review the recordings, and comment on the strengths or weaknesses of die lessons.
· Student appraisal: Students are in a" good position'to assess the effec​tiveness of teaching, although die extent to which they are able to do so depends on*the type of feedback instrument they are given. Although stu​dents are often critical, they usually have a good sense of whether a teacher prepares his or her lesson, teaches relevant content, provides les​sons that are engaging, relevant and at an appropriate level of difficulty. What students may not be able to recognize is how difficult the course (or a particular group of students) is to teach due to the personal dynamics of the class and its members). Appendix 7 contains an example of a student appraisal form.
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The learning process
Learning is not the mirror image of teaching. The extent to which teaching achieves its goals will also dependent on how successfully learners have ■ been considered in the planning and delivery process. The following factors may affect how successfully a course is received by learners,
UNDERSTANDING OF THE COURSE
It is important to ensure that the learners understand the goals of the course, the reason for the way it is organized and taught, and the approaches to learning they will be encouraged to take. It cannot be simply assumed that learners will be positively disposed toward the course, will have the appro​priate skills the course demands, or will share the teacher's understanding of what the goals of the course are. Brindley (1984,95) states:
When learners and teachers meet for the first time, they may bring with them different expectations concerning not only the learning process in general, but also concerning what will be learned in a particular course and how it will be learned. The possibility exists, therefore, for misunderstanding to arise. It is, accordingly, of vital importance that, from the beginning of the course, mechanisms for consultation are set up, in order to ensure that the parties involved in the teaching-learning process are aware of each other's expectations. If learners are to become active participants, in decision making regarding their own learning, then it is essential that they know the teacher's position and that they be able to state their own. Teachers, conversely, need to canvass learners* expectations and be able to interpret their statements of need.
VIEWS OF LEARNING
Learners enter a course with their own views of teaching and learning and these may not be identical to those of their teachers. How do they see the roles of teachers and learners? What do they feel about such things as mem​orization, group work, the importance of grammar, and pronunciation? Al-corso and Kalantzis (1985) found that teachers rated the usefulness of com​municative activities highly, whereas their learners tended to favor more traditional activities such as grammar exercises, copying written materials, memorizing, and drill work. What roles are learners expected to play during the course? Courses may assume a variety of different learner roles, such as:
· manager of his or her own learning
· independent learner
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· needs analyst
· collaborator and team member
· peer tutor -

How happy are learners with the roles expected of them? Will, they need any special orientation or training in order to carry out these roles effectively?
LEARNING STYLES
Learners' learning styles may be an important factor in the success of teach​ing and may not necessarily reflect those that teachers recommend. In a study of the learning style of adult ESL students, Willing (1985, cited in Nunan 1988, 93) found four different learner types in the population he studied:

Concrete learners: These learners preferred learning by games, pictures, films and video, talking in pairs, learning through the use of cassettes, and going on excursions.

Analytical learners: These learners liked studying grammar, studying English books, studying alone, finding their own mistakes, having problems to work on, learning through reading newspapers.

Communicative learners: This group liked to learn by observing and lis​tening to native speakers, talking to friends in English, watching TV in En​glish, using English in shops, and so on, learning English words by hearing them and learning by conversations.

Authority-oriented learners: These students liked tlie teacher to explain everything, writing everything in a notebook, having their own textbook, learning to read, studying grammar, and learning English words by seeing them.

A questionnaire on preferred learning styles, classroom activities, and teaching approaches can be used to identify learners' learning style prefer​ences. Where discrepancies are identified between views of teaching and learning on the part of teachers and learners, these may have to be addressed through learner training, discussion, and orientation to the course.
MOTIVATION
It is also important to find out what the learners' motivations are for taking the course. Why are the learners in the course and how will it affect their lives? What do they want from it? Which aspects of it are they most inter​ested in? It may be that learners have very different priorities. For example, Brindley (1984,119) cites the following preferences for three learners in an adult ESL class in Australia to show how individual learner choices may
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differ markedly. In such cases, counseling and individualized instruction may be needed.

In this course I want to:
Ranked Priorities for 3 learners
	Understand English grammar better
	2
	' 3
	3

	Write English more fluently and correctly
	1
	7
	5

	Understand radio and TV better
	5
	6
	6

	Know more about Australian culture
	3
	2
	4

	Understand Australians better when
	
	
	

	they speak to me
	6
	1
	1

	Read and understand newspapers better
	4
	4
	2

	Communicate better with my workmates
	10
	5
	9

	Learn more vocabulary
	8
	10
	9

	Leam how to spell better
	9
	8
	8

	Learn how to pronounce English better
	7
	9
	7


SUPPORT
Support mechanisms provided for learners are another component of course delivery. These include the kinds of feedback learners will get about their learning and opportunities that are provided for faster or slower learners. Self-access components might be provided to allow learners to address spe​cific learning needs and interests.

One resource from among the many that have been considered in tins and earlier chapters plays a key role in influencing the nature and quality of course organization and teaching in a language program: the instructional materials and resources that teachers use in the classroom. These are die fo​cus of Chapter 8.

Discussion questions and activities
1. How would you characterize the organizational culture and structure of a language teaching institution you are familiar with? To what extent is the organizational culture a positive one, in your opinion?
2. Consider a teaching context that you are familiar with. What factors in the school or institution create positive support for good teaching? What factors do not? Suggest three changes that you think would im​prove the quality of the teaching.
3. To what extent is a concern for quality reflected in the practices of your
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school or an institution you are familiar with? What quality measures are or should be in place?

4. Examine the mission statement in Appendix 1. Prepare a mission state​ment for your program or institution. Then reflect on the process of de​veloping a mission statement and the role such a statement could play in creating a quality culture in the institution.
5. Use the guidelines for Best Practice in Appendix 2 to examine a lan​guage teaching institution you are familiar with. To what extent do the guidelines provide a framework for identifying good practice in the in​stitution? Are additional criteria needed?
6. What opportunities are available for teacher development in your in​stitution or an institution you are familiar with? Suggest three ap​proaches to teacher development that could be implemented and what each would seek to accomplish.
7. Prepare a statement of the teaching philosophy that supports a program you teach in or that you are familiar with.
8. What provisions are made to assist inexperienced teachers in your school or language program? What incentives and rewards exist to pro​vide continued motivation for excellent and experienced teachers?
9. Use one of the teaching evaluation forms in Appendixes 3 or 4 to eval​uate a teacher's class. How useful was the form? Would you wish to re​vise the form on the basis of your experience?
10. Complete the questionnaire on the qualities of a good teacher in Ap​pendix 5, then compare your ratings in groups. How useful do you think such an approach is to determining the qualities of a good teacher?
11. Do you think teachers can provide reliable self-appraisals of their own lessons? Why or why not? Examine the self-appraisal form in Appen​dix 6 and try it out, if possible (or ask a teacher to try it out). How ad​equate was it as a basis for self-appraisal?
12. Examine the student appraisal form in Appendix 7. Would you be able to use this form or a modified version of it in your own teaching?
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Appendix 1    Institutional mission statement
An example of an institutional mission statement (from Department of En​glish, City University of Hong Kong).

The goals of the department
The Department of English has developed die foUowing mission statement to represent its commitments and goals:

The goals of the Department of English are to promote the effective learning and teaching of English and the learning and practice of professional communication skills in the City University and in the community, and to provide leadership in language and communication education in Hong Kong and the region.
To achieve this, the Department of English:
· offers degree courses in Teaching English as a Second Language and in' Professional Communication

· delivers instruction in English for students in the City University to meet their communicative, academic and professional needs
« supports a technology-based learning environment for teaching profes​sional communication skills

· seeks to provide staff with the opportunity for continued professional de​velopment

· conducts research and development activities which support the Depart​ment's goals

· provides resources and expertise in language education through seminars, conferences, workshops and consultancies

· encourages collaboration with other institutions
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Appendix 2    Best practice in English language teaching*
1. Institution
PHYSICAL FACILITIES
A quality language centre is characterised by:
· clean and safe premises;
· classrooms and offices which are not overcrowded;
· adequate ventilation, heating, cooling and lighting; and
· adequate precautions in case of fire,
The physical facilities contribute to an atmosphere conducive to learning.
MANAGEMENT AND ADMINISTRATION
A quality language centre:
· is under the direction of an appropriately-trained and experienced man​agement and administration team which is knowledgeable about the de​sign, implementation, and evaluation of ELT programs;
· seeks to attract and retain a staff of trained, dedicated, professional ELT practitioners;

· recognises the importance of appropriate salary and benefits as well as the importance of staff development The. centre has clearly stated poli​cies concerning these issues;

· reviews its employment conditions and procedures periodically in light of generally accepted ELT standards and local market conditions; and
· takes account of input from teachers, support staff and students in mak​ing decisions regarding personnel practices, management of resources and program evaluation.

The management strives to engender a positive teaching and learning envi​ronment.

* Document prepared by EL centers in Indonesia (IALF), Thailand (ELCA), Laos (VUC), and Cambodia (ACE), for establishing quality standards for language training centers in Southeast Asia. Reprinted with permission.
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2. Staff
TEACHING STAFF
A quality language centre:
· employs teachers who have internationally recognised qualifications in language teaching;

· recognises that the number of contact hours, preparation hours and office presence of teachers directly influence teacher effectiveness;
· ensures equal opportunity regarding all aspects of employment, includ​ing the possibility of job security of employment; and
· provides support in the form of administrative systems, office space, tele​phones, duplicating facilities (with clear guidelines about copyright laws), and space for professional development seminars and workshops.
SUPPORT STAFF
A quality language centre recognises the vital role that non-teaching staff play in supporting training activities and contributing to the quality of the service provided to clients.

STAFF DEVELOPMENT A quality language centre:
· actively supports and engages in continuing staff development for all em​ployees. There is continuous, ongoing in-service training, using a range of learning modes conducted by members of staff as well as by invited trainers from outside;

· keeps to a minimum the number of under-trained teaching staff and sup​port staff. There is a plan in place to ensure that staff development op​portunities are made available as appropriate;

· supports membership in professional organisations, attendance at work​shops and conferences, and participation in professional activities outside the workplace; and

- engages in and/or encourages research on various aspects of ELT by staff.
3. Program management
CURRICULUM
A quality language centre:
•
designs and implements curricula that are informed by an analysis of
learner needs and the assessment of the learners' levels of proficiency;
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•
documents curricula, and such documentation includes details of program
goals and objectives, expected learner outcomes, teaching materials,
methodology, assessment criteria, and evaluation procedures;
■ assesses student progress on a regular basis. The instruments for assess​ment are selected or developed according to principles generally recog​nised in the field of ELT and are culturally appropriate. They relate di​rectly to the stated goals and objectives of the training program. Students are regularly informed of their progress;

· acknowledges that factors such as class size, course length and course in​tensity are often beyond the control of the training provider. However, curricula are developed with tfiese considerations in mind;
· engages in regular evaluation of its curriculum and courses in response to changing student needs, new trends in ELT and die changing global con​text. Teachers and students are involved in this evaluation which leads to program re-design, with the development of new approaches, new com​ponents, and/or new courses; and

*
seeks periodic external evaluation dirough consultation with experienced,
recognised professionals in appropriate fields, such as applied linguistics
and ELT management. These individuals work with staff to share expert​
ise and to provide objective appraisals of the program's effectiveness.
4, Resources
A quality language centre:
· provides instructional materials to facilitate successful language learning. These resources are up-to-date and accessible to all teachers and include print materials, video tape recorders and cassettes, audio tape recorders and cassettes, as well as a range of realia;

· recognises the contribution that computerised language instruction and self-access resources make to effective language learning and wherever possible aims to provide such resources;
"   -
· maintains a resource collection of relevant books, journals and other ma​terials which is easily accessible to teachers and students; and
•
documents procedures for die selection, evaluation, purchase and upkeep
of equipment and materials and ensures that all concerned are actively in​
volved in decision-making related to these matters.
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Appendix 3   Assessment criteria for teaching practice
Assessment criteria for teaching practice in the Certificate in English Lan​guage Teaching to Adults (UCLES 1998).

Scope
By the end of the 6 hours' teaching practice successful candidates, at pass level, should show convincingly and consistently that they can:
Plan for the effective teaching of adult learners by:
•
identifying appropriate learning outcomes;
•
selecting and/or designing tasks and activities appropriate for the learn​
ers, for the stage of the less and overall lesson objectives;
· selecting and making appropriate use of a range of materials and re​sources;

· adapting materials for use with a particular group;
· presenting materials for classroom use with a professional appearance and with regard to copyright requirements;

· anticipating potential difficulties with language and tasks
Demonstrate classroom teaching skills by:
· establishing rapport and developing motivation;
· adjusting their own language to meet die level and needs of the learners;
· giving clear instructions;
· providing accurate and appropriate models of language;
· focusing on appropriate specific language and/or skills;
· conveying the meaning of new language with clear and appropriate con​text;

· checking students' understanding of the new language;
· clarifying forms of language;
· identifying errors and sensitively correcting students' oral language;
· identifying errors and sensitively correcting students' written language;
· monitoring and evaluating students* progress.
Demonstrate an awareness of teaching and learning processes by:
· teaching a class with sensitivity to the needs, interests, and background of the group;

· organising the classroom to suit the learners and/or the activity;
· setting up and managing pair, group, individual, and plenary work;
· adopting a teacher role appropriate to the stage of the lesson and the teach​ing context;
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' teaching in a way which helps to develop learner self-awareness and au​tonomy.

Focus
The syllabus focus to include:
Language awareness
(Syllabus Topic 1) The learner, the teacher and the teaching/learning context
(Syllabus Topic 2) Planning for effective teaching of adult learners of English
(Syllabus Topic 3) Classroom management and teaching skills for teaching English to adults
(Syllabus Topic 4) Resources and materials for teaching English to adults
(Syllabus Topic 5) Professional development for teachers of English to adults
(Syllabus Topic 6)
Appendix 4    Checklist for evaluating a teacher's lesson (from Brown 1994)
Teacher observation form A: Observing other teachers
Please try to keep in mind the following criteria when observing a teacher. Circle or check each item in the column that most clearly represents your evaluation: 4 excellent, 3 above average, 2 average, 1 unsatisfactory, N/A not applicable. In addition or in lieu of checking a column, you may write comments in the space provided.

I. PREPARATION Degree to which ...
1.
The teacher was well-prepared and well-organized in class.
Comment:'
N/A 4 3 2 1

2.
The lesson reviewed material and looked ahead to new
material.

Comment:
N/A 4 3 2 1

3. The prepared goals/objectives were apparent. Comment:


N/A 4 3 2 1
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II. PRESENTATION
Degree to which ...
4. The class material was explained in an understandable way.
Comment:
N/A 4 3 2 1
5- The lesson was smooth, sequenced, and logical.
Comment:
N/A 4 3 2 1
6.
The lesson was well-paced.
Comment:
N/A 4 3 2 1
7.
Directions were clear and concise and students were
able to carry them out.
Comment:
-.
N/A 4 3 2 1
8.
Material was presented at the student's level of
comprehension.
Comment:
N/A 4 3 2 1
9.
An appropriate percentage of the class was student
production of the language.
Comment:
N/A 4 3 2 1
10.
The teacher answered questions carefully and
satisfactorily.
Comment:
N/A 4 3 2 1
11.
The method/s was/were appropriate to the age and
ability of students.
Comment:
N/A 4 3 2 1
12.
The teacher knew when the students were having
trouble understanding.
Comment:
N/A 4 3 2 1
13.
The teacher showeci an interest in, and enthusiasm for,
the subject taught
Comment:
N/A 4 3 2 1
III. EXECUTION/METHODS
14.
There were balance and variety in activities during
the lesson.
Comment:
N/A 4 3 2 1
15.
The teacher was able to adapt to the unanticipated
situations.
Comment:
N/A 4 3 2 1
.>;.-. ■n.TUmvetaiiy
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16.
The material was reinforced.
Comment:
N/A 4 3 2 1
17.
The teacher moved around the class and made eye contact
with students.
Comment:
'   N/A 4 3 2 1
18.
The teacher knew students' names.
Comment:
N/A 4 3 2 1
19.
The teacher positively reinforced the students.
Comment:
N/A 4 3 2 1
20.
Student responses were effectively elicited (i.e., die order
in which the students were called on),
Comment:
N/A 4 3 2 1
21.
Examples and illustrations were used effectively.
Comment:
N/A 4 3 2 1
22.
Instructional aids or resource material was used effectively.
Comment:
N/A 4 3 2 1
23.
Drills were used and presented effectively.
Comment:
N/A 4 3 2 1
24.
Structures were taken out of artificial drill contexts and
applied to the real contexts of the students* culture
and personal experiences.
Comment:
N/A 4 3 2 1
25.
Error perception.
Comment:-
N/A 4 3 2 1
26.
Appropriate error correction.
Comment:
N/A 4 3 2 1
IV. PERSONAL CHARACTERISTICS
27. Patience in eliciting responses. Comment:
28. Clarity, tone, and audibility of voice. Comment:
29. Personal appearance. Comment:
30. Initiative, resourcefulness, and creativity. Comment:

N/A 4 3 2 1 N/A 4 3 2 1 N/A 4 3 2 1 N/A 4 3 2 1
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31. Pronunciation, intonation, fluency, and appropriate
and acceptable use of language.
Comment:
N/A 4 3 2 1
V. TEACHER/STUDENT INTERACTION Degree to which...
32.
Teacher encouraged and assured full student participation
in class.
Comment:
N/A 4 3 2 1
33.
The class felt free to ask questions, to disagree, or to
express their own ideas.
Comment:
'"-
N/A 4 3 2 1
' 34. The teacher was able to control and direct the class.
Comment:
N/A 4 3 2 1
35.
The students were attentive and involved.
Comment:
N/A 4 3 2 1
36.
The students were comfortable and relaxed, even during
intense intellectual activity.
Comment:
N/A 4 3 2 1
37.
The students were treated fairly, impartially, and with
respect.
Comment:
N/A 4 3 2 1
38.
The students were encouraged to do their best.
Comment:
N/A 4 3 2 1
39.
The teacher was relaxed and matter-of-fact in voice
and manner.
Comment:
_.
N/A 4 3 2 1
40.
The teacher was aware of individual and group needs.
Comment:
N/A 4 3 2 1
41.
Digressions were used positively and not over-used.
Comment:
N/A 4 3 2 1
£OQ        K-ftlCllJlGI  /
Appendix 5   Qualities and competencies of a good English teacher
Questionnaire designed to elicit views on qualities and competencies of a good English teacher (from Murdoch 1997).

Questionnaire: What makes a good English language teacher?
Read each statement below concerning the qualities of an excellent EFL teacher. Then send the number below corresponding to the rating and most closely reflects your own reaction to each statement.

. 1 = totally irrelevant; 2 = of minor importance; 3 = important; 4 - very important; 5= absolutely essential. If, for any reason, you do not choose to react to a statement, circle NS (not sure).
If you feel there are other desirable teacher qualities which are not cov​ered by the statements in this questionnaire, please mention them in the Comments section at the end of the form. Please indicate which Part of the questionnaire your contribution relates to. Thank you.

PART A: ELT COMPETENCIES
1.
The teacher presents language points in clear and
interesting ways.
1 2 3 4 5 NS

2.
The teacher employs a range of techniques to teach
new vocabulary.
1 2 3 4 5 NS

3.
The teacher tries to relate language forms, functions
and vocabulary to contexts relevant to students'interests.        1 2 3 4 5 NS
4.
The teacher employs a range of techniques for practising
grammatical forms.
1 2 3 4 5 NS

5.
The teacher sets up interactive pair/group activities
appropriately.
1 2 3 4 5 NS

6. The teacher employs a variety of activities for developing speakingAistening/reading/writing skills.
1 2 3 4 5 NS
7. The teacher achieves a good balance between accuracy-focused, and integrative, content-focused activities.
1 2 3 4 5 NS
8. The teacher uses games and puzzles effectively and
appropriately.
1 2 3 4 5 NS

9.
The teacher gives students sufficient time to respond to
questions.
1 2 3 4 5 NS
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10.
The teacher encourages students to ask questions.
1 2 3 4 5 NS
11.
The teacher elicits language and background knowledge
from students appropriately.
1 2 3 4 5 NS
12.
The teacher does not impede student learning via over-use
of the mother tongue, or attempts to learn the students'
mother tongue.
1 2 3 4 5 NS
13. The teacher is a good language model for the students.
1 2 3 4 5 NS
14. Teacher talk time is appropriate for the language level of
. the class.
1 2 3 4 5 NS
15. The.teacher uses, and gets students to use, correct class​room language.  --
1 2 3 4 5 NS
16. The teacher deals with errors systematically and effectively.   1 2 3 4 5 NS
17. The teacher gets students to self-correct minor mistakes.
1 2 3 4 5 NS
18. The teacher gets students to correct/comment on each
other's written work.
1 2 3 4 5 NS
19.
The teacher makes students aware of the strategies they
can use to learn English more effectively.
1 2 3 4 5 NS
20.
The teacher uses/develops appropriate quizzes and tests to
evaluate students' progress and increase motivation.
1 2 3 4 5 NS
21.
The teacher gives students some say in the selection of
classroom activities.
1 2 3 4 5 NS
22.
The teacher maintains a dialogue with students to gauge
their reaction to the materials and his/her teaching methods.   1 2 3 4 5 NS
23.
The teacher makes students aware of the pedagogic
purposes of classroom activities.
1 2 3 4 5 NS
24.
The teacher takes into account students* different style
of language learning.
1 2 3 4 5 NS
PART B: GENERAL TEACHING COMPETENCIES
1. The teacher has a good classroom presence and personality.    1 2 3 4 5 NS
2. The teacher is patient, polite and enjoys helping students
acquire new skills/knowledge.
1 2 3 4 5 NS
3.
The teacher positions himself/herself well at different
stages of the class.
1 2 3 4 5 NS
4.
The teacher's style of dressing is an asset in the classroom.     1 2 3 4 5 NS
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5. The teacher communicates an enthusiasm for the subject.       12 3 4 5 NS
6. -The teacher establishes a good rapport with students.
1 2 3 4 5 NS
7. The teacher has good strategies for dealing with inappro​priate student behaviour.
1 2 3 4 5 NS

8. The teacher does not intimidate shy students in the class.        1 2 3 4 5 NS
9. The teacher recognises student achievement and develops
students* interest in learning.
1 2 3 4 5 NS
10.
The teacher attends to the learning needs of the various
ability levels in the class.
1 2 3 4 5 NS
11.
The teacher gives appropriate feedback to students about
their progress.
1 2 3 4 5 NS
12.
The teacher is able to adapt his/her teaching plan to ■-
respond to students' immediate needs and reactions to
planned activities.
1 2 3 4 5 NS
13.
The teacher's lessons have sufficient variety and change
of pace to sustain students' interest.
1 2 3 4 5 NS
14.
The teacher prepares classes adequately and has clear
aims and objectives.
1 2 3 4 5 NS
15.
The teacher uses a variety of techniques to ask questions
and elicit responses from students.
1 2 3 4 5 NS
16.
The teacher gives clear and sufficient instructions,
examples or demonstrations before students begin activities.   1 2 3 4 5 NS
17. The teacher organises students well.
1 2 3 4 5 NS
18. The teacher makes good use of the whiteboard.
1 2 3 4 5 NS
19. The teacher makes good use of visuals and other media.
1 2 3 4 5 NS
20. The teacher constantly checks to find out if students have
understood, teaching points or benefitted from activities.
1.2 3 4 5 NS
PART C: KNOWLEDGE AND ATTITUDES
1.
The teacher believes mat learning English is vitally
important for students' future success.
1 2 3 4 5 NS
2.
The teacher sees language learning as part of a larger
process of promoting international contacts and interest
in other cultures.
1 2 3 4 5 NS
Providing for effective teaching    239
3.
The teacher believes that education has a vital role in
determining die future nature of societies.
1 2 3 4 5 NS
4.
The teacher is knowledgeable concerning the use of
different varieties and styles of English in different
societies/cultures.
1 2 3 4 5 NS
5.
The teacher considers students* cultural background to be
of great importance when preparing an ELT course.
1 2 3 4 5 NS
6.
The teacher believes that he/she should empower students
to become increasingly more responsible for dieir own
progress in learning.
1 2 3 4 5 NS
7.
The teacher is prepared to experiment and carry out class​
room research in order to furdier improve his/her teaching
competence.
1 2 3 4 5 NS
8.
The teacher makes constant efforts to maintain/develop
his/her own English communication skills.
1 2 3 4 5 NS
9.
The teacher is aware of the value of professional develop​
ment activities and makes full use of available professional
support.
1 2 3 4 5 NS .
10. The teacher is enthusiastic about working with colleagues
to raise the quality of ELT programmes.
1 2 3 4 5 NS
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Appendix 6    Self-evaluation of a teacher's lesson (from Britten and O'Dwyer 1995)
Class: 
   Date:
	Domain
	
	Imp = Improvable        NA = Not Applicable
	OK
	Imp
	NA

	Language content
	1
e
	Were you teaching any specific language items in this lesson?
If so, did you find out how many students grasped the meanings?
	
	
	

	
	2
	Did enough students get the chance to re-use the target language items?
	
	
	

	
	3
	Did they use these items to say anything meaningful?
	
	
	

	
	4
	Do they have a written record of the new -learning?
	
	
	

	Skills practice
	5
	Were you trying to practise one specific skill or a mixture?
Were some tasks, or parts of tasks, appropriate for weak students and some for the better ones?
	
	
	

	
	6
	Did they find the activities motivating?
	
	
	

	
	7
	Did most of the students get some practice in the target skills?
	
	
	

	Correction
	8
	Did you concentrate on relevant points and avoid overkill in correcting mistakes?
Did you at certain points concentrate only on the content of the students' contributions and ignore errors of form?
	
	-
	

	
	9
	Was there a satisfactory level of accuracy in language practice?
If not, did you locate and solve the problem?
	
	
	

	
	10
	Did you give scope for self-correction and peer correction?
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	Domain
	
	Imp = Improvable         NA = Not Applicable
	OK
	Imp
	NA

	Stages in lesson
	n
	Did you try to do too much, or too little?
	
	
	

	
	12
	Could the activities have been better sequenced?
	
	
	

	Class management
	13
	Did you generally keep control of who spoke, and when (not too much calling out)?
	
	
	

	
	14
	Did you make sure some reluctant students participated (non-volunteers)?
	
	
	

	
	15
	Was there as much student talk as teacher talk?
	
	
	

	
	16
	Did they use English to each other?
	
	
	

	
	17
	Did you do anything to leave them with a feeling of achievement (evaluate, summarise, look ahead)?
	
	
	

	Other
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	1


	Two things you'd like to do better next time you teach this class.
	What can you do about it in planning the lesson?
	What can you do while teaching the lesson?

	
	
	

	
	
	

	-
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	1*
	2
	3
	E
	NA

	Lesson structure
1.1       Varieties of activities
	
	
	
	
	

	1.2       Sequencing of activities
	
	
	
	
	

	1.3       Clarity of tasks, instructions
	
	
	
	
	

	1.4       Visuals, realia
	
	
	
	
	

	1.5       Students' experience, knowledge, own lives
	
	
	
	
	

	(other)
	
	
	
	
	

	New language items 2.1       Presentation
	.
	
	
	
	

	2.2       Comprehension check
	
	
	
	
	

	2.3       Re-use
	
	
	
	
	

	2.4       Record in notebooks
	
	
	
	
	

	(other)
	
	
	
	
	

	Skills practice
3.1       Participation of weak students
	
	
	
	
	

	3,2       Level of task difficulty
	
	
	
	
	

	3.3       Repetition and mechanical practice
	
	
	
	
	

	3.4       Meaningful practice
	
	
	
	
	

	3.5       Student-to-student work
	
	
	
	
	

	(other)
	
	
	
	
	

	Class management
4.1       Hands up, nominating students to speak
	
	
	
	
	

	4.2       Non-volunteers
	
	
	
	
	

	4.3        Students' names
	
	
	
	
	

	4.4       Teacher talking time
	
	
	
	
	

	(other)
	
	
	
	
	


*t needs improvement      2 saosfactoo/       3 good       £ excessive       NA Not applicable in this lesson
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	1
	2
	3
	E
	NA

	Feedback to students
5.1        Encouraging, praising, motivating students
	
	
	
	
	

	5.2       Standard of correctness in accuracy work
	
	
	
	
	

	5.3       Self-correction fay students, peer-correction
	
	
	
	
	

	5.4       Avoidance of correction during fluency work (communication)
	
	
	
	
	

	(other)
	
	
	
	
	


	Points to improve before next self-evaluation
	I.
	2.
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Appendix 7   Student appraisal form
Example of a student appraisal form, Department of English, City Univer​sity of Hong Kong.
Department of English: Teaching feedback questionnaire    ■
Explanation: The purpose of this questionnaire is to provide the nominated teacher with feedback on his/her teaching performance. Your feedback is an important element in the ongoing process of assessing and improving teach​ing within the institution. Please think carefully before making your judge​ments.
Directions: Student comments should apply ONLY to the identified teacher and to his/her performance.
Staff Member: 

Course Tide: 

Yean 19
-

Semester..
NOTE: This is a general questionnaire. Please indicate the teaching context (lecture and/or tutorial) to which your comments refer.
TEACHING
In general, I have found that this teacher.
1. has communicated class materials clearly.
2. has been well prepared for classes.
3. has organized class time effectively.
4. ha stimulated my interest in me subject
5. has been responsive to student problems.

Strongly
Strongly
disagree
agree
2
3
4
5     6     7
2-34567
2
3
4
5'     6     7
2
3
4
5     6     7
2
3
4
5     6     7
6. Having considered various aspects of the performance of the nominated teacher, how would you rate the teaching overall? (Circle one grade. Do not circle the descriptions.)
1
2       -
3
4
5
6
7
Very poor
Poor
Acceptable
Very good
Excellent
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8. Which aspects of the teaching were least useful?
COURSE 9. How do you rate die content (topics, skills, etc.) of this course?
12    3    4   5   6   7 Not useful      Very useful
10.
How do you rate the course materials (textbook, readings, etc.) in this course?
12    3    4   5   6   7 Not useful      Very useful
11.
Which aspects of the course were most useful?
12. Which aspects of the course were least useful?
13. Any suggestions about how the course could be improved?
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Appendix 8    Peer appraisal form
Example of a peer appraisal form, Department of English, City University of Hong Kong.
Department of English Peer Review Report
(use additional paper as required)
Teacher's Name: ,


Observer 

Module No.:
Date: 
   Class Time: 

Nature and goals of the lesson: 

I. Aims and objectives
Were the aims and objectives for the lessons clearly explained? Did the lesson have a clear focus?
Comments:
2. Appropriacy of materials
How appropriate were the classroom activities to achieve the aims and objec​tives?
How effectively was the content presented? Was the material/content too much or too little for the lesson?
Comments:
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3. Organization of the lesson
How appropriate was the organization of the lesson?
Comments:
4. Stimulating learner interest
To what extent was the teacher able to stimulate and sustain student interest for the duration of the class?
Comm,ents;
5. Opportunities for learner participation
Did the students have enough opportunities to participate in the learning
activities?
Did all the students get enough opportunities to participate in the learning
activities?
6. Use of teaching aids
To what extent were the teaching aids (handouts, OHP, whiteboard, etc.) used in the lesson effective?
Comments:
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7. Explaining difficult concepts
To what extent was the teacher able to explain difficult concepts to the learners?
Comments:
8. Effectiveness
Was the lesson effective? Why or why not?
Comments;
9. Any other general observations
Self-appraisal report and response (Space provided for teacher to respond.)
4
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8 The role and design of instructional materials
Teaching materials are a key component in most language programs. Whether the teacher uses a textbook, institutionally prepared materials, or his or her own materials, instructional materials generally serve as the ba-sisjforjnuch of thejanguage input learMrsjeceJTO^dTfielianquage prac​tice that occurs in the classroom. In the case of inexperi^c^teXcliers'rma-tenaTsmay afeo serve as a form of teacher training - they provide ideas on how to plan and teach lessons as well as formats that teachers can use. Much of the language teaching that occurs throughout the world today could not take place without the extensive use of commercial materials. These may take the form of (a) printed materials such as books, workbooks, work​sheets, or readers; (b) nonprint materials such as cassette or audio materi​als, videos, or computer-based materials; (c) materials that comprise bom print and nonprint sources such as self-access materials and materials on the Internet. In addition, materials not designed for instructional use such as magazines, newspapers, and TV materials may also play a role in the cur​riculum.

Cunningsworth (1995,7) summarizes the role of materials (particularly course books) in language teaching as:

· a resource for presentation materials (spoken and written)
· a source of activities for learner practice and communicative interaction
· a reference source for learners on grammar, vocabulary, pronunciation, and so on

· a source of stimulation and ideas for classroom activities
· a syllabus (where they reflect learning objectives that have already been determined)

· a support for less experienced teachers who have yet to gain in confidence
Dudley-Evans and Sl John (1998, 170-171) suggest that for teachers of ESP courses, materials serve the following functions:

•
as a source of language
- as a learning support
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· for motivation and stimulation
· for reference
ESP materials may therefore seek to provide exposure to the specialized
genres and registers of ESP, to support learning through stimulating cog​
nitive processes and providing a_sjxucture_and.prpgression..fprJea^ners to
follow, to motivate learners through pro^iding^a_chievable,j?hallenges_.and
Interestmgf content; andtc^pTrovide a resource for self^tudy outside of the
dassrSoro.
'
"
~~       '

Some teachers use instructional materials as their primary teaching re​source. The materials provide the basis for the content of lessons, the bal​ance of skills taught, and the kinds of language practice students take part in. In other situations, materials serve primarily to supplement the teacher's instruction. For learners, materials may provide the major source of contact they have with the language apart from the teacher. Hence the role and uses of materials in a language program are a significant aspect of language cur​riculum development. In this chapter, we will examine the role, design, and use of materials in language teaching, with particular focus on print mate​rials and textbooks.

Authentic versus created materials
When plans regarding the role of materials in a language program are made, an initial decision concerns die use of authentic materials versus created ma​terials. Authentic materials refers to the use in teaching of texts, photo​graphs, video selections, and other teaching resources that were not spe​cially prepared for pedagogical purposes. Created materials refers to textbooks and other specially developed instructional resources. Some have argued that authentic materials are preferred over created materials, because they contain authentic language and reflect real-world uses of language compared with the contrived content of much created material. Allwright (1981,173) thus describes a language course for foreign students at aBritish university in which one of the guiding principles was "Use no materials, published or unpublished, actually conceived or designed as materials for language teaching." Such an imperative seems to reflect a very low opinion of the abilities of materials writers to create pedagogically useful language learning resources! Advantages claimed for authentic materials are (Phillips and Shettlesworth 1978; Clarke 1989; Peacock 1997):

They have a positive effect on learner motivation because they are in​trinsically more interesting and motivating than created materials. There
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is a huge supply of interesting sources for language learning in the media and on the Web and these relate closely to the interests of many language learners.

They provide authentic cultural information about the target culture. Ma​terials can be selected to illustrate many aspects of the target culture, in​cluding culturally based practices and beliefs and both linguistic and non-linguistic behavior.

They provide exposure to real language rather than the artificial texts found in created materials that have been specially written to illustrate par​ticular grammatical rules or discourse types.

They relate more closely to learners'needs and hence provide a link be​tween the classroom and students' needs in the real world.
They support a more creative approach to teaching. In using authentic materials as a source for teaching activities, teachers can develop their full potential as teachers, developing activities and tasks that better match their teaching styles and the learning styles of their students. However, critics of the use of authentic materials point out: Created materials can also be motivating for learners. Published materi​als are often designed to look like teenage magazines and other kinds of real-world materials and may be just as interesting and motivating for learners. Authentic materials often contain difficult language and unneeded vo​cabulary items, which can be an unnecessary distraction for teachers and learners. Since they have not been simplified or written to any lexical or lin​guistic guidelines, they often contain language that may be beyond the learners' abilities.

Created materials may be superior to authentic materials because they are generally built around a graded syllabus and hence provide a system​atic coverage of teaching items.

Using authentic materials is a burden for teachers. In order to develop learning resources around authentic materials, teachers have to be prepared to spend a considerable amount of time locating suitable sources for mate​rials and developing activities and exercises to accompany the materials.
In many language programs, teachers thus use a mixture of created and authentic materials because both have their advantages as well as limitations. Furthermore, the distinction between autfientic and created materials is be​coming increasingly blurred, because many published materials incorporate authentic texts and other real-world sources. Clarke (1989,79) comments:
Such books [begin to] take on the aura, if not the actuality, of authenticity, containing considerable amounts "of photographically reproduced 'realia', in the form of newspaper articles, maps, diagrams, memo pads, menus, application
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forms, advertisements, instructional leaflets and all the rest. Some books, indeed, almost entirely consist of authentic material, including illustrations, extracted from newspapers, or magazines.

Textbooks
Commercial textbooks together with ancillaries such as workbooks, cas​settes, and teachers' guides are perhaps the commonest form of teaching materials in language teaching. Haines (1996,27) characterizes differences between past and current trends in English language textbooks.
Then
_
Now
author and academic' centered
market led
uncertain global market
specific fragmented markets
European focus
Pacific Rim/Latin American focus
sell what is published
international or local culture
culture and methodology of origin       indigenous learning situations
English for its own sake
English for specific purposes
UK/US publisher dominance
rise in local publishing
native speaker expertise
normative speaker competence
culturally insensitive
culturally sensitive
low risk/competition
high risk/competition
little design
design rich
artificial texts and tasks
authenticity
single-volume- titles
multicomponent/multimedia
Textbooks are used in different ways in language programs. For example, a reading textbook might be the basis for a course on reading skills, provid​ing both a set of reading texts and exercises for skills practice. A writing " textbook might provide model compositions and a Ustpf topics for students to write about. A grammar textbook might serve as a reference book and provide examples as well as exercises to develop grammatical knowledge. A speaking text might provide passages for students to read and discuss. A listening text together with audiocassettes or CDs might serve as the pri​mary listening input in a listening course.

The use of commercial textbooks in teaching has both advantages and disadvantages, depending on how they are used and the contexts for their use. Among the principal advantages are:

They provide structure and a syllabus for a program. Without textbooks a program may have no central core and learners may not receive a syllabus that has been systematically planned and developed.
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They help standardize instruction. The use of a textbook in a program can ensure that the students in different classes receive similar content and therefore can be tested in the same way.

They maintain quality. If a well-developed textbook is used, students are exposed to materials that have been tried and tested, that are based on sound learning principles, and that are paced appropriately.

They provide a variety of learning resources. Textbooks are often ac​companied by workbooks, CDs and cassettes, videos, CD-ROMs, and com​prehensive teaching guides, providing a rich and varied resource for teach​ers and learners.

They are efficient. They save teachers' time, enabling teachers to devote time to teaching rather than materials production.

They can provide 'effective language models and input. Textbooks can provide support for teachers whose first language is not English and who may not be able to generate accurate language input on their own.
They can train teachers. If teachers have limited teaching experience, a textbook together with the teacher's manual can serve as a medium of ini​tial teacher training.

They are visually appealing. Commercial textbooks usually have high standards of design and production and hence are appealing to learners and teachers.

As with all examples of created materials, however, there are also po​tential negative effects of commercial textbooks. For example:
They may contain inauthentic language. Textbooks sometimes present inauthentic language because texts, dialogues, and other aspects of content tend to. be specially written to incorporate teaching points and are often not representative of real language use.

They may distort content. Textbooks often present an idealized view of the world or fail to~represent real issues. In order to make textbooks ac​ceptable in many different contexts, controversial topics are avoided and in​stead an idealized white middle-class view of the world is portrayed as the norm.

They may not reflect students' needs. Because textbooks are often writ​ten for global markets, they may not reflect the interests and needs of stu​dents and hence may require adaptation.

They can deskill teachers. If teachers use textbooks as the primary source of their teaching, leaving the textbook and teacher's manual to make the ma​jor instructional decisions for them, the teacher's role can become reduced to that of a technician whose primary function is to present materials pre​pared by others.
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They are expensive. Commercial textbooks represent a financial burden for students in many parts of the world.

In making decisions about the role of commercial textbooks in a pro​gram, the impact of textbooks on the program, on teachers, and on learners has to be carefully assessed.

Evaluating textbooks
"With such an array of commercial textbooks and other kinds of instructional materials to choose from, teachers and others responsible for choosing ma​terials need to be able to make informed judgments about textbooks and teaching materials. Evaluation, however, can only be done by considering something in relation to its purpose. A book may be ideal in one situation because it matches the needs of that situation perfectly. It has just the right amount of material for the program, it is easy to teach, it can be used with little preparation by inexperienced teachers, and it has an equal coverage of grammar and the four' skills. The same book in a different situation, how​ever, may turn out to be quite unsuitable. It contains too little material, it is not sufficiently challenging for teacher and students, and has elements in it (such as a grammar syllabus) that are not needed in the program. Before one can evaluate a textbook, therefore, information is needed on the following issues;

The role of the textbook in the program
' Is there a well-developed curriculum that describes the objectives syl​labus and content of the program or will this be determined by the text​book? '

· Will the book or textbook series provide the core of the program, or is it one of several different books that will be used?

· Will it be used with small classes or large ones?   """
· Will learners be expected to buy a workbook as well or should the text​book provide all the practice students need?

The teachers in the program
· How experienced are the teachers in the program and what is their level of training?
· Are they native speakers of English? If not, how well do they speak En​glish?

· Do teachers tend to follow the textbook closely or do they use the book simply as a resource?
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· Do teachers play a part in selecting the books they teach from?

· Are teachers free to adapt and supplement the book?

The learners in the program
· Is each student required to buy a book?

· What do learners typically expect in a textbook?

· Will they use the book in class and at home?

· How will they use the book in class? Is it the primary source of classroom activities?

· How much are they prepared to pay for a book?

It is also necessary to realize that no commercial textbook will ever be a per​fect fit for a language-program. Two factors are involved in the development of commercial textbooks: those representing the interests of the author, and those representing the interests of the publisher (Byrd 1995; Werner, et al. 1995). The author is generally concerned to produce a text that teachers will find innovative, creative, relevant to their learners' needs, and that they will enjoy teaching from. The author is generally hopeful that the book will be successful and make a financial profit because a large investment of the au​thor's personal time and effort is involved. The publisher is primarily moti​vated by financial success. However, in order to achieve a profit publishers generally recognize that a book must have qualities of excellence that will distinguish it from its competitors. Anew describes the compromises au​thors and publishers often have to make in order to achieve their sometimes conflicting goals:
A truly innovative approach may be unfamiliar with teachers and so meet with their resistance: it may be threatening to the people responsible for text adoptions, and it may create public controversy. A publisher's success is based on the ability to satisfy the majority of the public; thus, the preference to aim for the mainstream, to sterilize situations and vocabulary and arouse as little controversy as possible. These products of compromise may be as boring as the innovative materials are threatening. Falling too close to either end of the spectrum can have a catastrophic impact on a text's marketability. (Ariew 1982, 12)
In an attempt to make an author's manuscript usable in as large a market as possible, the publisher often has to change it substantially. Some of these changes are necessitated by the fact that teachers with very different levels of experience, training, and teaching skill might be using the book. Exer​cises should have explicit goals, procedures for using activities should be obvious and uncomplicated, and teachers should not have to spend much time working out how to use the material. In addition, content that would
258    Chapter 8
not be welcome in particular markets may have to be removed. As a conse​quence, much of the "flavor" and creativity of the author's original manu​script may disappear.

At the same time, the publisher will try to satisfy teachers* expectations as to what a textbook at a certain level should contain. For example, if an introductory ESL textbook does not include the present continuous in the first level of the book, teachers may feel that it is defective and not wish to use it. Anew describes the process of making the textbook usable in the widest possible market as "homogenization."

Many publishers systematically delete all (or all but traditional consideration, of) topics believed to be controversial or taboo. This tendency has several significant consequences. Besides making texts look alike, these biases affect the treatment of target cultures and may result in inaccurate descriptions or characterizations. The text becomes an ethnocentric clone of the most conservative expression of our own culture. (Anew 1982,12-13)

Criteria for textbook evaluation
Cunningsworth (1995) proposes four criteria for evaluating textbooks, par​ticularly course books:

1. They should correspond to learners' needs. They should match the aims and objectives of the language learning program.
2. They should reflect the uses (present or future) that learners will make of the language. Textbooks should be chosen that will help equip stu​dents to use language effectively for their own purposes.
3. They should take account of students' needs as learners and should fa​cilitate their learning processes, without dogmatically imposing a rigid "method."
4. They should have a clear role as a support for learning. Like teachers, they mediate between the target language and the learner.    " '-'
Cunnings worth (1995) presents a checklist for textbook evaluation and se​lection (see Appendix 2) organized under the following categories:
· aims and approaches
· design and organization
· language content
· skills
· topic
· methodology
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· teachers' books
· practical considerations
Dudley-Evans and St John (1998,173) suggest that operating with so many categories is often not very practical and it is easier to use two or three key criteria in the first instance and then apply others if or when needed. They propose the following questions to ask when selecting ESP materials:
1. Will the materials stimulate and motivate?
2. To what extent does the material match the stated learning objectives and your learning objectives? (It is rare for a single set of published material to match the exact learning needs of any one ESP learner group, and ac​tivities do not always meet the stated objectives.)
3. To what extent will the materials support the learning process?
The type of evaluation a textbook receives will also reflect the concerns of the evaluator. One teacher may look at a book in terms of its usability. The teacher is primarily interested in whether the book works easily in her class, can be used flexibly, and could easily be adapted. Anomer teacher may look at a book much more critically in terms of its theoretical orienta​tion and approach. If it is a book that teaches conversation skills, what the​ory of conversation is it based on? What kind of syllabus is it based on and what is the validity of the activities it makes use of? Two teachers evaluat​ing a writing text may likewise look at it from very different perspectives. One may subscribe to a process-oriented view of writing and look for ac​tivities that practice such processes as generating ideas, drafting, reviewing, revising, and editing. Another may be more concerned to see that adequate treatment is given to different conventions for organizing different kinds of texts, such as narrative writing, expository writing, and descriptive writing. In any language program, therefore, it is unlikely that a published checklist can be used without_adaptation as a basis for evaluating and choosing text​books. Based on the factors in each situation, questions specific to that sit​uation need to be generated around the main issues involved in textbook evaluation and selection:

· program factors - questions relating to concerns of the program
· teacher factors - questions relating to teacher concerns
· learner factors - questions relating to learner concerns
· content factors - questions relating to die content and organization of me material in the book

· pedagogical factors - questions relating to the principles underlying the materials and the pedagogical design of the materials, including choice of activities and exercise types
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Adapting textbooks
Most teachers are not creators of teaching materials but providers of good materials. Dudley-Evans and St. John (1998, 173) suggest that a good provider of materials will be able to:

1. select appropriately from what is available
2. be creative with what is available
3. modify activities to suit learners'needs
4. supplement by providing extra activities (and extra input)
Commercial textbooks can seldom be used witfiout some form of adap​tation to make them more suitable for the particular context in which they will be used. This adaptation may take a variety of forms.
Modifying content. Content may need to be changed because it does not suit the target learners, perhaps because of factors related to the learners' age, gender, social class, occupation, religion or cultural background.
Adding or deleting content. The book may contain too much or too little for the program. Whole units may have to be dropped, or perhaps sections of units throughout the book omitted. For example, a course may focus pri​marily on listening and speaking skills and hence writing activities in the book will be omitted.

Reorganizing content. A teacher may decide to reorganize the syllabus of the book, and arrange the units in what she considers a more suitable or​der. Or within a unit the teacher may decide not to follow the sequence of activities in the unit but to reorder them for a particular reason.
Addressing omissions. The text may omit items that the teacher feels are important. For example a teacher may add vocabulary activities or grammar activities to a unit.

Modifying tasks. Exercises and activities may need to be changed to give them an additional focus. For example, a listening activity may focus only on listening for information, so it is adapted so that students listen a second or third time for a different purpose. Or an activity may be extended to pro​vide opportunities for more personalized practice.

Extending tasks. Exercises may contain insufficient practice and addi​tional practice tasks may need to be added.

The ability to be able to adapt commercial textbooks in these ways is an essential skill for teachers to develop. Through the process of adaptation the teacher personalizes the text, making it a better teaching resource, and in​dividualizes it for a particular group of learners. Normally this process takes place gradually as the teacher becomes more familiar with the book, be​cause the dimensions of the text that need adaptation may not be apparent
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until the book is tried out in the classroom. When a number of teachers in a program are teaching from the same textbook, it is useful to build in op​portunities for teachers to share information about the forms of adaptation they are making.

Preparing materials for a program
In cases where institutionally developed materials are being considered for a language program, both the advantages and the disadvantages of setting up a materials development project need to be carefully considered at the outset

Advantages
Advantages of building a materials development component into a program include:

Relevance: Materials can be produced that are directly relevant to_ stu​dents' and institutional needs and that reflect local content, issues, and con​cerns.

Develop expertise: Developing materials can help develop expertise among staff, giving them a greater understanding of the characteristics of effective materials.

Reputation: Institutionally developed materials may enhance the reputa​tion of the institution by demonstrating its commitment to providing mate​rials developed specifically for its students. '

Flexibility: Materials produced within the institution can be revised or
adapted as needed, giving them greater flexibility than a commercial course
book.
1.

Disadvantages
Disadvantages also need to be considered before embarking on materials development.

Cost: Quality materials take time to produce and adequate staff time as well as resources need to be allocated to such a project
Quality: Teacher-made materials will not normally have the same stan​dard of design and production as commercial materials and hence may not present the same image as commercial materials.

Training: To prepare teachers for materials writing projects, adequate training should be provided. Materials writing is a specialized skill and po-
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tential materials writers need the opportunity to develop the necessary skills. Workshops can be developed for this purpose, as well as the creation of writing teams that contain a balance of relevant expertise.
' The nature of materials development
It is also important to understand the nature of materials development and the processes that are typically involved if quality materials are to be cre​ated. Dudley-Evans and St. John (1998,173) observe that "only a small pro​portion of good teachers are also good designers of course materials." Many teachers underestimate how commercial teaching materials are developed and the developmental processes that are normally involved. Preparing ef​fective teaching materials is similar to the processes -involved in planning and teaching a lesson. The goal is to create materials that can serve as re​sources for effective learning. The writer starts with a learning goal in mind and then seeks to create a set of activities that enable that goal to. be reached. Shulman's (1987, 15) description of the central acts of teaching also apply to the processes of materials development He sees it as a process of trans​formation:

The key to understanding the knowledge base of teaching lies at the intersection of content and pedagogy, in the capacity of a teacher to transform the content knowledge he or she possesses into forms that are pedagogically powerful and yet adaptive to the variations in ability and background presented by students.
Shulman goes on to describe the transformation phase of this process as consisting of:'

· preparation: critical interpretation and analysis of texts, structuring and segmentation, development of a currjcular repertoire, and clarification of purposes

· representation: use of a representational repertoire- that includes analo​gies, metaphors, examples, demonstrations, explanations, and so forth
· selection: choice from among an instructional repertoire that includes modes of teaching, organizing, managing, and arranging
■ adapting and tailoring to student characteristics: consideration of con​ceptions, preconceptions, misconceptions, and difficulties; language, cul​ture, and motivations; and social class, gender, age, ability, aptitude, in​terests, self-concepts, attention

In both materials development and classroom teaching the goal is to develop a sequence of activities that leads teachers and learners through a learning route that is at an appropriate level of difficulty, is engaging, that provides
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both motivating and useful practice. Good materials do many of the things that a teacher would normally do as part of his or her teaching. They should:
· arouse the learners' interest
· remind them of earlier learning
· tell them what they will be learning next
· explain new learning content to them
· relate these ideas to learners' previous learning
· get learners to think about new content
· help them get feedback on their learning
· encourage them to practice
· make sure they know what they are supposed to be doing
· enable them to check their progress
· help them to do better
(Rowntree 1997, 92)
Tomlinson (1998) suggests that good language teaching materials have the following characteristics:

· Materials should achieve impact
· Materials should help learners feel at ease.
· Materials should help learners to develop confidence.
· What is being taught should be perceived by learners as relevant and use​ful.

· Materials should require and facilitate learner self-investment.
· Learners must be ready to acquire the points being taught.
· Materials should expose the learners to language in authentic use.
•
The learners' attention should be drawn to linguistic features of the input
- Materials should provide the learners with opportunities to use the target
language to achieve communicative purposes.
· Materials should take into account that the positive effects of instruction are usually delayed.

· Materials should take into account that learners have different learning styles.

· Materials should take into account that learners differ in affective atti​tudes.

· Materials should permit a silent period at the beginning of instruction.
· Materials should maximize learning potential by encouraging intellec​tual, aesthetic, and emotional involvement that stimulates both right and left brain activities.

· Materials should not rely too much on controlled practice.
· Materials should provide opportunities for outcome feedback.
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This may seem a. somewhat cumbersome list to apply in actual practice. Any developer of teaching materials will have to develop his or her own set of working principles that can be referred to in planning and assessing mate​rials as they are written. For example, I used the following checklist in de​veloping a set of low-level speaking materials. The list identifies the quali​ties each unit in the materials should reflect:

· Gives learners something they can take away from the lesson
· Teaches something learners feel they can use
· Gives learners a sense of achievement
· Practices learning items in an interesting and novel way
· Provides a pleasurable learning experience
· Provides opportunities for success
· Provides opportunities for individual practice
· Provides opportunities for personalization
· Provides opportunities for self-assessment of learning
Each draft of the materials was then examined to assess the extent to which ' these principles were reflected. Achieving these goals through the design of *     instructional materials depends on the art, experience, skills, and craft of the materials developer.

Decisions in materials design
In Chapters 5 and 6, the following processes of program design and mate​rials design were discussed;

· developing aims
· developing objectives
· developing a syllabus
· organizing the course into units
· developing a structure for units
· sequencing units
When the process of writing begins, further decisions need to be made. These concern:

· choosing input and sources
· selecting exercise types
CHOOSING INPUT AND SOURCES
No matter what type of materials are being prepared decisions concerning input are involved. Input refers to anything that initiates the learning process
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and that students respond to in some way in using the materials. The fol​lowing are examples of input questions in the design of different kinds of materials:

Grammar materials: Will the new grammar items be presented through the medium of texts, conversational extracts, or a corpus of utterances? How will tiiese be selected?

Listening materials: Will the source of listenings be aumentic recordings taken from real-world sources, scripted materials on different topics, or a mixture of both?

Reading materials: What kinds of texts will students read (such as mag​azine articles, newspaper articles, extracts from books), and how will these be chosen?

Writing materials: Will students be shown examples of different types of compositions? Will these be examples of real texts or will they be specially written? Will examples of student writing also be included? If so, how will -these be chosen? For example, Raimes (1988) sees the primary texts in a writing course as:

the students' texts: that is, the writing students do the teacher's texts: that is, the comments teachers write on their papers other authentic texts: supplementary readings for writing stimulus and close analysis

Speaking materials: What will the source of speaking activities be? Will dialogues, recordings, texts, topics, pictures, situations, and so on be used, and how will these be selected?

Often writers start with resources taken from magazines, books, the In​ternet, television, or radio. (A large amount of material is available on the World Wide Web, including articles, photographs, audio and video materi​als, and much of it can be used free.) It is important, however, to realize that many of the sources for teaching materials that exist in the real world have been created by someone and that copyright permission may be required in order to use it as a source of teaching materials in an institution or textbook, even if they are adapted or modified in some way. It is normally not possi​ble, for example, to use the following without permission from the copy​right holder

■ segments taken from commercially broadcast materials (radio, video, mu​sical recordings) • magazine articles, newspaper articles, chapters from books
However, if materials are being used for legitimate educational purposes and not being sold to make a profit it is often possible to obtain permission
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without payment of a fee. A letter is written to the copyright holder (such as a publisher) outlining the wish to use die materials and describing how they will be used and in what quantities. (Rowntree, 1997)
SELECTING EXERCISE TYPES
One of me most difficult decisions in writing is deciding on the types of ex​ercises that will be used. The issue is how to create exercises dial engage learners in the use of skills and processes related to specific language teach​ing objectives. A review of the exercise types used in current commercial textbooks is a good starting point. In Richards (1990), for example, exercise types related to different types of listening skills are presented as follows:
Exercises that develop "top-down" listening
' Listen to part of a conversation and infer the topic of a conversation.
· Look at pictures and then listen to conversations about the pictures and
· match them with the pictures.
-
Listen to conversations and identify the setting.
•
Read a list of key points to be covered in a talk and then number them in
sequence while listening to the talk.

-
Read information about a topic, then listen to a talk on the topic and check
whether the information was mentioned or not.

· Read one side of a telephone conversation and guess the speaker's re​sponses: then listen to me conversation.

· Look at pictures of people speaking and guess what tiiey might be saying or doing; then listen to their actual conversations.

· Complete a story, then listen to how the story really ended,
· Guess what news headlines might refer to, then listen to news broadcasts about the events referred to.

Exercises that involve listening for interactional purp~oses
· Distinguish between conversations that have an interactional and a trans​actional purpose.

· Listen to conversations and select suitable polite comments and other phatic responses.

· Listen to utterances containing complements or praise and choose suit​able responses.

· Listen to conversations containing small talk and indicate when the speaker is preparing to introduce a real topic.

· Listen to conversations and rate them according to the degree of famil​iarity of the speakers.
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•
Listen to conversations and check whether the speaker is issuing a real in​
vitation or using a pseudoinvitation to close a conversation.  ■
Grellet (1981) contains an extensive taxonomy of exercises for teaching reading skills. Under the category "understanding meaning," she illustrates exercises of the following types:

Involving a nonlinguistic response to the text
· ordering a sequence of pictures
· comparing texts and pictures
· matching
· using illustrations
· completing a document
· mapping it out
· using the information in a text
· jigsaw reading

Involving a linguistic response to the text
· reorganizing the information: reordering events
· reorganizing the information: using grids
· comparing several texts
· completing a document
· question types
· study skills: summarizing
· study skills: note taking
Crandall (1995) gives further useful suggestions for the design of exer​cises in reading materials (see Appendix 1). Candlin (1981) contains an ex​ercise typology for the design of communicative exercises. Reviewing pub​lished materials for information of this kind is a good way to get a sense of the range of possible exercise types that can be used in materials.
Managing a materials writing project
Materials wridng projects are of different scope and dimensions. Some may be the responsibility of an individual teacher; others may be assigned to a team of writers. The management of a team-based writing project involves addressing the following issues:

Selecting the project team: How many people will take part in the proj​ect and what will their roles and responsibilities be? In a small in~house project there may be two or three writers sharing responsibilities for all as-
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pects of the project. In a large-scale project, however, the following people might be involved:

· project director: responsible for overall management of the project, for setting goals and ensuring that targets are met, and for liaising with all parties involved

· writers: those responsible for writing all components of the course
· media specialist: a person who can help with such aspects as use of au​diovisual materials and computer software

· editor: a person who reviews everything the writers have produced and prepares the final version of the materials for publication or duplication
· illustrator: someone responsible for preparing and selecting art and il​lustrations

· designer: the person who is responsible for the layout, type style, graph​ics, and the overall format of the materials

Planning the number of stages involved: A materials project always goes through several different stages of development. Typical stages might in​clude:

· first draft
· comments on first draft
· second draft
· further comments
· tryout of the materials
· final revisions of materials
These processes are not necessarily linear. Carey and Briggs (1977, 286) comment: "Many activities occur simultaneously, and one often works one part of a product through a phase of design and then cycles back and begins the same phase again with another part of the product"
Identifying reviewers: A crucial source of input to the developmental process is critical feedback on materials as tiiey are written. A key person is someone who can cast a critical eye over the materials as they are drafted and provide constructive feedback on them. People involved in a materials writing project should be open to feedback and suggestions and be prepared to undertake extensive revisions of materials if necessary. Things that seem perfectly obvious to the writer may not strike another person in the same way. In commercial projects, this role is undertaken by editors and review​ers. In institutional projects, this responsibility needs to be assigned to a member of the project team. It is also useful to involve the participation of classroom teachers in the process to review materials as they are written. Focus groups can also be set up consisting of five or six experienced teach-
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ers who meet to discuss materials in progress and give suggestions for im​proving them.

Planning the writing schedule: A writing schedule can now be developed with dates assigned for the different stages in the process. Even though as​pects of the writing process are often cyclical, as noted, for practical plan​ning purposes the different stages in the writing process need to be repre​sented within a tentative time frame.

Piloting the materials: Piloting involves trying out materials with a rep​resentative group of learners and teachers before they are made available for wider use in order to identify problems or faults in them that can be iden​tified before they are used more widely. Piloting seeks to find answers to question" such as these:

· Are the materials comprehensible and the instructions clear?
· Do they contain any editorial or content errors?
· Is the pacing of the materials appropriate?
· Do the materials do what they are supposed to do? - Do they address learners' needs?

· Is there sufficient quantity of practice material?
· Are the materials sufficientiy interesting and engaging?
Davison (1998,184) comments:

In general, piloting provides a feel for whether the material actually "works" or not; whether the aims of the material are fulfilled; whether it is appropriate in level, content, and approach; whether it relates well to teachers' expectations . and stages of development, and whether it successfully promotes learning.
The intention is to have a group of teachers and students work through the materials in conditions as close as possible to those under which the final version of the materials will be used. However, it is often not possible to pi​lot materials in a near-final form, because art and design may await final-ization of the manuscript. A practical solution is to have sections of the ma-: terials piloted by different teachers rather than have a few teachers try out all of the materials. This can speed up the piloting process and enable more teachers to participate. Following the piloting, both students and teachers complete a review sheet or questionnaire and may also be interviewed to find out what they think about the materials. Any problems identified can ■ be addressed at this stage. In some cases, this may involve a substantial rewriting of the materials.

Design and production: Design issues refer to the layout of text and art on each page. An effective design is a major factor in the reception and us​ability of materials. Will art and illustrations be added to the manuscript and
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who will be responsible for these? Production issues relate to the printing of the materials. "Will the materials be printed from the writers' files, reset, • photocopied, laser printed, or sent to a commercial printer?
An example of how some of these issues were addressed in a materials development project is given in Appendix 3.

Monitoring the use of materials
No matter what form of materials teachers make use of, whether they teach from textbooks, institutional materials, or teacher-prepared materials, the materials represent plans for teaching. They do not represent the process of teaching itself. As teachers use materials they adapt and transform them to suit the needs of particular groups of learners and their own teaching styles. These processes of transformation are at the heart of teaching and enable good teachers to create effective lessons out of the resources they make use of. It is useful, therefore, to collect information on how teachers use course books and other teaching materials in their teaching. The information col​lected can serve die following purposes:

· to document effective ways of using materials
· to provide feedback on how materials work
· to keep a record of additions, deletions, and supplementary materials teachers may have used with the materials

· to assist other teachers in using the materials
Monitoring may take the following forms:
· Observation: classroom visits to see how teachers use materials and to find out how materials influence the quality of teaching and interaction that occurs in a lesson

· Feedback sessions: group meetings in which teachers discuss their expe​rience with materials

· Written reports: the use of reflection sheets or other forms of written feed​back in which teachers make brief notes about what worked well and what did not work well, or give suggestions on using the materials
· Reviews: written reviews by a teacher or group of teachers on their expe​riences with a set of materials and what they liked or disliked about them
· Students' reviews: comments from students on their experience with the materials

Having considered the different processes and elements that constitute the development and implementation of a language curriculum and the
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dynamics of the curriculum in action, we can now consider the curriculum as a whole and how it can be monitored, reviewed, and evaluated. This is die focus of the final chapter.

Discussion questions and activities
1.
What roles do instructional materials play in your language program or
one you are familiar with? What mechanisms are in place for the fol​
lowing procedures?

selecting materials
adapting materials.
monitoring teachers' use of materials
developing original materials
2.
Have you any experience with using authentic materials in teaching?
What problems do they pose for teachers? Do you think they are prefer​
able to created materials?

3- What do you think is an appropriate role for commercial materials in a language program? How can mechanisms be set in place to ensure that materials facilitate creative teaching rather than dominate teachers' de​cision making?

4. Examine a commercial textbook and its suitability1 for a specific teaching context. What criteria would you use to evaluate it? In what way do you think the book would need to be adapted to suit the needs of the program?
5. Use the checklist in Appendix 2 to evaluate a course book. How useful is the checklist for this purpose?
6. Take a chapter from a commercial textbook and discuss how you would adapt it to match your teaching style or the needs of a particular group oflearners.
7. Choose some authentic materials (e.g., a magazine article, a section of a TV schedule) and use them to plan teaching materials for a specific teaching context you are familiar with. Decide what the goals of the ma​terials will be and what exercise types you will use with the materials.
8. Examine a set of teaching materials for a specific skill area (e.g., read​ing, speaking, listening). What exercise types are used in the materials? Hqw appropriate axe these exercise types? What other exercise types could have been used in die materials?
9. Observe a teacher using teaching materials or a textbook and document how the teacher uses t±ie materials. In what ways does the teacher adapt and extend the materials?
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Appendix 1    Guidelines for developing reading activities (from Crandall, 1995)*
General guidelines for reading activities
In developing reading materials, it is helpful to consider the following gen​eral guidelines. The reading text should:

1. Encourage appropriate use of both top-down and bottom-up strategies.
2. Offer opportunities for developing speed/fluency as well as deliberate-ness/accuracy.
3. Include different text types, rhetorical genres, and topics.
4. Incorporate different types of reading tasks with different purposes (read​ing to learn, reading to do, reading to evaluate, reading for enjoyment).
5. Offer sufficient interaction with a topic or text to develop content and re​lated vocabulary knowledge.
6. Encourage students to examine their own reading strategies and try out different strategies for dealing with different types of texts or for read​ing for different purposes.
7. Introduce students to different types of directions encountered in texts and tests.
8. Assist in identifying and building culturally variable information needed for text interpretation, while treating positively the students' primary lan​guage and culture.
Prereading activities
1. Discussion questions and prewriting activities that help relate the read​ing to a student's prior experiences, activating and expanding the stu​dent's content and formal schemata, building vocabulary, and helping to identify cultural influences that may affect reading comprehension or in​terpretation. Brainstonning, semantic mapping, and free writing might all be used.
2. Prediction activities that draw attention to the organization of the text and to identification of potential tfiemes and directions the author may take.
3. Skimming activities that provide students with a general idea of the text themes and the organization and development of ideas.
* From Material Writer's Guide, Isr edition, by P. Byrd ©1995. Reprinted with permission of Heinle & Heinle, an imprint of the Wadsworth Group, a division of Thomson Learning. Fax SOQ 730-2215.
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4. Questions and other activities that focus on graphic cues such as titles, chapter headings, indentations, and white space, as well as any visuals and other text displays that highlight the organization and relative im​portance of various themes in the text
5. Scanning activities that highlight key (including technical) vocabulary, as well as names, dates, places, and other important facts.
6. Questions that can serve to focus a student's attention during reading as well as engage a student sufficiently to motivate doing the reading.
Activities for use during reading
1. Filling-out a graphic while reading: completing a Venn diagram (for comparisons), a flow chart (for processes), a table (for classifications or definitions), or other organizers that reflect the logical relations between ideas in the text and highlight for the student what is important enough to be noted and remembered (Crandal 1993). A variety of forms can also be used in this manner.
2. Guided or controlled writing assignments or discussion questions that encourage students to react to and reflect upon what they are reading at key stages in the process and to note confusion or questions they hope to have answered before the end of the reading.
3. Underlining, highlighting, or note-taking activities that help students de​velop more effective study skills.
4. Vocabulary building activities that help students find clues for meaning within the text.
5. Periodic paraphrasing and summarizing activities, which encourage stu​dents to see how an idea is developed and a text is structured, to draw in​ferences, and to effectively tie new ideas to prior topics.
6. Timed activities that encourage rapid reading, perhaps combined with questions that require skimming for general answers or scanning for key information.
Postreading activities
1. Vocabulary activities, helping students to expand their vocabulary by ap​plying affixes and roots drawn from the key vocabulary in the reading, using charts and tables to illustrate the relationships between words.
2. Questions to encourage critical analysis and evaluation of the reading.
3. Activities that help students to summarize the text, beginning with par​tially completed summaries.
4. Cloze activities and sentence strip activities for developing vocabulary, grammar, and discourse knowledge.
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5. Journal writing, either monologic or dialogic, to encourage students to reflect on, synthesize, or evaluate what they have read.
6. Application activities, which encourage students to apply what they have read to some task or activity.
Appendix 2   Checklist for evaluation and selection of course books (from Cunningsworth 1995)
Aims and approaches
Q Do the aims of the course book correspond closely with the aims of the teaching programme and with the needs of the learners?
Q  Is the course book suited to the learning/teaching situation?
Q How comprehensive is the course book? Does it cover most or all of what is needed? Is it a good resource for students and teachers?
Q Is the course book flexible? Does it allow different teaching and learn​ing styles?

Design and organization
Q What components make up the total course package (e.g., students' books, teachers' books, workbooks, cassettes)?

Q How is the content organized (e.g., according to structures, functions, topics, skills, etc.)?

Q How is the content sequenced (e.g., on the basis of complexity, "learn-ability," usefulness, etc.)?

Q Is the grading and progression suitable for the learners? Does it allow them to complete the work needed to meet any external syllabus re​quirements?

Q Are there reference sections for grammar, etc.? Is some of the material suitable for individual study?

Q   Is it easy to find your way around the course book? Is the layout clear?
Language content
Q  Does the course book cover the main grammar items appropriate to each
level, taking learners' needs into account? Q Is material for vocabulary teaching adequate in terms of quantity and

range of vocabulary, emphasis placed on vocabulary development,

strategies for individual learning? Q Does the course book include material for pronunciation work? If so, what
is covered: individual sounds, word stress, sentence, stress, intonation?
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Q Does the course book deal with the structuring and conventions of lan​guage use above sentence level, for example, how to take part in con​versations, how to structure a piece of extended writing, how to iden​tify the main points in a reading passage? (More relevant at intermediate and advanced levels.)

Q Are style and appropriacy dealt with? If so, is language style matched to social situation?

Skills
□ Are all four skills adequately covered, bearing in mind your course aims and syllabus requirements?

Q  Is there material for integrated skills work?
Q Are reading passages and associated activities suitable for your stu​dents' levels, interests, etc.? Is there sufficient reading material?
Q Is listening material well recorded, as authentic as possible, accompa​nied by background information, questions, and activities which help comprehension?

Q Is material for spoken English (dialogues, roleplays, etc.) well designed to equip learners for real-life interactions?

Q Are writing activities suitable in terms of amount of guidance/control, degree of accuracy, organization of longer pieces of writing (e.g., para​graphing) and use of appropriate styles?

Topic
Q   Is there sufficient material of genuine interest to learners?
Q  Is there enough variety and range of topic?
Q Will the topics help expand students' awareness and enrich their expe​rience?

Q Are the topics sophisticated enough in content, yet within the learners' language level?

Q Will your students be able to relate to the social and cultural contexts presented in the course book?

Q  Are women portrayed and represented equally with men?
Q Are other groups represented, with reference to ethnic origin, occupa​tion, disability, etc.?

Methodology
Q What approach/approaches to language learning are taken by the course
book? Is this appropriate to the learning/teaching situation? Q  What level of active learner involvement can be expected? Does this

match your students' learning styles and expectations?
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Q   What techniques are used for presenting/practising new language

items? Are they suitable for your learners? Q  How are the different skills taught? Q   How are communicative abilities developed? Q   Does the material include any advice/help to students on study skills and
learning strategies? Q   Are students expected to take a degree of responsibility for their own
learning (e.g., by setting their own individual learning targets)?
Teachers' books
Q  Is there adequate guidance for the teachers who will be using the course
book and its supporting materials? Q  Are the teachers' books comprehensive and supportive?
· Do they adequately cover teaching techniques, language items such as grammar rules and culture-specific information?

· Do the writers set out and justify the basic premises and principles un​derlying the material?

· Are keys to exercises given?
Practical considerations
□
What does the whole package cost? Does this represent good value for
money?

Q Are the books strong and long-lasting? Are they attractive in appear​ance?

Q   Are they easy to obtain? Can further supplies be obtained at short notice?
Q Do any parts of the package require particular equipment, such as a lan​guage laboratory, listening centre, or video player? If so, do you have the equipment available for use and is it reliable?
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Appendix 3    Case study of materials development project (adapted from Richards 1995)
Background
Target: To write a two-level conversation course intended primarily for Japan, Korea, and Taiwan, to be used as a text to support conversation classes in universities, junior colleges, and private language schools.
Researching the need for a new series
In planning the course it was necessary to determine what potential users of the course might be looking for. Information was obtained from the fol​lowing sources:

1. The project editor's interviews with classroom teachers in Japan, Tai​wan, and Korea.
2. The publisher's marketing representatives (some twenty people) who are responsible for selling the publisher's existing books and who would also be responsible for sales of the new series. The marketing staff were a key source of information since they are in daily contact with schools and teachers. They know which courses are popular and why, and what kinds of materials teachers are looking for.
3. Consultants. A group of consultants was identified to provide input to the project These were experienced teachers in the kinds of institutions where the course would likely be used.
4. Students. Through the consultants, information was also, sought from students on their views on textbooks and on the materials they were studying from.
Key features of the course
The goal of gathering information from consultants and the publisher's marketing representatives was to develop a preliminary profile of the proj​ect, which produced the following specifications of the project:
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PROJECT SPECIFICATIONS
Market:
Levels:
Extent: Colors: Trim:
Starting point: Ending point: Components:
Distinguishing features:

Other features: Art:

Balance of skills: Syllabus: Length of units: Activities per page: Listenings per unit: Number of units: time per lesson: Teacher profile: ■ Piloting:


50% Universities
30% Private language schools and vocational colleges 20% Junior colleges 2

96 pp. 4

8.5x11 false beginner intermediate text CDs

audiocassettes
placement and achievement tests; unit quizzes; video (tentative)

learner-centered syllabus based on student questionnaires; student questionnaires within the text; student-centered activities with extensive cognitive skill development; conversation management strategies

task-based; extensive graphic organizers; easy to use mix of illustrations and photos; sophisticated look for universities

75% speaking; 25% listening topical

4 pp.; two 2-pp. lessons ■2 2 20

50 minutes
80% foreign with varied levels of training * Yes

It was decided to involve students in the development of the project to the maximum degree possible. Information was gathered from students through the teachers who were consultants to the project. In order to obtain infor-matiqn-.about die life and interests of students in the age and social group the' course was planned for, a questionnaire was developed which sought in​formation about how students spent tfieir leisure time, what they were in​terested in learning about American culture, the kinds of books they enjoyed studying from in class, what they found difficult about learning English,
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what foreign countries they would like to learn more about, and what they thought an ideal conversation text would contain. Over 200 students in 14 institutions completed the questionnaire. Students and teachers were also surveyed to find out the kinds of topics they felt they would like to see in a conversation course. A questionnaire with a list of 50 possible topics for inclusion in die series was developed and sent to a sample of teachers and students.

Developing a syllabus
We decided to work on Book 1 first, and with the help of die editors and the consultants the following topics were selected for Book 1.
	1.
	music

	2.
	work

	3.
	shopping

	4.
	making friends

	5.
	clothes

	6.
	food and eating

	7.
	cities and places

	8.
	special days

	9.
	on vacation

	10.
	sDorts and hobbies


11. health and fitness
12. the family
13. house and neighborhood
14. school life
15.
social English
16. leisure and entertainment
17. places and directions
18. movies
19.
useful things
20.
television
The unit titles were simply working titles at this stage, and the sequence of units was also provisional, because until the materials' were written and field-tested it would be difficult to determine which units were judged to be simple or difficult.

The unit format   -
After experimenting with half a dozen different proposals, it was decided that each unit would contain five pages and that those five pages would di​vide into four separate one-page lessons plus a one-page extension activity. "Within a lesson there would be two to three exercises mat accomplished the presentation, practice, and free production phase of a lesson. There would be at least one listening activity per unit.

Sample unit.
Next, one of die topics for Book 1 was used as the basis of a sample unit. This draft itself went through at least six revisions before it was ready for
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classroom testing. These revisions addressed exercise design, unit flow, and interest level. The plan was to have the sample unit taught by several dif​ferent teachers in Japan and to conduct focus groups (group meetings in ' which participants gave feedback on the materials) with teachers and stu​dents. The publishers had copies of the unit prepared, with rough black-and-white art and a simple cassette recording of the listening passages.
Piloting the sample unit
The next step in the process was to have the sample lesson taught to see if it worked, to find out whether teachers and students liked it, and to identify what its strengths and weaknesses were. For the piloting the publishers se​cured the cooperation of a private university in Tokyo, which agreed to pi​lot the unit Both the editor and I visited the university, explained the proj​ect to the program director, and watched two teachers teach the sample unit to two different classes of young Japanese students. Following the piloting of the unit, the editor and I met with the teachers to discuss the unit, spoke to the students about the material, and also met with a focus group of teach​ers from the same institution to get their reactions to the unit.
The general reaction to the sample unit was quite positive, although some activities worked better than others and my overall impression of the unit was that the idea of using four single-page lessons was not very successful. The teachers were able to get through two pages in a 90-minute lesson, so it would make sense to have two two-page lessons per unit rather than four one-page lessons. The idea of having a topic-based unit with a variety of short student-centered activities, which contained both language control and language support, seemed to work well. I now had all the information I needed to do a first draft of the whole of Book 1.

Writing the first draft of book 1
"   -
1 now began writing a first draft of the complete manuscript of Book 1. This included 20 five-page units, each consisting of two two-page lessons and an extra page devoted to a project-based activity. This was sent to seven re​viewers. These reviewers were identified by the publisher, and chosen on the basis of dieir teaching background and their ability to write useful re​views. They were asked to examine the manuscript and to respond to five questions:

1. How much variety and balance is tfiere in the material?
2. How original and distinctive is it, compared to other books available?
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3. How would you rate the interest level of the material?
4. What is the overall appeal of the material?

5. If you were the editor, what advice would you give to the author?
A few weeks later the reviewers' comments were received. Their reactions are summarized as follows:
1. Variety and balance. Most of the reviewers felt that die book had a good balance and variety of activities. They felt that there were a good num​ber of activities that got away from the mundane, predictable kind of ac​tivities seen in many textbooks.
2. Originality. Reviewers thought that the most original features of the book were the projects and the surveys, especially the thought-provok​ing questions in some of the surveys. However, too many exercises were rated as unoriginal, boring, and flat.

3. Interest level The reviewers evaluated each unit in terms of interest level. Most were rated as being of moderate interest, some were of high inter​est, and others achieved a low rating.

4. Appeal. The overall appeal of the book was thought to be high, because of the topics, projects, and survey.

5. Suggestions. The reviewers* suggestions can be summarized as follows:

· Develop and highlight the projects.

· Provide more language support for the projects.

· Weed out dull, flat exercises.

· Consistently maintain thought-provoking questions, puzzles, and highly engaging activities.

· Focus on "asking for clarification" as a strategy.

· Build in ways of carrying on a conversation, so that a conversation will not die out because there are no helps or hints as to how to continue it.

The editor also offered his own interpretation of the progress made so far.
' Overall, we're off to a good stare There's a nice progression of activities in each lesson; a good focus on conversational language samples; the interviews at the end of each unit are a very good feature; overall, the project work is excellent; and there's a nice predictable structure and progression to the lessons.
What we need to do now is to get more personality and originality into a number of units. The Japanese market is flooded with books based on a functional syllabus, and after all these years it's really hard to do something new and fresh using that approach. The units in this manuscript that are functionally organized (e.g.. Places and Directions, Cities and Places, Leisure and Entertainment) for me were the least interesting. The units that are based on topics that are really interesting to students (Music, Movies, Television, On
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Vacation) are by far the most interesting and the most in line with where the market is right now.

The direction the manuscript needs to go in is clean more topic-based units, more real-world content and more focus on the world of the students. As far as the projects are concerned, this is an excellent section that will really add to the appeal of the course, although too many of them involve poster work; we need some more variety here. There are several key topics that are missing: dating, travel, customs, careers, environmental issues, campus life, student lifestyles, dos and don'ts in other countries. Some of these are more appropriate for Level 2. Others can be the focus of existing units.

The editor and I then met to go through the reviews and to look closely at each unit of the draft manuscript to determine what features could be in​corporated into the next draft of the manuscript. The main decisions we reached at that meeting were:

· Each book would be reduced from 20 units to 15 units.
· We were undecided about the fifth page in each unit, the project page. For version 2 of the manuscript I would just develop four-page units, while we sought further advice on the feasibility of doing project work with stu​dents of very limited oral proficiency.

· More language support should be provided for activities. Fuller lists of words and expressions which students could use for each exercise should be included.

· Each page of the book had to be challenging enough to provide enough material for about 30 minutes of classroom time.

· Each unit should contain one exercise that practices conversation man​agement strategies.

• - Every exercise should have some novel or special feature, that is, some special twist to make it more appealing and original.

•
Each unit should contain at least one activity that presents real-world con​
tent, that is, genuine information about lifestyles in the United States or
otiier countries, to provide something to interest students.
A second version of Book 1 was then written. This contained substantial re​visions of the first draft, as well as some entirely new units. Probably 60 percent of the material in the second version of the manuscript was new. ■This formed the basis of a pilot version of the book.

Piloting the course
The manuscript was now prepared for pilot testing. Rather than have teach​ers pilot the whole book, the manuscript was divided into three sections and
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individual teachers were asked to try out different sections in their classes. After they had taught each unit they were asked to complete a questionnaire in which they commented on the unit as a whole and on each exercise in the unit. Some thirty teachers took part in the pilot.

Preparing the final manuscript
From the piloters' comments a further round of suggestions was obtained that formed the basis for the final revisions of the manuscript. During the revision process, exercises were replaced, fine-tuned, and clarified, tape-scripts and art specifications revised, and the manuscript moved forward unit by unit to final content editing, design, and publication. The same process was followed for Book 2. The course was published with the tide Springboard (New York: Oxford University Press, 1998).
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9 Approaches to evaluation
A recurring theme throughout this book has been reflective analysis of the practices that are involved in planning and teaching a language course. This has involved an examination of the context in which the program occurs, of the goals, syllabus, and structure of a course, and how these can be planned and developed, as well as analysis of the teaching and learning that takes place during the course. The focus throughout has been analysis of the dif​ferent factors that determine the successful design and implementation of language programs and language teaching materials. This overall and in​terlinked system of elements (i.e., needs, goals, teachers, learners, syl​labuses, materials, and teaching) is known as the second language curricu​lum. However, once a curriculum is in place, a number of important questions still need to be answered. These include:

· Is die curriculum achieving its goals?
· What is happening in classrooms and schools where it is being imple​mented?

· Are those affected by the curriculum (e.g., teachers, administrators, stu​dents, parents, employers) satisfied with the curriculum?
· Have those involved in developing and teaching a language course done a satisfactory job?

· Does the curriculum compare favorably with others of its kind?
Curriculum evaluation is concerned with answering questions such as these. It focuses on collecting information about different aspects of a language program in order to understand how the program works^ and how success​fully it works, enabling different kinds of decisions to be made about the program, such as whether the program responds to learners' needs, whether further teacher training is required for teachers working in the program, or whether students are learning sufficiently from it.

Evaluation may focus on many different aspects of a language program, such as:

•
curriculum design: to provide insights about the quality of program plan​
ning and organization
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· the syllabus and program content: for example, how relevant and engag​ing it was, how easy or difficult, how successful tests and assessment pro​cedures were

· classroom processes: to provide insights about the extent to which a pro​gram is being implemented appropriately

· materials of instruction: to provide insights about whether specific ma​terials are aiding student learning

· the teachers: for example, how they conducted their teaching, what their perceptions were of the program, what they taught

· teacher training: to assess whether training teachers have received is ad​equate

· the students: for example, what they learned from the program, their per​ceptions of it, and how they participated in it

· monitoring of pupil progress: to conduct formative (in-progress) evalua​tions of student learning

· learner motivation: to provide insights about the effectiveness of teach​ers in aiding students to achieve goals and objectives of the school
· the institution: for example, what administrative support was provided, what resources were used, what communication networks were employed
· learning environment: to provide insights about the extent to which stu​dents are provided with a responsive environment in terms of their edu​cational needs

· staff development: to provide insights about the extent to which the school system provides the staff opportunities to increase their effectiveness
· decision making: to provide insights about how well die school staff-principals, teachers, and others - make decisions that result in learner benefits

(Sanders 1992; Weir and Roberts 1994)
Since the 1960s, curriculum evaluation has become of increasing interest to educators and curriculum planners. Funding for national curriculum proj​ects in many parts of the world was often linked to a requirement to provide evaluation reports that demonstrated accountability, that helped guide im​provement of ongoing projects, and that documented what happened in cur​riculum projects. Increasingly since then, schools, program administrators, and teachers have had to be accountable for the funds they received or for the programs they have been responsible for, and this has created the need for an understanding of the nature of curriculum evaluation. The scope of evaluation has moved from a concern with test results to me need to collect information and make judgments about all aspects of the curriculum, from planning to implementation (Kewings and Dudley-Evans 1996).
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Purposes of evaluation
Weir and Roberts (1994) distinguish between two major purposes for lan​guage program evaluation, program accountability, and program develop​ment, Accountability refers to the extent to which those involved in a pro​gram are answerable for the quality of their work. Accountability-oriented evaluation usually examines the effects of a program or project at signifi​cant end points of an educational cycle and is usually conducted for the ben​efit of an external audience or decision maker. Development-oriented eval​uation, by contrast, is designed to improve the quality of a program as it is being implemented. It may involve staff who are involved in the program as well as others who are not and may have a teacher-development focus (Weir and Roberts 1994, 5). The different purposes for evaluation are re​ferred to us formative, illuminative, and summative evaluation.
Formative evaluation
Evaluation may be carried out as part of the process of program develop​ment in- order to find out what is working well, and what is not, and what problems need to be addressed. This type of evaluation is generally known as formative evaluation. It focuses on ongoing development and improve​ment of the program. Typical questions that relate to formative evaluation are:

· Has enough time been spent on particular objectives?
· Have the placement tests placed students at the right level in the program?
-
How well is die textbook being received?
· Is the methodology teachers are using appropriate?
· Are teachers or students having difficulties with any aspect of the course? ■
Are students enjoying me program? If not, what can be done to improve
their motivation?
-
Are students getting sufficient practice work? Should the workload be in​
creased or decreased?

•
Is me pacing of the material adequate?
Information collected during formative evaluation is used to address prob​lems mat have been identified and to improve the delivery of the program.
Example 1: During the implementation of a new primary course in an EFL context it is found that rather than using the task-oriented communicative methodology that provides the framework for the course, a number of teachers are resorting to a teacher-dominated drill and practice mode of
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teaching that is not in harmony with the course philosophy. In order to ad​dress this problem a series of Saturday morning workshops are held to iden​tify the kinds of problems teachers are having with the materials. Videos are used to model more appropriate teaching strategies and teachers agree to at​tempt to implement in their classrooms some of the techniques they have seen demonstrated and to report back on their experiences at subsequent workshops.

Example 2: A few weeks after a course on integrated skills has started, it is found that there are different perceptions of what the priorities in the course are. Teachers are spending very different amounts of time on different com​ponents of the course and are emphasizing different things. A series of meet​ings are held to review teachers' understanding of the course objectives and to further clarify the weighting that should be given to different course components. Peer observation is then suggested as a way for teachers to compare teaching styles and priorities and to enable them to achieve a con​sensus concerning teaching practices.

Example 3: A 10-week course on conversation skills has been started for a group of low-level learners. Pronunciation is not a major element of the course because it is assumed that most pronunciation problems will sort themselves out after a few weeks. However, four weeks after the course has commenced, teachers report mat a number of students have persistent and major pronunciation problems that the course is not addressing. It is decided to refocus one section of the course to include a pronunciation component. Individual diagnostic sessions are held with students who have the most se​rious pronunciation problems, and laboratory work as well as classroom time is allotted to systematic pronunciation work for the remainder of the course.
Illuminative evaluation
Another type of evaluation can be described as illuminative evaluation. This refers to evaluation that seeks to find out how different aspects of the pro​gram work or are being implemented. It seeks to provide a deeper under​standing of the processes of teaching and learning that occur in the program, without necessarily seeking to change the course in any way as a result Questions that might be asked within this framework are:
· How do students carry out group-work tasks? Do all students participate equally in them?

· What type of error-correction strategies do teachers use?
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· What kinds of decisions do teachers employ while teaching?
· How do teachers use lesson plans when teaching?
- What type of teacher-student interaction patterns typically occur in classes?

· What reading strategies do students use with different kinds of texts?
· How do students understand the teacher's intentions during a lesson?
· Which students in a class are most or least active?
Example 1: A teacher is teaching a course on reading skills and has devel​oped a course which focuses on a wide variety of reading skills, such as skimming, scanning, reading for details, surveying a text, critical reading, and vocabulary development. All of the skills receive regular focus through​out the course. The teacher is interested in finding out what the students per​ceive to be die main point of the course. Students complete a short ques​tionnaire at different times during the course in order to describe their perceptions of what the course is seeking to achieve. At times diere is a dif​ferent perception on the part of students as to die purpose of different ac​tivities, or even of whole lessons. After reflecting on this phenomenon, me teacher comes to understand that learners' perceptions of a course may re​flect what they are most interested in or what they feel they need most help with at a particular point in time.

Example 2: A teacher is mterested in learning more about teacher-student interaction in her own classroom. She invites a colleague to visit her class and to carry out a series of classroom observations. The observer is given the task of noting how often the teacher interacts with different students in die class and the kind of interaction that occurs. This involves noting the kinds of questions the teacher asks and die extent to which she acknowl​edges and follows up on students' questions. From die data collected by die observer, die teacher is able to assess the extent to which she or me students" control classroom interaction and gets a better understanding of.how she uses questions to "scaffold" lesson content

Example 3: A teacher wants to find out more about how students carry out group work and whetiier he is sufficiendy preparing students for group-work tasks. He arranges to record different groups of students carrying out a group-work task and reviews the recordings to find out die extent to which students participate in group discussions and die kind of language tiiey use. On reviewing the recordings, me teacher is pleased to note that die strategy of assigning each member of a group a different role during group tasks -
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such as coordinator, language monitor, or summarizer- is proving effective in ensuring that group members participate actively in tasks.
Much classroom action research or teacher inquiry can be regarded as a type of illuminative evaluation. Block (1998) discusses the importance of this type of evaluation in understanding learners1 interpretations of the lan​guage courses they attend and how learners make sense of their lessons. He suggests that teachers interview learners regularly to find out how they in​terpret what is going on in a course. Richards and Lockhart (1994) describe a piece of classroom action research of this kind carried out by two primary school teachers who sought to understand the following questions about their classes:
· What learning strategies were used by successful learners in their classes?

· Do die learners use English outside of the classroom?

· Do they feel good about learning English?

The teachers collected information on two learners over a term, using class​room observation, learner journals, and interviews. They found mat the suc​cessful learners had identified a number of helpful learning strategies that they applied in different ways; for example, in helping to remember things tfiey had studied, the children gave these examples:
It is easy to remember when you listen. I do it over and over again. I practice with friends and family. I stick sentences on my wall in my room.
I spend lots of time going over with my book because I like it and I learn. I would still study it if my teacher didn't see it or mark it.
From their classroom research the teachers concluded:
Even though we didn't learn anything particularly surprising from our investigation, it was useful to confirm and make explicit some things which we knew intuitively. We have learned a useful strategy to use in order to more effectively facilitate our students' learning. The strategy involves asking the following questions:
How did you go about doing this?
Which way of doing this works best for you?
Summative evaluation
A third approach to evaluation is die type of evaluation with which most teachers and program administrators are familiar and which seeks to make
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decisions about the worth or value of different aspects of the curriculum. This is known as summative evaluation. Summative evaluation is concerned with determining the effectiveness of a program, its efficiency, and to some extent with its acceptability. It takes place after a program has been imple​mented and seeks to answer questions such as these:

· How effective was the course? Did it achieve its aims?
· What did the students learn?
· How well was the course received by students and teachers?
· Did the materials work well?
· Were the objectives adequate or do they need to be revised?
· Were the placement and achievement tests adequate?
· Was the amount of time spent on each unit sufficient?
· How appropriate were the teaching methods?
· What problems were encountered during the course?
In order to decide if a course is effective, criteria for effectiveness need to be identified. There are many different measures of a course's effective​ness and each measure can be used for different purposes. For example:
Mastery of objectives: One way of measuring the effectiveness of a course is to ask "How far have the objectives been achieved?" Each objec​tive in the course is examined and criteria for successful achievement of each objective are chosen. In a course on speaking skills, for example, an objective might be: In group discussions students will listen to and respond to the opinions of others in their group. The extent to which the students have mastered this objective at the end of the course can be assessed by the teacher's observing students during group discussions and recording on a scale the extent to which they listen and respond to opinions. If students' performance on this objective is poor, reasons would have to be identified. Perhaps, for example, insufficient opportunities were provided in the course for students to practice this task, perhaps the materials relating to this ob​jective were too difficult or not sufficiently interesting;-
However, mastery of objectives does not provide a full picture of the ef​fectiveness of a course. Objectives can be achieved despite defects in a course. Students may have realized that the teaching or materials were poor or in​sufficient and so spent a lot of extra time in private study to compensate for it. Or perhaps mastery of an objective was achieved but me same objective could have been covered in half the amount of time devoted to it Or the pro​gram might have achieved its objectives but students have a very negative per​ception of it because it was not stimulating or the pacing was inappropriate.
Performance on tests: Apart from the relatively informal way of assess​ing mastery of objectives, formal tests are probably the commonest means
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used to measure achievement. Such tests might be unit tests given at the end of each unit of teaching materials, class tests or quizzes devised by teach​ers and administered at various stages throughout the course, or as formal exit tests designed to measure the extent to which objectives have been achieved. Weir (1995) points out that achievement tests can have an impor​tant washback effect on teaching and learning. They can help in the making of decisions about needed changes to a program, such as which objectives 'need more attention or revision. Brindley (1989) reports, however, that in programs he studied in Australia, teachers preferred to rely on informal methods of ongoing assessment rather than formal exit tests. About the use of informal methods, he comments:

This does not seem to be sufficiendy explicit to meet the expectations and requirements of either administrators or learners for more formal information on
learners' achievement of a course or a unit
The informal methods of ongoing
assessment provided by teachers do not provide the kind of explicit information on achievement required by learners and administrators. (Brindley 1989,43)
Weir (1995) argues for the need for better measures of sumraative evalua​tion and for the development of progress-sensitive performance tests for use during courses.

Measures of acceptability: A course might lead to satisfactory achieve​ment of its objectives and good levels of performance on exit tests yet still be rated negatively by teachers or students. Alternatively, if everyone liked a course and spoke enthusiastically of it, could this be more important tfian the fact that half the students failed to reach the objectives? Acceptability can be determined by assessments of teachers and students. Reasons for a course being considered acceptable or unacceptable might relate to such factors as time-tabling, class size, choice of materials, or teachers' teaching styles.
Retention rate or reenrollment rate: A measure of a course's effective​ness that may be important from an institution's point of view is the extent to which students continue in the course throughout its duration and the per​centage of students who reenroll for another course at the end. If there is a significant dropout rate, is this true of odier courses in the institution and the community or is it a factor of a given course only?

Efficiency of the course: Another measure of the success of a course is how straightforward the course was to develop and implement. This may be a reflection of the number of problems that occurred during the course, the time spent on planning and course development, the need for specialized materials and teacher training, and the amount of time needed for consulta​tions and meetings.
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Examples of different approaches to determine program effectiveness are given in the appendix.

Issues in program evaluation
Weir and Roberts (1994,42) propose abroad view of evaluation that is char​acterized by:

· a need for both insider and outsider commitment and involvement to en​sure adequate evaluation

· a central interest .in improvement, as well as the demonstration of the "product value" of a program or project or their components
· an associated commitment to a deeper professional understanding of the processes of educational change, as well as the results of that change
· systematic documentation for evaluation purposes both during imple​mentation and at the beginning and end of a program or project's life
· a willingness to embrace both qualitative and quantitative methodology appropriate to the purpose of the evaluation and the context under review
These principles raise the following issues in the evaluation process.
The audience for evaluation
There are many different levels of involvement in language teaching pro​grams and this creates different kinds of audiences for evaluation. In plan​ning an evaluation it is important to identify who the different audiences are and what kind of information they are most interested in (Elley 1989). For example, in developing a new textbook series for public schools funded by the ministry of education, officers in the ministry (who might not be spe​cialists in language teaching) might be primarily'interested in how the money provided for the project is spent and whether all components of the project (student books, teacher guides, and workbook) are available in schools by a specific date. Teachers teaching the materials might be prima​rily concerned that the books provide sufficient material for all the classes on the school timetable. An outside consultant might be interested in the de​sign of the materials and the kind of classroom interaction and language practice they provide for. Vocational training centers might be interested in whether the course prepares school leavers for vocational training programs conducted in English. Therefore, evaluation has to satisfy all interested par​ties. Questions different audiences might be interested in are:
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Students
What did fleam?

How well did I do compare to others?
How well will I rate this course?
How will this help me in the future?
Do I need another course?
■ Teachers How well did I teach? What did my students leam? Were my students satisfied widi the course? How useful were the materials and course work? How effective was the course organization?
Curriculum developers
Is the design of the course and materials appropriate? What aspects of the course need replacing or revising? Do teachers and students respond favorably to the course? Do teachers need additional support with the course?
Administrators
Was the time frame of the course appropriate?
Were the management and monitoring of the course successful in identify​ing and rectifying problems? Were clients' expectations met? Were testing and assessment procedures adequate? Were resources made use of?

Sponsors
Was the cost of the course justified?
Did the course deliver what was promised?
Was the course well managed?
Is the reporting of the course adequate?
Shaw and Dowsett (1986, 66) suggest that three audiences are identifi​able for all summative evaluation of language courses:
· other teachers in the program, for course design and planning purposes (the main audience)

· managers of the institution or program, for the purpose of determining course offerings and placement

· the curriculum support or development unit, for the purpose of monitor​ing the curriculum
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In planning an evaluation, these different kinds of audiences need to be care​fully identified and the results of the evaluation presented in a way that is appropriate for each audience.

Participants in the evaluation process
Two types of participants are typically involved in evaluation-insiders and outsiders. Insiders refers to teachers, students, and anyone else closely in​volved in the development and implementation of the program. Formative evaluation, for example, is often carried out by teachers who can monitor a course as it develops to check the extent to which it is working, what dif​ficulties are encountered, how effective the materials are, and what modi​fications would ensure the smooth running of the program. Students are of​ten key participants in the summative evaluation of the program, providing evidence of their gains in language proficiency and completing evaluations on the way the program was taught and the relevance of what they have learned to their needs. An important factor in successful program evalua​tions is often the involvement of key insiders in the process of designing and carrying out the evaluation, because as a consequence, they will have a greater degree of commitment to acting on its results. Outsiders are others who are not involved in the program and who may be asked to give an objective view of aspects of the program. They may be consultants, inspectors, or administrators whose job it is to supplement the teachers' perceptions of what happened in a course with independent observation and opinion. •

Quantitative and qualitative evaluation
Quantitative measurement refers to the measurementof something that can be expressed numerically. Many tests are designed to collect information that can be readily counted and presented in terms of frequencies, rankings, or percentages. Other sources of quantitative information are checklists, surveys, and self-ratings. Quantitative data seek to collect information from a large number of people on specific topics and can generally be analyzed statistically so that certain patterns and tendencies emerge. The information collected can be analyzed fairly simply because subjective decisions are not usually involved. Traditionally, quantitative data are regarded as "rig​orous" or conforming to scientific principles of data collection, though the limitations of quantitative information are also recognized, hence the need to complement such information with qualitative information.
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Qualitative measurement refers to measurement of something that cannot be expressed numerically and that depends more on subjective judgment or observation. Information obtained from classroom observation, interviews, journals, logs, and case studies is generally qualitative. Qualitative ap​proaches are more holistic and naturalistic than quantitative approaches and seek to collect information in natural settings for language use and on au​thentic tasks rather than in test situations. They are normally more ex​ploratory and seek to collect a large amount of information from a fairly small number of cases. The information obtained is more difficult to analyze because it is often open-ended and must be coded or interpreted. Qualitative data are sometimes regarded as "soft" or less rigorous than quantitative data, but such information is essential in many stages of program evaluation.
In language program evaluation both quantitative and qualitative ap​proaches to collecting information are needed, because they serve different purposes and can be used to complement each other. For example, in as​sessing students' achievement at the end of a course on spoken English, die following procedures might be used:

· performance on an oral proficiency test (quantitative)
· observatioo of students' performance on classroom tasks with evaluation using a holistic rating scale (qualitative)

· students' self-assessment of improvement in tneir speaking skills (quali​tative)

The importance of documentation
The more documentation that is available about a course, the easier it is to arrive at decisions about it. Relevant documentation includes:
Course statistics: information on why students chose the course, student numbers, attendance, class size, drop outs, use of facilities such as library or self-access center. This kind of information provides an overview of the nature of the course and its mode of operation and may reveal certain pat​terns or problems.

Relevant course documents: compilation of all relevant documentation about the course, such as descriptions, publicity materials, statements of aims, objectives and syllabus, course materials, teaching guides, newslet​ters, newspaper articles, reports of planning meetings.

Course work: examples of tests, class assignments, examples of stu​dents' work.

Written comments: anything that has been written about the course by external assessors, teachers, learners, managers.
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Institutional documents: anything that is available about the school or in​stitution, hiring policy, job descriptions, needs analyses that have been con​ducted, reports of previous courses.

Course reviews: a written account of a course, prepared by the teacher or teachers who taught the course. This should be both descriptive and re​flective. It should be an account of how the course progressed, what'prob​lems occurred, the perceived strengths and weaknesses of the course, and suggestions for the future. A well-written review is a useful resource for others who will teach the course and also provides a record of the course. Weir and Roberts (1994, 12) comment: "One shudders to think how many times the wheel has been reinvented in ELT programs and projects around the world. Where is the collective memory of decades of projects? Where does one go to learn from the mistakes and successes_of similar projects in the past?"

implementation .
The purpose of evaluation is to promote review, reflection, and revision of the curriculum based on careful compilation of information from a variety of different sources. In order to make decisions based on the evaluation, it is first necessary to review the process of evaluation to ensure that the eval​uation was adequately designed. Questions that help determine this are:
Scope: Does the range of information collected include all the signifi​cant aspects of the program being evaluated?

Audience: Does the information collected adequately serve the needs of all the intended audiences?

Reliability: Has the information been collected in such a way that the same findings would be obtained by otfiers?

Objectivity: Have attempts been made to make sure that there is no bias in the collecting and processing of information?

Representativeness: Does the information collected accurately describe the program?

Timeliness: Is the information provided, timely enough to be of use to the audiences for the evaluation?

Ethical considerations: Does the evaluation follow accepted ethical stan​dards, e.g., such that confidentiality of information is guaranteed and in​formation obtained in a professional and acceptable manner? (Stufflebeam, McCormick, Brinkerhoff, and Nelson 1985)

Once it has been determined that the evaluation meets acceptable stan​dards of adequacy, it is necessary to decide how to make use of the infor​mation obtained. The following processes are normally involved:
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· Review all information that was collected.
· Disseminate findings to relevant parties.
· Decide on what changes may need to be made.
· Identify costs and benefits of proposed changes.
· Develop a plan for implementation of changes.
· Identify those responsible for taking follow-up action.
· Establish procedures for review of the effectiveness of changes.
Examples of the kinds of changes that might be needed are:
· revision or replacement of some of the course objectives
· preparation of supplementary materials to complement the textbook
· selection of a new textbook to replace the book currently being used
· reorganization of the sequence of skills taught within a course
· organization of in-service training for teachers
· development of a peer review process for teachers
· development of a materials writing project
· setting up of brown-bag seminars for staff to share teaching experiences
Procedures used in conducting evaluations
Many of the procedures used in conducting evaluation are similar to those described elsewhere in this book, though their purposes may be different Chapter 3 on needs analysis, for example, discusses a number of the proce​dures mentioned here from the perspective of needs analysis. Here we will consider their role in evaluation and possible advantages or limitations of each procedure.

Tests
Different types of tests can be used to measure changes in learning at the end (or at intermediate stages) of a course. These tests may be:
· institutionally prepared tests such as exit tests designed to measure what students have learned in the course

· international tests, such as TOEFL, IELTS, or a Cambridge proficiency test if these are related to the course aims and content
· textbook tests' such as those provided in teachers' manuals or as part of a commercial course

· student records, such as information collected throughout die course based
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on course work or continuous assessment. This .information may be used to arrive at a final score or grade for a student without using a final test.
Advantages: Tests can provide a direct measure of achievement, partic​ularly if they are based on student performance, that is, they are criterion-referenced.

Disadvantages; It is not always easy to be sure that changes in learning as measured by tests are a direct result of teaching or are linked to other fac​tors. And if there is poor performance on achievement tests, this does not identify the cause of the problem. Is it the teacher, the materials, the stu​dents, or the course? Further investigation is normally needed. Student eval​uation should not be confused with course evaluation. In addition, sound tests - tests that reflect principles of reliability and validity - are difficult to construct

Comparison of two approaches to a course
Two different versions of a course might be taught and the results as meas​ured by student achievement compared. The comparative approach seeks to compare the effects of two or more different teaching conditions. It meas​ures the efficiency of the curriculum by comparing the relative effectiveness of two different ways of teaching it

Advantages: The comparative approach seeks to control all relevant fac​tors and to investigate factors rigorously.

Disadvantages: This approach usually imposes artificial constraints on the teacher. One teacher, for example, might be required always to give ex​plicit error correction and another to give only indirect error correction. But because of human factors, it is very difficult to maintain these kinds of dif​ferences. It is usually impossible to control all relevant variables and the re​sults are therefore usually inconclusive,

Interviews
Interviews with teachers and students can be used to get their views on any aspect of the course. Normally, structured interviews provide more useful information than unstructured interviews.

Advantages: In-depth information can be obtained on specific questions.
Disadvantages: Interviews are very time-consuming and only a sample of teachers or students can normally be interviewed in depth; hence the rep​resentativeness of their views may be questionable.
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Questionnaires
These can be used to elicit teachers' and students' comments on a wide range of issues.

Advantages; Questionnaires are easy to administer and information can be obtained from large numbers of respondents.

Disadvantages: Questionnaires need to be carefully designed if they are to elicit unbiased answers, and information may be difficult to interpret. For example, if students indicate that diey found a particular unit in a course dif-ficul t, foilow-up investigation may be needed to determine exactly why they perceived it to be difficult. Was it the unit itself or was it badly taught?
Teachers'written evaluation
Teachers can complete a course evaluation using a structured feedback form that elicits comments on all aspects of the course.

Advantages: Teachers are in a good position to report on a course and a well-designed evaluation form provides information quickly in a way that is easy to summarize.

Disadvantages: The information obtained may be impressionistic and biased, because it presents only the teacher's point of view.
Diaries and journals
Teachers can keep an ongoing record of their impressions and experiences of a course. Diaries provide a narrative record of things me teacher does, problems encountered, critical incidents, time allocation, and other issues.
Advantages: Diaries and journals provide relatively detailed and open-ended information and can capture information that may be missed by other means.

Disadvantages; It is difficult to decide how to use the information ob​tained. Diaries are impressionistic and unsystematic. They also require co​operation and a time commitment on the part of the teacher.  v
Teachers' records
Use can be made of available written records of courses, such as reports of lessons taught, material covered, attendance, students' grades, and time al​location.

Advantages: Records can provide a detailed account of some aspects of the course.
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Disadvantages: Not all of the information collected may be relevant. Some information may be impressionistic and represent only the teacher's point of view.

Student logs
Students might be asked to keep an account of what happened during a course, how niiich time they spent on different assignments, how much time they allocated to homework and other out-of-class activities.
Advantages: Provides the students* perspective on the course and gives insights that the teacher may not be aware of.

Disadvantages: Requires the cooperation of students and time commit​ment. Students may not see the benefit of such an activity.
Case study
A teacher may conduct a case study of a course or some aspect of a course. For example, the teacher might document how he or she made use of les​son plans throughout a course, or trace the progress of a particular learner.
Advantages: Case studies provide detailed information about aspects of a course, and over time the accumulated information from case studies can provide a rich picture of different dimensions of a course.
Disadvantages: The information collected may not be typical or repre​sentative, and case studies are time-consuming to prepare.
Student evaluations
Students can provide written or oral feedback on a course both during the
course and after it has been taught, commenting on features such as the
teacher's approach, the materials used, and their relevance to the students'
needs.
-
*--

Advantages: Student evaluations are easy to obtain, provide feedback on a wide range of topics, and enable large numbers of learners to be involved.
Disadvantages: Information obtained may be subjective and impres​sionistic and is sometimes difficult to interpret or generalize.
Audio- or video-recording
Lessons can be recorded to provide examples of different teaching styles and lesson formats.

Advantages: Recordings can provide a rich account of teaching in real time and record information that is difficult to document in other ways.
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Disadvantages: The presence of the recording instrument or person mak​ing the recording can be disruptive and can bias the data. Good recordings are difficult to set up.

Observation
Regular observation of classes may be made by other teachers or a super​visor. Observation is usually more useful if it is structured in some way, such as by giving a specific task to the observer and by providing procedures for the observer to use (e.g., checklists or rating scales).

Advantages: Observers can focus on any observable aspect of the lesson and can provide an objective eye, identifying things that may not be appar​ent to the teacher. If teachers observe each other's classes, it also provides a basis for follow-up discussion and reflection.

Disadvantages: The observer's presence may be intrusive. As noted ear​lier, observation is a specialized skill and requires preparation and explicit guidance if it is to be useful.

Weir and Roberts (1994,134) summarize the focus and procedures avail​able in program evaluation:

Focus
Procedures
Teacher beliefs
Pre/Post: questionnaires
interviews observations review of lesson plans
Teacher abilities
Observations/videotapes
Self-assessment quizzes
Pre/Post: questionnaires interviews observations review of lesson plans
Teacher practices
Record of activities
Lesson plan reviews Observations/videotapes Interviews Questionnaires

Student behaviors
Student interviews
Student questionnaires Teacher logs
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Student behaviors
Observation
(cont.)
Teacher interviews
Student learnings
Chapter/unit tests
• Standardized test Teacher logs Student assignments
Comparison of present term grades to previous grades (or grades of another group of students)' Student interviews Teacher questionnaires Student questionnaires Teacher interviews

Discussion questions and activities
1. What procedures can be used to carry out a formative evaluation of a new program as it is being implemented? Identify the goals of such an eval​uation for a program you are familiar with and suggest procedures that could be used to achieve these goals.
2. How useful do you think illuminative evaluation is in program evalua​tion? Discuss a program you are familiar with and suggest information that could be collected as pan of the process of illuminative evaluation. What use could be made of the information collected?
3. What do you think are the best ways to measure the effectiveness of a language program? Discuss a program you are familiar with and com​pare different options for determining its effectiveness.
4. Imagine that you have been asked to visit a school or institution and to conduct an evaluation of its language programs. List some of the ques​tions you would want to ask the school's directors in planning how you will carry out the evaluation.
5. As part of a program evaluation, you want to assess the adequacy of teacher-training provision for teachers in the program. Discuss how you would approach this issue and procedures you could use.
6. Review the two examples given in the appendix. Evaluate the evaluation design and suggest how the evaluation might have been improved or done differently.
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Appendix    Examples of program evaluations
Example 1: Evaluation of a primary English course in an EEL country
A new primary English program is developed for an EFL context. English has not been taught previously at this level and will now be taught from year 2 of primary school. Three years are budgeted for the development of ma​terials for the program and for training of teachers. The new course is in​troduced on a progressive basis over 4 years, beginning with 16 schools in year 1, 32 schools in year 2, and so on. An evaluation is required after the program has been in place for 3 years. The evaluation addresses formative, illuminative, and summative issues. Because not all schools can be exam​ined in depth, the following evaluation plan is developed:
•
a questionnaire to all schools and teachers involved in the new program
*
an in-depth study of eight representative schools
Time frame: 4 weeks
Audiences for the evaluation:
•
curriculum development unit in ministry of education
· ministry of education officials
· schools (teachers and principals)
· teacher trainers in teacher-training colleges
The eight targeted schools were studied in the following way:
- classroom observation

•
interviews with teachers and principals
*
interviews with students
■ tests to determine levels of achievement
•
documentation (minutes of teachers' meetings, teachers' reports, teach​
ers* teaching logs)

Three reports are prepared:
•
a report for the curriculum development unit
*
a report for schools and teachers
•
a report for teacher trainers
The first report was an overview and summary of all the information col​lected and the strengths and weaknesses of the program that were identi-
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fied, with recommendations for modifications in different aspects of the program as well as more school-based support for some aspects of the pro​gram.

The second reports focused on the things students appeared to be learn​ing and problems teachers had reported as well as suggestions from teach​ers and schools on how aspects of the program could be fine-tuned. Com​ments on the appropriateness of the teachers' methodology were also included.

The third report commented on the extent to which the teachers were re​flecting principles and practices that had been emphasized in the teacher training that all teachers had received. Problems teachers identified were summarized as input to future teacher-training sessions.
Example 2: Evaluation of courses in a private language institute
A large private language institute with up to five hundred students in courses at any given time and offering a range of general English courses as well as company courses wants to develop an evaluation system for its courses and to gather information that will be useful in strategic planning. The empha​sis is primarily summative. Other aspects of evaluation (formative and illu​minative) are dealt with incidentally by teachers and coordinators.
Audiences for the evaluation:
· the owners and board of directors of the school
· the school director
· coordinators and teachers
Both qualitative and quantitative measures needed to determine the following:

· client satisfaction
· teacher competence
· teacher satisfaction
· adequacy of placement and achievement tests
· adequacy of course curriculum and materials
· adequacy of teaching methods .
· efficiency of course development and delivery
· adequacy of administrative structures and support
· course marketing and financial matters
Time frame for the evaluation: 3 weeks
Approaches to evaluation    307
Evaluation data was collected in the following ways:
•
Expert review. A consultant was hired to review existing curriculum and
tests; a marketing consultant was hired to review course marketing and
business management practices in the school.

•
Focus groups. Meetings were held with representative groups of teachers,
students, and coordinators to identify strengths and weaknesses of exist​
ing practices and to recommend changes.

· Student evaluations of courses and teaching. A detailed evaluation form was developed to gather student feedback on different aspects of the courses and the teaching.

· Observation. Coordinators were asked to conduct at least two observa​tions of each teacher, to identify teachers' strengths and weaknesses, and to make recommendations for in-service training.

· Test analysts. A review team was established to review placement and achievement tests.

· Test results. Test scores are reviewed for all classes to determine the per​centage of students in each class who achieve a passing grade. If less than 10 percent of students achieve the grade the course is targeted for, closer scrutiny is undertaken to determine the cause.

- Administrative review. A management group reviewed all administrative procedures and systems and asked teachers to complete a questionnaire on the adequacy of existing administrative systems.

· Self-reports. Teachers provided reports on how much time they spent on course preparation, individual student consultation, reading, professional development and administrative matters.

· Interviews. Interviews were held with student representatives to deter​mine students' perceptions of the institute, its teachers, and its programs, and to compare it with other institutions.

Several documents resulted from the evaluation:
· An overall summary of the evaluation and its findings for the principal and to serve as a public document for any interested persons.
· A report for the owners and board of directors of the school that briefly described how and why the evaluation was conducted, an analysis of the strengths and weaknesses mat were identified, and recommendations for follow-up action.

· A report for coordinators and teachers with curriculum development re​sponsibilities outlining findings in relation to course offerings, tests, ma​terials, and teaching.
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A report for classroom teachers on the main findings in relation to teach​ers, teaching, and students. This report served as the focus of working groups who were given the task of recommending changes in course de​livery and other areas.

A copy of all the reports for senior managemenL This information was to be used to formulate a strategic plan for the next 5 years' operation'of the institute.
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