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PREFACE

In the curricular structure intraduced by this University for students of Post-Graduate
degrec programme, the opportunity to pursue Post-Graduate course in Subjects introduced
by this University is equally available to all lcarners. Instead of being guided by any
presumption about ability level, it would perhaps stand to reason if receptivity of a leamer
is judged in the course of the learning process. That would be catirely in keeping with the
objectives of open education which docs not believe in artificial differentiation.

Keeping this in view, study materials of he Post-Graduate level in different subjects are
being prepared on the basis of a well laid-out syllabus. The course structure combines the
best elements in the approved syllabi of Central and State Universities in respective
subjects. It has been so designed as to be upgradable with the addition of new information
as well as results of [resh thinking and analysis.

The accepted methodology of distance education has been followed in the preparation
of these study materials. Co-operation in every form of experienced scholars is indispens-
able for a work of this kind. We, therefore, owe an enormous debt of gratitude to everyone
whose tircless efforts went into the writing, editing and devising of a proper lay-out of the
materials. Practically speaking, their role amounts to an involvement in invisible teaching.
For, whoever makes use of these study materials would virtually derive the benefit of
learning under their collective care without cach being seen by the other.

The more a leamer would seriously pursue these study materials the casier it will be for
him or her to reach out to larger horizons of a subject. Carc has also been taken to make
the language lucid and prescntation altractive so that it may be rated as quality sclf-learning
matcrials. IFanything remains still obscure or difficult to follow, arrangements are there to

come to terms with them through the counselling sessions repularly available at the network
of study centres set up by the University,

Needless to add, a great part of these cfforts is still experimental—in fact, pioneering
in certain arcas. Naturally, there is cvery possibility of some lapse or deficiency here and
there. However, these do admit of rectification and further improvement in due course. On
the whole, therefore, these study materials are cxpected to evoke wider appreciation the
more they receive serious attcntion of all concerned. .

Professor (Dr.) Subha Sankar Sarkar
Vice-Chancellor
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Unit T O Historical Perspectives of Course Design

Structure

1.9 Intreduction

1.1  Objectives
1.1.1 Syllabus — A Definition
1.1.2 Common Characteristics of a Syllabus
1.1.3 Different Types of language syllabus
1.1.4 Principles of Vocabulary Selection
1.1.5 Grammar Selection and Gradation

1.2 Applied Linguistic and Recerit Developments in' Curriculum and Course
Design '

1.3 Discussion guestions and Activities
1.4 Appendix 1, 2, 3

1.0 Imtroduction

You have now arrivqﬂ al that part of your M, A, ELT course which will
prepare you for the practical application of all the knowledge and skills acquired
in the previous papers. In other words you are now ready to explore what goes
into the content and framework of what you are going to teach, who you going

to teach and how and why these areas have been included. This is the first unit

of the first module of your paper on Course Design.

1.1 Objectives

It is hoped that, having explored and worked ﬂ:ruugh the module, you will:

— ‘be familiar with the notion and definition of & curriculum, syllabus and course
or syllabus design ' :



appreciate the currents and various paramerers rinning through syllabus
design
understand the historical perspectives in syllabus design

consider the importance of the notion of Needs Analysis while designing
a syllabus

consider creating your own syllabus with specific réference to those based

in' India and uthcr muntnca

1.1.1. Syllabus — A Definition

During the last fifty years alternative syllabus models, particularly in the area
of ELT have been purposed and produced involving several approaches and
theoretical considerations, But before we proceed investigating into the history of
syllabus desigh, answer the question below :

% How would yﬂu'deﬁng a syllabus? Write your {fﬂﬁ;lfﬁﬂll in the space below,

* Look at the following syllabus statements and say which of ﬂmsa you agree

with and why-

* Are there any statements with whick you disagree?
*  Would you like to add anything new? (Adapted — Hedge, 2002)

N
b)

c)
d)

Ej'"

A syllabus specifies what is to be tauglit. _
A syllabus is a plan of what the students will leamn.

A syllabus is a way of breaking down the learning task into manageable

units.

A syllabus makes teachars accountable to plarmers .and educational

ﬂuthnnues .

. A syllabus does not cater fur the nceds of individual learners.
A syllabus sets up goals for language learning,

A syllai:lus_ i:mvides a basis for _as's&ssing learners,
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h) A syllabus is a public document.

i) . A syllabus must take into-account the environment in which it is to
be used,

) A syllabus cannot organize leamning because the process is tco complex,
personal and organic.

e Do yau'mfn_k .s'.\_'mu!d revise, modify and refine your earlier
definition of a syllabus? Write it out including some of the points
you have agreed with.

@ Her are a few more definitions of a syllabus. Read them
carefully and consider the points of similarity or difference.

A syllabus is a expression of opinion on the mature of language and learning; it
acts as a guide for both teacher and learner by providing some goals 1o be attained,

Huichinson and Waters (1987 : 80) define syllabus as follows

Al its simplest level a syllabus can be described as a statement of what is to
be learnt. It reflects a langunage and linguistic perfurmance.

This is a rather traditional interpretation of 'syllabus' fncu%mg as it does on
outcomes rather than process,

According to Janice }’afﬂ‘en (1987 - 87) however, a syl]ahus"{:;m also be scen
as a "summary of the content to-which learners will be exposed"

It is seen as an approximation of what will be taught and that it cannot
accurately predict what will be .learnt,

Syllabus Design, therefore, involves the appropriate choices of goals, courses,
materials and methods. As Candlin (1984) has rightly said,

"A syllabus reveals itself as a window on a particular set of social, educational,
moral and subject matter. Syllabuses .seen in this pfr.rpscfwe stand, then, for
parrmufﬂr ideologies."

These views naturally lead us to believe that a language syllabus is not mm'ﬂljr
‘an ordered sequence of selected, innocuous items of ‘content, timeless and obscure
in origin and separated from the world as it was viewed in the past,



Note that a syllabus may consist of an irdependent pulblication — a book or
booklet-if it is intended to cover all the courses in a particular context regardless
of the actual materials used : a country's national syllabus for schools, for example,
or the syllabus of a group of language colleges. However, a textbook that is designed
to cover an entire course should also provide its own syllabus through the
introduction and contents page or index. This section relates mostly to the first

kind: an ‘official' and comprehensive document that vsually includes.the word
'syllabus' in its title,

1.1.2 Common characteristics of a syllabus

A sylabus is a document which consists, éssentially, of a list, This list specifies
all the things that are 1o be taught in the course(s) for which the syllabus was designed

(a beginner's course, for examiple, or a six-year-secondary-school programme): it
is therefore comprehensive.

The actual components of the ‘list may be either content items (Words
structures, topics), or process ones (task, methods). ‘The items are ordered, usually
[rom those considered easier or more essential to more difficult and less important
ones, This ordering may be fairly detailed and rigid, or general and flexible,

The syllabus generally has explicit objectives, usually declared at the

beginning of the document, on the basis of which the components of the list are .
selected and ordered,

Another characteristic of the syllabus is that it is a public document. It is
available for scrutiny not only by the teachers who are expected to implement it,
but also by the consumers (the leamers or their parents or employers), by
representatives of the relevant authorities (inspectors; school boards), by other
interested members of the public (researchers, teacher trainers or textbook writers),
Underlying this characteristic is the principle of acconntability ; the composers of
the syllabus are answerable to their target audience for the quality of their document,

There are other, optional, features, displayed by some syllabuses and not others,
A time schedule is.one; some syllabuses delimit the time framework of their
components, prescribing, for example, that these items should be dealt within the
first month, those in the second; the class should have completed this much by
the end of the year,

10



A particular preferred approach or methodology to be used may also be
defined, even in a syllabus that is essentially content-based. It may list recommended
materials — coursebooks, visual materials or supplementary materials—either in
general, or where relevant to certain items or sections.

Here is a summary of the items listed in this section. Which of these apply
to your own syllabus (or one that is commonly used locally)? Put a tick by
ones thnt apply, 8 cross by ones that do not.

+ Characteristics of a syllabus
1. Consists of a comprehensive list of :
— content items (words, stru{:ture;*;, topics) ;
- pmﬁ-:sz items (takes, methods).
Is orderer (easier, more cssential items first)
_Has explicit objectives (usually expressed in the introduction).
Is a public document.
May indicate a time schedule.
"May indicate a preferred methadology or applaach
May recommend materials.
Cambridge University Press 1995,

@ = & B A WD

1.1.3 Different types of language syllabuses

According to Penny Ur (2003) a number of different kinds of syllabuses are
used in foreign language teaching. A list of these is provided below. There are
the main types one comes across in practice.

Types of syllabuses (Ref. A Course in language Teaching, CUP Penny Ur.
1991)

5 GGrammatical

A list of grammatical structures, such as the present tense, comparison of

11



adjectives, relative clauses, usually divided into sections grade according to difficulty
and/or importance. :

2, Lexical

A list of lexical items (girl, boy, go away ...) with associated cellocations
of idioms, usnally into graded sections. One such syllabus, based on corpus (a

computerized collection of samples of authentic language) is developed in Willis,
1990,

g, 1 Grammatical-lexical

A very common kind of syllabus ; both structures and lexis are specified
together, in sections that correspond to the units of a course, or in two separate
exist lists,

4. Situational _
These syllabuses take the real-life contexts of language uses as their basis;

sections would be headed by names of situations or locations such as "Eating a
meal' or 'In the street’,

5. Topic-based
This is rather like the situational syllabus, except that the headings are broadly

topic-based, including things like 'Food' or 'The family"; these usually include Fairly
clear set of vocabulary items, which may be specified.

6. Motional

Notions are concepts that language can express. General notions may include
'nmimber’, for example or 'time', 'place!, ‘colour’; specific notions look more like
vocabulary items; 'man’, 'woman', 'afternoon’, for an introduction to the topic of
notional syllabuses see Wilkins. 1976.

T Functinnal-w']tiunal

Functions are things you can do with language, as distinct from notions you
can express cxamples are ‘identifying', 'denying', 'promising’. Purely functional
syllabuses are rare; usually both fuctions and notions are combined, as for example
in Van Ek, 1990.

8. Mixed or 'multi-strand’

~ Incresinglym modern syllabuses are combining different aspects in order to
be maximally comprehensive and helpful to teachers and learners ; in these you
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may find specification of topics, tasks, fuctions and' notions, as well as grammar
and vocabulary.

9. Procedural

These syllabuses specify the learning tasks to be done rather than the language
itself or even its meanings. Examples of tasks might be; map reading, doing scientific
experiments, story-writing. The most well-known procedural syllabus is that
associated with the Bangalore Project (Prabhu, 1987)

10. Process

This is the only syllabus which .is not pre-set. The content of the course is
negotiated with the learmers at the beginning of the course and during it, and actually
listed only retrospectively (Candlin, 1984; Clarke, 1991)

Classifying syllabuses-REVIEW EXERCISE

Look at the syllabuses of two or three coursehooks, not necessarily those
used locally. (Coursebook syllabuses are normally defined in the introduction
and/or in a listing of the content provided at the front or back of the hook.)
Which of the types listed above do they belong to? [Ur, 2003)

1.1.4 Principlés of 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 be
taught in a second language? This depends on the objectives of the course and
the amount of time 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 words the
native speakers know are necessarily useful for second language leamers who have
only a limited time available for learning.

Should they set out to learn 500, 1000 or 5000 words? And if so, which
ones?

This is the issue of vocabulary selection in language teaching.

Is selection something that should be left entirely 1o the intutions of textbook
writers and course planners or are there principles that can be used to produce a
more objective and rational approach? '
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Leaving selection issues to the intuitions of textbook writers can lead to very
unreliable results. For example, Li and Richards (1995) examined ‘ﬁvcr introductory
textbooks used for teaching Cantonese (the language spoken in Hong Kong) in
order to determine what words the textbook compilers considered essential for
foreigners to leam and the extent to which textbook writers agreed on what
constitutes the basic vocabulary of Cantonese as a second language.

The conclusion that could be drawn was that a student studying 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 liitle importance. It was to avoid this kind
of problem with regard to English that applied linguists in the first few ﬂﬂc*ldﬂﬁ'
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),

A 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 only a complete system capable of continuous enlargement can form
a satisfactory objective for the first stage in any attempt to grasp it.

Early Approaches to vocabulary selection ~ Word Frequency Counts

Some of the earliest approaches to vocabulary selection involved counting large
collections of texts to determine the frequency with which words eccurred, since
it would seem obvious that words if 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 frequency counts undertaken for language
teaching were based on analysis of popular reading materials and resulted in a word
frequency list. (This was in the days before type 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 frequencies are important in planning word lists for language teaching.
But frequency is not necessarily the same thing as usefulness because the frequeny
of words depends on the types of language samples that are analyzed. The most
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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 4 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.

Other criteria for selection

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'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 language course. Other criteria
. were therefore also used in determining word lists. These included:

Teachability : In a course tanght following the Direct Method or a method
such as Total Physical Response, concrele vocabulary is taught early on because

it can easily be illustrated through pictures or by demonstratioon., . 2., comb, clean,
wash, walk, wrile etc.

Similarity : Some items may be selected because they are similar to words
in the native language. For example, English and French have many cognates such
as table, page and nation, and this may justify their mc:lusmn in a word list for
French speakmg learners.

Availability : Some words may not be frequent but are readily "available”
in the sense 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, sear might be taught because it includes the rm:amn,gs
of stool, bench and chair.

Defining power : Some words could hc selected because they are used in
duﬁnmg other words, even though they are not among the most frequent words

in language. For example, container might be useful because it can hc!p define
bucket, jar and carton.
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Word frequency research has been an active area of language research since the
1920s and continues to be so because of the case with which word frequencies
and patterns 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
"seneral service words considered suitable as the basis- for leaming English as
a foreign language." (See App. 1)

The General Service List was for many years a standard reference in making
decisions about what words to use in course books, graded readers, and other
teaching material. Hindmarsh (1980) is another important vocabulary list and
contains 4,500 words grouped into 7 levels, (See App, 2)

1.1.5 Grammar Selection and Gradation

The need for a systematic appmacﬁ to selecting grammar for teaching purposes
was also a priority for applicd linguists from the 1920s. The number of syntactic

-structures in a language.is large, as is seen from the contents-of any prammar 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 from
Wilkins (1976, 59), which arc 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 yon 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 T use your telephone (do you)?

I wonder if you have any objection to me using your telephone?
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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 determine which of these structures would be useful o
teach? Traditionally the grammar items included in a course were determined by
the teaching method in use and there was consequently a great deal of variation
in what items were taught and when.

Grammatical syllabuses have generally been developed from different
principles based not on the frequency of occurrence of grammatical items in texts
but on intuitive criteria of simplicity and learnability. The goal has been to develop
a list of structures, graded into a logical progression, which would provide an
accessible and gradual introduction to the grammar of English. The approach used
has been analytic, The following principles have been used or suggested as a basis
for developing grammatical syllabuses.

®  Simplicity and centrality : This recommeds choosing structures that are simple
and more central to the basic structure of the language than those that are complex

and peripheral. By these criteria the following would occur 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 fruii. (Subject Verb Object)

I put the .fmak 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, but relatively little progress was made in this area for some
time because of the difficulty of deciding on appropriate grammatical units to count
and the difficulty of coding grammatical structures for analysis. It is only recently
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that computer corpuses have enabled the distribution of structures in real language
to be eramined. Not surprisingly, there are often significant differences between
the lists of grammatical structures developed intuitively by adapted linguists and the
iniormation :evealed 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 typically included in
standard teaching syllabuses : Fﬂl; 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, i3 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 t&lling_ me."

®  Learnability : It has sometimes been argued that grammatial syllabuses should
take into account the order in which grammiatical 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 different proficiency levels :

1.  nouns 11.  wh-questions

2. verbs 12, present continuous
3. adjectives 13, directions

4. verb be 14, possessive adjectives
5.  possessive pronouns 15. comparatives

6.  personal pronouns 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

current views : The following approaches to gradation are also possible :

®  Linguistic distance : Lado (1957) proposed that structures that are similar 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
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are different will be difficult" (Lado 1957, 2). This assumption underla:,r the approach
to language. comparison known as contrastive analysis,

®  Inirinsic difficulty : This pnn_c;ple argues that simple structures shuuld be
taught before complex ones and is the commonest criterion used to justify the
sequence of grammatical items in a syllabus.

®  Communicative needs : Some structﬁms will be needed early on and cannot
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,

®  Freguencey : The frequency of occurrence of structires 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 available to syllabus planners.
Frequency may also compete with other criteria, The present continuous is not one
of the most frequent verb forms in English, yet it is often introduced early in a

language course because it is relatively easy to demonstrate and practice in a
classroom context.

In addition to these factors, in designing a course one is also faced with a
choice between two approaches to the sequencing of items in the course, namely,
a linear or a cyclical or spiral gradation. With a linear gradation, the items are
introduced one at a time and practised intensively before the next items appears.
With a cyclical gradation, items are reintroduced throughout the course,

®  Early course books in the U.S. and Britain :

In the 1940s, beginners's courses in English began to appear in which principles
of vocabulary and grammatical control were evident and in which gramimatical
structures were organized into graded sequences. The methods in use at the time
placed a major emphasis on the learning of "structures", The U.S. linguist Fries
outlined the major structures he thought foreign students needed to learn in his
books Teaching and Learning English as a Foreign Language (1946) and The
Structure of English (1952) and these formed the grammar component for coursks
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 (eaching ESL students and became the dominant mn!hodnlngy
in the United States for more than 20 year$ (Darian 1972),

In Britain Hornby built on the previous efforts of Palmer on the grading
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of sentence patterns and developed a cﬂmpreshﬂnsivé grammatical syllabus (together
with a structural approach to teaching English) in his books Guides to Patterns
and Usage in English (1954) and The Teaching of Structural Words and Sentences
Patterns (1959). These set out the basic grammatical structures needed in English-
language syllabuses and courses at different levels. The resulting pedagogical
grammar of English (or variation 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 refined and further developed grammatical syllabus
specificatipns as a bais for course design and materials development (e.g., Alexander
et al. 1975)

Although both lexical and gramatical syllabuses have provided imporiant
guidelines for the development of language teaching textbooks and materials 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 program.

®  Assumptions and Limitations underlying early approaches to syllabus
design
We can now examine the assumptions behind the approaches to syllabus

design, 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.

L. The basic units of language are vocabulary and grammar

Those working in the traditions discussed earlier approached the teaching of
Enlish through its vocabulary and gramimar, Although the role of speaking and
pronunciation were not ignored during the actual teaching of the language the
priority in planning was vocabulary and grammar and these were seen as the main
building blocks of language development. Once some system and order could be
introduced into these areas through careful syllbus planning and specification it was
believed that language teaching could be put on a more rational and sound
basis. i
2.  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 Homby elaborated would serve
as the bagis for almost all language courses.
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3. Learners’ needs are identified exclusively in terms of language needy

No matter who the leamers are or the circumstances of their leaming, it is
assumed that mastery of English will solve their problems. The goal of English
teaching is to teach: them English- not to teach them how to solve their problems

through English, _ :
The process of learning a language is largely determined by the textbook.

The primary input learners received to the language learning process was the
textbook, hence the importance of the principles of selettion and gradation as ways
of controlling the content of the textbook and facilitating language learning.

4.  The context to teaching is English as a Jforeign language

Most of the early work by Palmer, West and Hornby on the development
of laxical and grammatical sy]!abuse.s 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 Approaches to Course Design

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 the
next section,

Roberto Rabbini (2001) discusses the various types of approaches available
to course designers and the langnage assumptions they make,

These kinds of syllabuses emphasize the product of language learning and
are prone to intervention from an authority. The structural syllabus is an appropriate
example of a product-oriented syllabus. The approach, as you know, is synthetic.

The Structural Approach
Historically, the most prevalent of syllabus types is perhaps the grammatical
syllabus in which the selection and grading of the content is based on the
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complexity and simplicity of grammatical items . The learner is expected to master
each structural step and add it to her grammar collection, As such the focus is on
the outcomes or the product.

One problem facing the syllabus designer pursuing a grammatical order to
_sequencing input is that the ties connecting the structural items may be rather feeble.
A more fundamental criticism is that the grammatjcal syllabus focuses on only one
aspect of language, namely grammar, whercas in truth there exist many more aspects
to language. Finally, recent corpus based research suggests there is a divergence
between the grammar of the spoken and of the writien language ; raising implications
for the grading of conient in grammar basetl syllabuses.

The Situational Approach

These limitations led to an alternative approach where the point of departure
became situational needs rather than grammatical units.  Here, the principal
organizing characteristic is a list of situations which reflects the way language and
behaviour are used everyday outside the classroom. Thus, by linking structural theory,
to situations the learner is able to induce the meaning from a relevant context.

One advantage of the situational approach is that motivation will be heightened
since it is "learner-rather than subject-centered" (Wilkins. 1976 : 16). However,
a situational syllabus will be limited for students whose needs were not encompassed
by the situations in the syllabus. The dissatisfaction led Wilkins to describe notional
and Communicative categories which had a significant impact on syllabus design.

The Notional /Functional Approach

Wilkins' criticism of structural and situational approaches lies in the fact that
they answer only the 'how' or *when' and 'where' of language (Brumfit and
Johnson, 1979 : 84). Instead, he enquires ""What it is they commmunicate through
language" (Op. Cit. : 18). Thus, the starting point for a syllabus is the
communicative purpose and conceptual meaning * of language i.e. notions and

functions, as opposed to grammatical items and situational elements which remain
but are relegated to a subsidiary role.

® The Concept of Learner Needs

In order to establish objectives, the needs of the leamers will have to be
analyzed by the various types of comunicaion in which the learner has to confront
Consequently, needs analysis has an associations with notional-functional syllabuses.
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Although needs analysis implies a focus on the learner, crities of this approach
suggest that a new list has replaced the old one. Where one structural/situational
items were used a new list consisting of notions and functions has become the main
focus in a syllabus. White (1988 : 77) claims that "language Sfunctions do not usuglly
occur in isolation" and there are also difficulties of selecting and grading function
and form. Clearly, the task of deciding whether a given function (i.e. persuading),
is easier or more difficult than another (i.e. approving), makes the task harder to
approach.

The above approaches belong to the product-oriented category of syllabuses.
An alternative path to curriculum design would be to adopt proeess oriented
principles, which assume that language can be learnt experientially as opposed to |
the step-by-step procedure of the synthetic approach,

Process-Oriented Syllabuses

Process-Oriented Syllabuses, or the analytical approach, developed as a result
of a sense of failure in product -oriented courses to-enhance communicative language
skills. It is a process rather than a product. That is, focus is not on what the
student will have accomplished on completion of the program, but on the
specification of learning tasks and activities that she will undertake -durirnig the course.

Procedural/Task-Based Approaches

Prabhu's (1979) 'Bangalore Project' is a classic example of procedural
syllabus. Here, the question concerning 'what' becomes subordinate to the question
concerning "how'. The focus shifts from the linguistic element to the pedagogical
with an emphasis on learning or learner.

Within such a framework the selection, ordering and grading of content is
no longer wholly significant for the syllabus designer. Arranging the program around
tasks such as information - and opinion-gap activities, it was hoped that the learner
would perceive the language subconsciously whilst consciously. concentrating on
solving the meaning behind the tasks. There appears to be an indistinct boundary

between this approach and that of language methodology, and evaluating the merits
of the former remain complicated.

A ‘task-based approach assumes that speaking a language is a skill best
perfected through practice and interaction, and uses tasks and activities to encourage
learners to use the language communicatively, in order to achieve a purpose. Tasks
must be relevant to the real world language needs of the student. That is the
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underlying learning theory of task based and communicative language teaching seems
to suggest that activities in which language is employed to complete meaningful
tasks, enhances learning.

Learner-Led Syllabuses

The notion of basing an approach on how learners learn was proposed by
Breen and Candlin (1984). Here the emphasis lays with the learner, who it is hoped
will be. involved in the implementation of the syllabus design as far as that is
practically possible, By being fully aware of the course they are studying it is believed
that their interest and motivation will increase, coupled with the positive effect of
nurturing the skills required to learn.

However, as suggested earlier, a predetermined syllabus prn;l.r'i{!es support and
guidance for the teacher-and should not be so easily dismissed. Critics have suggested
that a learner-led syllabus seems, radical and utopian in that it will be difficult to
track as the direction of the syllabus will be largely the responsibility of the learners.
Moreove, without the mainstay of a course book, a lack of aims may come about.
This leads'to the final syllabus design to be examined ; the proportional approach
as propounded by Yalden (1987).

The Proportional Approach

The proportional syllabus basically attempts to develop an "overall
competence”(Op. Cit. : 97). It consists if a number of elements with theme playing -
a linking role through the units, This theme is designated by the learners. It is
expected initially that form will be of central value, but later, the focus will veer
towards interactional components; the syllabus is designed to be dynamic, not static,
with ample opportunity for feedback and flexibility (ibid : 100).

The shift from form to interaction can occur at any time and is not limited
to a particular stratum of learner ability. As Yalden (ibid : 87) observes, it is important
for a syllabus to indicate explicity what will be taught, "not what will be learned".

This practical approach with its focus on flexibility and spiral method of
language sequencing leading to the recycling of language, seems relevant for learners,
who lack exposure (o the target language beyond the classroom. Bul how can an
EFL teacher pinpoint the salient features of the approaches discussed above? This
can be best done by following cutain principles of Syllabus survey which will be

the focus of. the next unit.
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SUMMING-UP What is Syllabus Design?

Syllabus design is concerned with the selection, sequencing and justification
of the content of the curriculum,

Traditional approaches to syllabus design are concerned with selecting lists
of linguistic features such as Grammar, pronunciation and vocabulary as well as
experiential content such as Topics and themes. These sequenced and intergrated
lists were then presented to the methodologist whose task it was to develop feaching
learning activities to facilitate the learning of the prescribed content.

Once a consensus had emerged concerning the principles underlying as
oralbased methodology, applied linguists then tumed attention to issues of the content
and syllabus design underlying the Method, Initial steps in this direction centered
on approaches to determining the vocabulary and grammatical content of a language
course. This led to procedures that were known as selection and gradation.

What should be selected from the totél corpus of the language and incorporated
in textbooks and teaching materials? This came to be known as the problem of
selection. Mackey (1965 : 161) comments-: "Selection is an inherent characteristic
of all methods. Since it is impossible to teach the 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 purposes and with the development
of techniques and procedures by which the language can be reduced to that which
is most useful to the learner (Macky 1965).

Two aspects of selection received primary attention in the first few decades
of the twentieth century : Vocabulary selection and grammar selection. Approaches
to these two aspects of selection laid the foundations for syllabus design in language

teaching.

1.2 Applied Linguistics and Recent Development s in
Curriculum and Course Design

In the past few years the focus of syllabuses has shifted from structure to
situations, functions and notions (o topics and fasks. In fact, as Nunan (1988 : 52)
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suggests, with the development of the latter it is palpable that "the traditional
distinction between syllabus design and merhndaiagy has become blurred." In other
words the implementation of a syllabus assumes prime importance even in the initial
stages of its design. It would perhaps be imperative to revise the notions of
curriculum and syllabus design. Curriculum Development focuses on the entire
framework of teaching and learning, It includes '

—  What knowledge, skills and values students should learn

—  What experiences should be provided to bring about expected learning
outcomes '

—  how teaching and learning in schools should be planned, executed,
measured and evaluated.

THINK ! In what ways does Applied Linguistics contribute to
Language Curriculum Development?

Syllabus Design is one aspect of Curriculum Develupment but is not 1dcntmal
with it, It is the process of deslgmng a syllabus

Curriculum Development is a more comprehensive process that syllabus
design. It includes the processes involved in determining the needs of a group of
learners, the aims and objectives for a programme to address those needs, to determine
the methods, materials and technigues needed to implement the programme.

The history of Curriculum Development starts with the notion of Syllabus
Design. In Language Teaching the process really began in 1960s though issues of
Syllabus Design emerged as a majur factor much.earlier.

Let's once again look at the approaches to Syllabus Design that emerged in .
the first part of the twentieth' century. These approaches laid the foundation for the
curriculum approaches that are in use today,

- History shows that whatever change we notice in Taﬁching methods is autuall;g'
the result of change of Curriculum design.

Many methods have been introduced, tried out and modified or even rejected
in the last hundred years. There has always been and will be a quest for the best
method.
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Some of the frequently mentioned meﬂmds. as you will recall are
—  Grammar translation Method {lﬂﬂ{} - 1900)

—  Direct Method - (1890 - 1930)

_ Structural Method (1930 - 1960)

—~  Reading Method (1920 - 1930)

—  Audio Lingual Method (1950 - 1970)

- Situational Method (1950 - 1970)

—  Communicative Approach (1970 - present)
Method

Although there has been a preference, at some point of time, of one method
over another, methods often continue in some form or another long after the}r have
fallen out of favour. (Mackey, 1965 ! 15.'}

THINK! What is the relation, then, between a Method and the syllabus?
Jot down a few points that come to your mind, Then read on ...

Methods are not only the specification for the process of Language Teaching
i.c., of the HOW of language teaching but als-:) of the WHAT ... i.e., of what should
go into the Content of instruction.

For eg. The Direct Method assumes a particular t}rpc nf syllahus with an
emphasis on the exclusive use of the target language, intensive question — 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.

When new methods arrive the initial concem is not always with the syllabus
but with the approaches to teaching and methodological principles that could be
used to support the apropriate language-driven methodology.
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Discussion questions and activities

1.

This unit is about planning and implementing language courses and
materials. What are three aspects of these processes that are of greatest

interest to you? List these in the form of questions and compare with
others.

What is the difference betwm:n syllahus dsssgn mld curriculum
development?

How are syllabuses developed in language pro programs you arc familiar
with?

What are the characteristics of a language teaching method? In what
ways do methods raise issues related to curriculum development?

How relevant are the issucs of selection and gradation. to language

teaching today? What factors influence current views of selection and
gradation?

Examine a low-level laﬁguage teaching text. What factors influence the
selection and gradation of grammatical items in the text?

Are the concepts of selection and gradation compatible with the use of
authentic texts or sources in language teaching?

How useful are word lists such as those illustrated in Appendixes 1 and
2 today?

28



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 meaning of each word. _.

FLOWER 605e

(1a)

(1b)

(2)

flower, n.
Phrase :
flower-1
flower, v
FLY B05e
fly, v.

&)

(pant 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 ﬁarr}
Flower-garden, ete.

The roses are flowering

(¢travel through the air)

~Birds fly ; aeroplanes fly

Fly an aeroplane, a kite

Special use :

)

(&)

~ Fly a flag

(g0 quickly)

Time flies

He flew to the rescue

(Phrases implying sudden rapid motion)
Fly to arms ; fly at : fly in the face of
Fly into a rage ; [fly out at]

Sent it flying : the door flew open
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86%
1%

4%
1%
0.7%
4%

39%

3.5%

14%
14%
4.8%
1.3%

1.6%



flying. adj. Flying-boat, -fish, -jump ; flying column  14%
(= fler. 6.3%, The wonl Flee, fled, .
202c is not included in the Report, -
but fled is rather necessary for narrative]

flyn. . (flying insect, especially housefly) ' 11%
FOLD 196€ | '
flod, v. Fold a piece of paper

Fold up one's clothes
Fold it uwp in paper
Fold one's arms 43%
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APPENDIX 2
Entries from Cambridge English Lexicon
A 4,500-word vocabular list grouped into 7 levels (Hindmarsh 1980)

baby o 5. adv. very much : she wants it
1. n ayoung child badly '
6, n. youngest : which of you is the 6. adv. poor : badly off
~ baby? 5. badge n. sign of occupation. office
7. adj. not fully developed : baby membership :
marrows 1 bag ;
baby-sitter a. 1. n. container for carrying solid
back things
I adv. towards the rear : head winds 77 n. lots of : bags of money
drave them back 7 v get by hunting : bag some
duick
1 n. part of the body or of an 3 baggage n. luggage:
object. opposite of front : the 2  bake
back of his head 2 v cook
2 ady, to a former state : back to 3 v harden ; these pots were
life baked in our kiln
2 ady. inreturn : fo have the 7 v. warm one's body : baking in
money back the sun at the resort
3 adv. of time: back in the 2 bakere n. .
Middle Ages 3 balance
4 ady, in retaliation: answer 3 v cause to be steady:
back: hit back balance a ruler on one
finger
4. v, reverse: he backed the car 5 n. instrument for weighing
away 6 v equate: balance the accounts
6 v, gamble on: back a cause 6 . state of equilibrivm: balance
back out of v, withdraw of power
1 badly © 7 n outstanding amount : hand in
1 adv. roughly, unlidily ; leadly the balance '
made 5 hbalcony
2 adv. much : badly in need of 5  n. platform on exterior of
repair : building

31



7  n. raised level of seating in

theatre

bald adj, without hair on head

ball

4 n,round object: cricket ball:
meatball; a bal of wool

6 n, dance: May Ball

ballet n,

ballon #. bag or envelope filled

with air

ballpoint n.

banana n.

bank .

3 n. group of persons generally
musicians

4 n. connecting piece: rubber bands

6 v jointogether

6 n. sirip: a band of colour

bandge n.

back up v. support

backbone

5 . spine

7 n. main strength: backbone of
the crew

background

4 . part of a view

T n. setting: the background o the
report
backwards

5 adv. away from front: ge back
wards

5 adv. reverse order : say the
letters backwards
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backyard n.

bad

1 adj, useless : a had worker

|  adj. unpleasant. incorrect : bad
Fanners. I

1 adj. immoral; a bad man. bad

behaviour .

adj. painful: I've got a bad head

2

4  adj, rotten : go bad
bang

5 n sudden loud noise

6 . aviolent blow

6 v strike: bang in that nail with a
hammer

bank

2. n, establishment for handling

money

5 n-aridge: bank of earth

6 . place securely: to bank one's
money ve

Bank Holiday n.

banker n.

" bankrupt adj.

bar
2
4

n. a drinking place

n, a vod of wood or metal: a@ bar
of gold

v. obstruct : te bar the door

n. obstacle : @ bar across the
road

n. place in court: prisoner at the
bar

barber 1.

T



3 bare
3 adj. naked: bare skin : bare head
6 adj. mere : kill with your bare
hands.
6 adj. very slight : a bare majority
7 v. make naked: bare one's head
3 bargain | A
3 v negotiate by argument: you
have lo bargain in a Persian
bazaar '
5 n thing bought cheaply
5 n.agreement: sirike a bargain
3 bark )
3 v ery (dogs, foxes)
3 v. cry so made

33

6 v, shout sharply, he barked his
orders

barman n,

barrel

4 n.round container: a barrel of
beer

7 n.tube: barrel of a rifie.

base :

4  n, foundation: base of a pillar

5 v establish on foundation; base
the argument ;

6  n headquarters main office: go
back to base for supplies

7 adj. dishonourable: acting from
base motives

basement n.




| APPENDIX 3
Part of an English grammatical syllabus {(from Hornby 1959)

John (Mary) Brown (Green, 'White)

This Mr, (Mrs. Miss)
) a stone (cow, horse, desk, book)
- an apple (egg, inkpot umbrella),
That my (your) bag (desk, pen, head, mouth)
These stones (cows, trees, desks, books
eges, umbrellas). - |
Those are my (your) books (pens, pencils)
This is my . left hand (eye, ecar)
That your right
What is this?
 What is that?

What are ‘these?

those?
It is a book

my pen
It's your - | pencil

) books
They are my pens
They're your pencils
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a pen or a pencil?

Is this a bag or a box?
that my book or your book?
pens or pencils?
Are these bags or boxes?
those my books or your books?
this cow? COW
Is a bird? Yes, it's a bird
that horse? horse
it my book? No, it isn't my book
your box? -your box
these cows? cow
birds? Yes, they're - bird
those horses? horses
Are .
they my books? my books
your boxes? No, they aren't | your boxes
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Unit 2 O Needs Analysis

Structure
2.0 Objectives _ .
2.1 What are needs, Who are the Users of Needs Analysis

2.2
2.3

2.4

2.5
2.6
2.7
28
2.9

21,1 The Introductionand development of the Concept of Needs
Analysis

The Purposes of Meeds Analysis
Conducting a Needs Analysis

2.3.1 Administering the Needs Analysis
Procedures for Conducting Needs Analysis
2,41 Designing the Needs Analysis

Using the Information Collected

Review Questions and Activities

Needs Analysis—-A Review Workshop
Appendix 1, 2

Reference

2.0 Objectives

Read and explore this unit. By the end of your study it is ﬂx'pucted you will
—~  understand the notion of language needs ;

~  have a clear mnnnptlﬂn of analysing needs for syllnhua designing,.
be able to design your own form for analysing needs,

— .use the information collected for designing a syllabus,

|

2.1 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, éxpectations, motivations.
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lacks, constraints and requirements (Brindley 1984, 28). Needs are often described
in terms of a linguistic deficiency, that is, as describing the difference between what
a leamer can presently do in a language and what he or she should be able to
do. This suggestes that needs have objective reality and are simply there wating
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 judgement and
reflects the interests and values of those making such a judgenient. Teachers,
learners, employers, parents, and other stakeholders (discussed in the next section)
may thus all have different views as to what needs are.”

Needs are often described in terms of languages needs, that is, as the languages
skills needed to survive in.an English-dominant society. But as Auerbach (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 schooling for their children, access to
community agencies and services, and ways of addressing exploitation and
discrimination in the workplace.

® The users of needs nﬁalysis

A 'needs analysis' may be conducted for a variety of different users, For
example, 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, curiculum
and materials.

e  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
assessments
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®  staff of tertiary institutions, who are interested in knowing what the
expected level will be of students exiting the schools and what problems
they face.

In the case of a need analysis conducted by a private institute of langnage

needs of trainee accountants in international accounting firms, the target users might
be :

®  trainers responsible for designing 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 them
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 teachers, and
the program coordinator. In cases of large-scale needs analysis, there will be
multiple audiences for the results of a needs analysis. Determining 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.

2.1.1 The introduction and development of the concept of
Need Analysis

One of the basic assumptions of curriculum development is that a sound
educational program should be based on an analysis of learners' needs, Procedures
* used to collect information about leamners' 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 educational accountability (Stufflebeam,
McCormich, Brinkerhoff, and Nelson 1985). If providers of training programs wanted
public or other sources of funding in order 1o provide different kinds of  training
programs, they were required to demonstrate that a proposed program was a response
to a genuine need (Pratt 1980).
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Needs analysis was introduced into language teaching through the ESP
movement. From the 1960s, the demand for specialized language programs grew
and applied linguists increasingly began to employ needs analysis procedures in
language teaching, By the 1980s, in many parts of the world a "needs-based
philosophy" emerged in language teaching, particularly in relation to ESP and
vocationally oriented program design (Brindley 1984)

In this unit we will examine approaches 1o needs analysis and consider the
purposes of needs. analysis, the nature of needs, who needs analysis is intended
for, who the target popultion is, who collects information, what procedures can be
used and how the information collected can be used. (Examples of two different
needs analysis are given at the end of the unit,

2.2 The Purpose of Needs Analysis |

According to David Nunan (1998)

Need analysis in language teaching may be used for a number of different
purposes, for example:

@  to find out what language skills a learner needs in order to perform a
particular role, such as sales manager, tour guide, or university student -

® io help determine if an existing course adequately addresses the needs
of potential students

@  to determine which students from a gmui: are most in need of training
in particular language skills -

® (o identify a change of direction that people in a reference group feel
is important

® (o 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
ekperiencing. i

According to John Munby (1978) it is important for the syllabus designer
to collect information on each of the following components :
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Participant (Age, Sex, MT_. proficiency in L.)

Purposive Domain (Why L, is needed) .

Setfing (environment in which the target language will be. employed)
Nature of interaction (with whom?)

Instromentality (face to face / indirect)

Target level (degree of mastery)

Communicative event (productive / receptive skills needed)
Communicative key (attitude / tone)

REVIEW

®  How important is it for a teacher to be aware of these components?

® Why is it importaht / not important?

® Discuss and make notes,

The most sophisticated application of needs analysis to language syllabus

design is to be found in the work of John Munby (1978). The model developed

by Munby contains nine elements. According to Munby, it is important fr:ur the
syllabus designer to collect information on each of these components:

1

FParticipant

Under this.component is specified information relating to the leainer's identity
and language skills. These will include age, sex, nationality, mother tongue,
command of target language, other languages, etc. It is therefore similar in
some respects to the learner analysis which has already been.described,

Purposive domain

This catepory refers to the purposes for which the target language is required.
Setting '

Under this parameter, the syllabus designer must consider the environments
in which the target Ianguage will be employed.

Interaction

Here, the syllabus designer needs to consider the people with whom the learner
will be interacting,



5. Instrumentality

Instrumentality refers to the medium (whether the langnage is spoken or written,
receptive or productive), the mode (whether the communication is monologue

or dialogue, written or spoken, to be heard or read), and the channel (whether
the communication is face-to-face or indijrect).

6.  Dialect
Here the variety and/or dialect us specified.
7. Target level

Here us stated the degree of mastery which the learner will need ‘to gain
over the target language.

8.  Communicative event
This refers to the productive and receptive skills the leamner will need to master,

9.  Communicative key

Here, the syllabus designer needs to specify the interpersonal attitudes and
tones the learner will be required to master,

- TASK 1
Do you think that the Munby approach is principally concerned with
the collection of objective or subjective information?

The Munby approach Has received criticism from many guarters for being
too mechanistic, and for paying too little attention to the perceptions of the learner.
As it is lso developed with reference to individual learners, it may ultimately be
self defeating for classroom teaching. '

Criticisms of early needs analysis work led 10 a change of emphasis, with
a greater focus on the collection and utilization of subjective information in syllabus
design, This chage in emphasis reflected a trend towards a more humanistic
approach to education in general.

Humanistic education is based on the belief that learners should have a say
in what they should be learning and how they should learn it, and rt:ﬂr.ctg the nq_ti_t;in .
that education should be concerned with the development of autonomy in the learner.
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Apart from philosophical reasons for weaning learners from dependence on teacher
and educational systems, it is felt, particularly in systems where there are insufficient
resources to provide a complete education, that learners should be taught independent

learning skills so they may continue their education after 'the completion of formal
instruction,

Like most other aspects of language syllabus design, nceds analysis procedure
have attracted criticism from a variety of sources—from teachers who feel learner
independence detracts from their own authority and status in the classroom, from
some education authorities who feel that syllabus decisions. should be made by
experts not learners, and by some leamers themselves who feel that, if a teacher
or institution asks for the learner's opinion, it is a sign that they do not know what
they are doing,

The discussion relating to the role of the leamer in syllabus design illustrates
the point made ‘earlier, that most decisions are underpinned by value judgement
derived from the planner's belief system, -Al syllabuses, indeed, all ~aspects  of the
curriculum, including methodology, and learner assessment and eviluation are
underpinned by beliefs about the nature of language and language learning,

TASK 2

What views on the nature of Ianguage and langnage learning do you |-

' think underly the Munby view of needs-based syllabus design as this
“has been described nhnve

The approach to ‘syllabus design promoted by Munby has led, in some
instances, to syllabuses with a narrow focus such as ‘English for Nurses' and 'English
for Medical Science'. The assumption behind the development of some . such
syllabuses is that there are certain aspects of language which are peculiar to the
contexts in which it is used and the purposes for which it is used. For example,
it is assumed that there are certain structures, functions, topics, vocabulary items
conceptual meanings, and so on that are peculiar to the world of nursing and which
are not found in 'general’ English.

Itis also assumed that different areas of use will require different communication
skills from the learner, and. that these need to be specifically taught:for the area -
of use in question.
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TASK 3

‘What are_'jrnu_r thoughts on these views?

For most people, the idea that a given language is divided into lots of
subordinate and discrete 'universes of dfsmgrse’nr ‘mini-languages' is unsatisfactory,
It does not seem to be consistent with their own experience of language, Analysis
of the language. used in different domains sems to indicate that, apart from certain
technical terms, linguistic elements are remarkably similar, It is argued that, whatever
learner’s final communicative purposes are, they should be taught those elements
that represent a ‘common core' of language. (Adapted Nunan, 1988)

Any ESL programme (e.g., for ESL students in public schools) Linse (1993)
identifies the following purposes for needs analysis :

to compile a. demographic pmﬁl_r:, of all the languages and language
groups tepresented by the students

to assess their level of language acquisition in their native language and
in English

to determine their communicative abilities in English
to determine their furmal'l-knnwlcdgn of English-
to find out how students use language on a daily basis

to determine what English languaga'skﬂls are necessary to enable students
1o participate in all school and community activities in English

to find out what prior experiences students have had with formal
education

to determine the attitudes of the students and their 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.
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2.3

Conducting a Needs Analysis

. The first step in conducting a needs analysis is.therefore to decide exactly
whal its purpose or purposes are. For example, when a needs analysis of restaurant
employees is conducted, the purposes might be :

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
emp!nye:es have on the job

to identify employees’' percepunn of language difficulties tht’:}r face on

the job

to asceriain the types of transactions employees typically perform. in
English

to determine the lanpuage characteristics of those transactions

lo assess the extent to which enipiﬂ}'ees' needs are met by éurrcntl].r
available programs and textbooks,

In many cases, learners' langnage needs may be relatively eas;-,r lo determine,
particularly if learners need to learn a language for very specific’ purposes, for
example, employment in fields such as tourism, media, or the hotel industry. In
this case the tasks employees typically carry out in English 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' right. Linse comments :

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 their political and/or cultural hackgrounds {Lm.re. in Hudelson 1993,

46).
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In other cases, learner's needs may-not be so immediate—fo example, students
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 thmigh the students may not _haw: any immediate
perceptions of needs, curriculum planners will generally have consulted employers,
parents, and others to find out what knowledge of English they expect high school
leavers to achieve. In many countries, the introduction of English or another 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, history,
and physical education are included in the school curriculum illegible analysis of
students studying foreign_languages at a New Zealand . university (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

®  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 learners to be included
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 need analysis. Sampling
involves asking a portion of the potential porpulation instead of the total population
and seeks to create a sample that is representative 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 subgroup within the sample.

2.3.1 Administering the needs analysis

Planning a needs analysis involves deciding who will administer the needs
analysis and collect and analyze the results. Needs analysis vary in their scope and
demands, from' a survey of a whole school population in a country 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
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or three intersted 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 Appeldix 1), the following were involved :

®  the research team made up to two academics and a research assistant

®  colleagues in different deapartments who discussed the project and
reviewed sample questionnaires

&  students who piloted the questionnaire

®  academic staff of the university who administered some of the question-
naires

®  secretarial support involved in reparing questionnaires and tabulating data

In some language p:ograrns' informal needs analysis is part of a teacher's
ongoing responsibility, 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 chails with either individual
students, groups of students, or the whole class in order to select a focus Jor 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 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 Dowsert 1986, 47-49)

Information collected in this way may mmp]ement information collected
ﬂlrﬂugh more formal means.

2.4 Prncedures for Conducting Needs Analysis

Instruments and Sources for gathering information

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.
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Since any one source of information is likely to be incomplete or partial, a triangular
approach (i.e., collecting information from two or more sources) is advisable. Many
different sources of information should be sought. For example, when a needs
analysis of the writing problems encountered by foreign students enrolled in Indian
universities is conducted, information could be obtained from the following sources:

@  samples of student writing

®  fest data on student performance

®  reporis 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

@ cxamples of writing assignments given to first-year university students,

Procedures for collecting information during a needs analysis can be selected
from among the following.

1. Questionnaires

Questionnaires are one of the most common instruments used. They are
relatively easy to prepare, they can be used with lsrge numbers of subjects, and
they obtain information that is relatively easy to tabulate and analyze. The-}' 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. A
questionnaire designed as a basis for planning courses in Cantonese for non-Chinese
residents of Hong Kong secks informaiion on the following,
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®  situation on which Cantonese could be used

®  self-assessment of curent proficiency level in Cantonese
®  previous experience of Cantonese courses.

®  views on textbooks for leaming Cantonese

®  views on approaches to teaching Cantonese

@  learning-style preferences

@ vicws on Cantonese as a language

A disadvantage of questionnaires, however, is that the information obtained
may be fairly superficial or imprecise and will often need follow-up to gain a fuller
understanding of what respondents intend. It should also be .recognized that there
are many badly designed questionnaires is educational research, and it is advisable
to become familiar with the principles of good questionnaire design to ensure that
the information obtained is reliable. Piloting of questionnaires is essential to identify
ambiguities and other problems before the ‘questionnaire is administered. Some issues
involved in the design of questionnaires are given in Appendix 2 which provides
a sample needs analysis survey form.

2. Seli' 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 interview in
English. The disadvantage of such and instrument is that it provides l:ml},l'
impressionistic information and information that is not very precise.

3. 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 feasible
for smaller groups. An interview may often be useful at the preliminary stage or
designing a questionnaire, since it will help the designer gf.:t a sense of what topics
and issues can be fncussed 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-fice or over the telephone.-
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4. Meetings

A meeting allows a large amount of information 1o be collected in a fairly
short time. For example, a meeting of teachers on the topic "students" problems
with listening comprehension might generate a wide range of ideas, However,
information obtained in this way may be impressionistic and subjective and reflect
the ideas of more outspoken members of a group.

5. Observation

Observations of learners' behavior in a target situation is another way of
assessing their needs, For example, observing clerks performing their jobs in a bank
will enable the observer to amive at certain conclusions about their language needs.

However, people often do not perform well when they are being observed,
s0 this has to be taken into account. In addition, observation is a specialized skill,
Knowing how to observe, what to look for and how to make use of the information
obtained generally requires specialized training,

6. Cnl]e:c:ting learner language samples

Collecting data on how well learners on different language tasks (e.g., business
loans, interviews, telephone calls) and documenting the typical problems they have
is a useful and direct source of information about learners' language needs. Language
samples may be collected through the following means :

®  written or oral tasks ! Examples of students written. or oral work are
collected.

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

i achievement fests : 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,"

7. 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 seiting and assessment of
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the linguistic characteristics and demands of the tasks. For example, a hotel employee
might have to perform the following tasks in English

®  greet hotel guests

®  inquire about their accommodation needs

® inform them of accommodation a;railab!e at the hotel.
®  help them make a suitable choice of accommodation.

®  handle check-in procedures.

2.4.1 Designipg the meeds analysis

Designing needs analysis involves choosing from among the various options
discussed above and selecting those that are likely to give a comprehensive view of
learners' needs and that represent the interests of the different stakeholders involved.
Decisions have to be made on the practical procedures imvolved in collecting, organizing,
analyzing, and reporting the information collected. It is important to make sure that the
needs analysis does not produce an information overload, There needs to be a clearreason
for collecting different kinds of information so as to ensure that only infomation that will
actually be used is collected. In investigating the language needs of non-English-
background students at a New Zealand university (Gravatt. Richards, and Lewis 1997),
the following procedures were used.

1. literature survey

analysis of a wide range of survey questionnaires
contact with others who had conducted similar surveys
interviews with teachers to determine goals

identification of participating departments

A e T

Presentation of project proposal to participating departments and
identification of personel in each department

T

development-of a pilot student and staff questionnaire
8. review of the questionnaires by colleagues
9. piloting of the questionnaires

10. selection of staff and student subjects.
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11.
12.
13.
14.
I5.
16.

developing a schedule for collecting data

administration of questionnaires

f-_:illuw—upl interviews with selected participants
tabulation of responses

analysis of Tesponses

writing up of report and recommendations.

In smaller-scale needs analysis such as that of a teacher or group of teachers

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,

2.5 Using the information collected

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 difficuities are encountered

comments most often made by people on learners' performance
frequencies with which different transactions arc carried out
perceived dificulties with different aspects of language use
preferences for different kinds of activities in teaching,
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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' pmhlems

frequencies of linguistic items or units in d:fferem lexts or situations,

In the course of carrying out a needs analysis, a large number of potential
needs may be identified. However, these needs will have to be prioritized because
not all of them may be practical to address in a language program, or perhaps the
time frame available in the program is suitable for needs analysis produces
information that can be used in different ways.

For example :

If may provide the basis of the evaluation of an existing prﬂgram or
a component of a program.

It may provide the basis for planning goals and nhjéctivea for a future
program,

It may assist with developing tests and other assessment procedures.

It can help with the selection of appropriate teaching methods in a
program.

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

It may provide information that can be used as part of a course or
program 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 application will be discussed in the units that follow.
Although a major application of needs analysis is in the design of language
programmes, before a progrmme can be designed additional information is needed
on factors that can have an impact on the programme, The identification of the
these factors and the assessment of their likely impact form the focus of the next

fﬂw units.
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2.6 Review questions and actitvities

Needs analysis is applicable in situations where students have very
specific language needs. However; it ‘can be used in situation where
learner's needs are not so specific, as in the case of students learning
English as a second language in a school setting. What might the focus
of a needs analysis be in this situation?

If you were planning a needs analysis for the situation in which you
teach, what information would you seck to obtain?

Discuss the concept of "Stakeholders" in planning a needs analysis in
relation to a context you are familiar with. How can the concerns of
different stakcholders be addressed?

If you were designing a needs analysis for secretaries working in

business offices, what target population would you include in the needs

analysis? What kind of information would you need from each member
of the target population? -

Suggest four different needs analysis procedures that could be used to
collect information about the language needs of hotel receptionists. What
are the advantages and limitations of each procedure?

Suggest situations in which a case study would provide useful information
during a needs analysis.

Design a shorl 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?

Prepare a set of questions to.be used in a structured interview for use

in a needs analysis of the language needs of radio jockeys or call centre
personnel.

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 carried

out by people in that occupation. Suggest the language requirements of
each task.

53



2.7 Needs Analysis — A Revies Workshop

1,

Can you think of any of the ways in which our beliefs about the nature
f language and language learning might influence our decision-making
on what to put into the syllabus?

How do we grade it?

Do we want the leamer to gain mastery over the grammatical,
phonological and vocabulary elements of the target language?

Do we want the learner to be able to do what he needs/wants to do
in/with the target language?

Can we design a syllabus without any information about the learners?
What are the factors that help in deciding what to include in the syllabus,

What techniques and procedures are available for collecting information
about learners?

TASK : 1. Most of the literature on NEEDS ANALYSIS is concerned with
the LEARNER. Can you think of any other areas of information that need (o be
collected? Discuss in groups.

2. Study the sample of a Needs Analysis survey. Which of the information
included is likely to be useful for planning purposes?

3. Study the model suggested by John Munby (1978). Do you think it is

relevant in your situation?

4. Study the framework below and design a tentative syllabus for your students,

ELEMENTS : EXPONETS

Real World learning goals

Functions

Grammatical items

Situations | .

Topics and themes

Learning tasks & activities

Management procedures

[Adapted from Syllabus Design, David MNunal, 1998]
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2.8 Appendix 1, 2

Appendix 1

Needs analysis of non-English-background students and ﬂz.eir English
language needs at the University of Auckland (Adapted : Numan, 1998)

This is an example of needs analysis conducted in order to evaluate whether

currently available language courses meet the needs of non-English-background
learners at the university.

Context

The* University of Aucklandd, Auckland, New Zealand. The largest of New
Zealand's seven universities with a student propulation of some 26,000 in 1997,.

Bacﬁgmund

The number of students for whom English is a second language has increased
steadily since 1990, and continues to do so. In some faculties as many as 30 percent
of the students are ESL students.

@  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 that more data were needed rcgardmg the problems expencnccd
by ESL students.

@  This prompted a needs analysu, initiated to assess these problems, using

two questionnaires to survey staff and ESL., students pe:rccptmns ACross
the university.

@ The study looked at the language demands placed on ESL studcnts,
problems, experiences, and suggestions for improving the situation,

Method

Staff questionnaire : This included some questions from similar instruments
developed in other institutions as well as nthers specific to issues at the university.
The questions were organized into the following sections.
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®  background information concerning the course or paper the lecturer was
describing,

®  overview of problems experienced by ESL students in the course/paper.

®  linguistic demand of the course/paper in the areas of listening, speaking,

reading; writing, as well as the difficulties experienced by the studenits
in these arcas,

®  suggestions as which language skills should be focussed on in courses
for ESL students.

®  modification made in teaching or in examinations is a result of the
difficulties experienced by ESL student.

The questionnaire was piloted and revised before it was distributed. Respondent
there identified by the heads of all fifty-one departments at the university. The results
were analyzed overall and by faculty.

Student questionnaire : The student questionnaire was a modified version
of the staff questionnaire. The structure was similar but with less emphasis on
language expectations and greater emphasis on problems being -encountered. The
questionnaire was piloted before distribution. The questionnaire was distributed to
students enrolled in all courses that were identified in the staff questionnaire as having
a high proportion of ELS students, In all, 302 student questionnaires were completed.

Product

A fifty-seven page reoport was produced that described the results of the two
survey questonnaires together with a series of recommendations,
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Appendix 2
Needs analysis questionnaire for nan-En;;Iish-backgmund students

Student questionnaire used at the University of Auckland, New Zealand
(from Gravatt, Richards, and Lewis 1997)

Institute of Language Teﬁr:hing and Learning

NEED ANALYSIS OF ENGLISH AS A SECOND LANGUAGE
STUDENT -STUDENT VERSION

This guestionnaire is part of a project being carried out by the Institute of
Language Teaching and Leaming 1o determine what the language needs of students
whose fiist or dominant language is not English (ESL students) attending the
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 being surveyed. It would be appreciated if you could complete
this questionnaire. Which shounld take approximately 20 minutes.

The term 'N/A' is used in this questionnaire. It means 'Not applicable’
and is the appropriate response if a guestion does not apply to you.

With which of the following groups do you identify? (Please tick the
appropriate box): :

[ Pacific Island — Which? [ =]

[ Asian — Which country? | : ]

[] Other (please specify): — ]

How many years have you been studying at’ Auckland Uﬁi\rc_rsity —=
(including 1977)? )

What is your current course of study? I ]

. Please complete this questionnair with regard to the course you have
specified here.
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A.  Overview of Skills Needed and Difficulties Encountered

In your course of study, how often are you expected to use the following
skilled (please circle)

Very often Often Sometimes Rércly . Never

Reading 1 2 3 - - 4 3
Writing 1 2 v .3 4 5
Speaking 1 2 3 4 5
Listening 1 2 3 i 5

How often do you have difficulty with each of these skills? (please circle),
Very often . Often Somefimes 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 3

B. Génﬂmi Statements
Please circle the appropriate response :
How important to succeed in your course of study are the following abilities?

High ‘Moderate Low
1. Listening to English 1 2 3 4 5
2. Speaking English 1 2 3 4 5
3.  Writing English 1 2 3 4 5
4, Reading English 1 2 3 4 5

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

High Moderate Low
1. Listening to English 1 7 3 4 5
2. .Speaking English : | 2 % 4 5
3.  Writing English : | 2 3 4 5
4, Reading English 1 2 3 4 5
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Speaking and Listening Skills
How often do you following happen to you

1.

Always Often Sometimes Never N/A
Receive low garden in 1 2 3 4 5
tasks involving class
participation
Have (difficulty working 1 2 3 4 5
in small groups during
class
Have difficulty working 1 2 3 4 5
with other students on
out-of-class projects
Have trouble leading R 2 3 4 5
class discussions :
Have difficulty participating 1 2 3 4 5
in large proup
discussions or in debates ;
Have difficulty interacting 1 2 3 4 5
with student demonstrators.
in labs, tutorials, etc.
Struggle with out-of-class "1 2 . 3 - .4 5
assignments which require
interaction with native
speaker of Enlish

Speaking Skills
How often do you following happen to you? -

Always Often Somefimes Never N/A °
Have difficulty giving 1 2 3 4 5
oral presentations.
Have trouble wording | 2 3 4 5
what you want to say )
quickly enough
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Always - Often Sometimes - Never N/A
3. Worry about saying 1 2 3 4 5
something in case you
make a mistake in your

English

4. Not know how to say 1 2 3 4 i
something in English

5. Not know the best way to 1 2 3 4 5
say something in English

6. Have difficulty with your 1 2 3 4 5
pronunciation of words.

7. Find it difficult to enter 1 2 3 4 5
discussion.

8. Other (please specify) : 1 2 3 4 5

Listening Skills

How often do you following happen to you?
Always Often Sometimes Never N/A

1. Have trouble undertaking 1 2 3 4 3
lectures.

2.  Have trouble taking 1 2 3 B S
effective notes : .

3. Have to ask staff questions 1 2 3 -4 5

to clarify material you
have been taught
4. Have trouble under 1 2 3 4 3
standing lengthy
descriptions in English



5. Have trouble under-
standing spoken
instructions.

6. Have trouble under-
standing informal
language

7. Have trouble under-
standing the subject
matter of a talk.

i.e., what is being talked about.

8. I also have difficuity
with (please specify)

Always. Often Sometimes Never N/A

1

3

I have problems understanding lecturers or other student because :

10,
11.

12,

13,

They talk very fast
They talk very quietly
Their accents or pronun-
ciation are different from
what 1 am used to.
More than one person is
speaking, é.g.. in gfnup
discussions,

Other (please specify) :

Sometimes

p
2
2

4 5
4 5
4 5
4 5
Never

34
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K. 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 :

Importance Frequency
'..; of problems
hs ;
e e
$E53 §555
12 3 4 Using correct punctuation and spelling ) S
12 3 4 Structuring sentences B S
12 3 4 ‘Using appropriate vocabulary 1 2.3 4
12 3 4 Organising paragraphs. I 234
12 3 4 Organising the overall assignment. 1 2 3 4
1 2 3 4 . Expressing ideas appropriately. 1 2 3 4
12 3 4 Developing ideas. O R
12 3 4 Expressing what you want to say clearly, I 2: 3 4
12 3 4  Addressing topic. ' i 2.3 &8
12 3 4 .Addpting appropriate tone and style, 1 2 3 4
1 2.3 4  Following and revising your writing. 1 2354
12 3 4 Overal! “writing ability. 1 2 3 4
1 2 3 4  Completing written tasks (e.g., exams. tests) 1 23 4
within the time available. '
b2 3094 Other (please specity) : 1 2 3 4

G. Reading Skills

The following questions concern the readmg tasks required of you during the
course. Please indicate.
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a)  which of the following types if 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 2 |
2.  Newspaper articles Yes/No 1 2 3
3.  Works of friction Yes/No 1 ¢ ST 3
4.  Entire reference or text Yes/No | 2 3
books
5. Selected chapters of books Yes/No 2 3
6. Photocopied notes Yes/No 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/MNo 1 2 3

Indicate how often you have difficulty with each of the following:

Very Ofien Sometimes  Never

10. " Understanding the main points of text 1 2 3 4 5
11. Reading a text quickly in order to 1 2 3 4 5
establish a general idea of the content
(skimming).

12. Reading a text slowly and carefully in 1 2 3 4 v 3
order to understand the details of the text, -

13. Looking through a text quickly in order 1 2 3 4NES
to locate specific information (scanning).

14, Guessing unknown words in a text. 1 2

15. Understanding text organisation 1 2 3 4 5

E-S
Lh
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Sometimes Never

& v oA W

16. Understanding specialist vocabulary 3 4 5
in a text. '
17. Reading speed 1 3 4 5
18. Reading in order to respond critically 1 3 4 5
19. Understanding a writer's attitude and 3 4 5
purpose. 3
20. General comprehension 1 3 # 5
21, Other (Please specify) : 1 3 4 5
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 yon? Rate the importance of each (please circle):

Moderate |

10.

Listening to pronunciation/intonation
stress patierns of New Zealand English

Lecture notetaking
General listening comprehension

Giving formal speeches/presentations

. Participating cffectively in discussions

Communicating effectively with peers
in small group discussions, collaborative
projects, or oul-of-class study groups

Communicating effectively with staﬂ’
in or out of class

- Library skills

Essay writing
Lab report writing

High

1

D =~ TR = O )

[ S - T o S S

2

3

W W W W

4

B e Gl R

-9

Low

3
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High  Moderate Low

‘11, Creative wriling 5 Sl T 4 5
12. Writing case studies 1 -4 4 5
13. Describing objects or procedures g S 4 5
14. Writing introductions and conclusions 1 2 3 4 5
15. Writing references and quotations 1 @& 3 4 5
16. Formulating coherent arguments 1: 2..3 4 5
17. Sﬁmma:ishg factual informations P 2 3 4 5
18, Synthesizing information from more ; S 4 5

than one source

19, Analysing written materials, 1. 2. 3 4 5
20, Knowledge of vocabulary : S 4 5
21. Reading quickly 1 2. 3 4 5
22, Reading critically 1 2 3 4 5
23. Reading for auther's viewpoint 1 2 3 4 5
24. Summarizing material 1 % 3 4 5
25. - General réading comprehension 1. 3 3 4 5
26. Other (Please specify andrate): — 1 2 3 4 §-

¥ A Assistance Available

Are you aware of the course available at the Student Learning Centra 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 takm
and how useful they were :

Course Very useful No use at aIl
| 1 2 3 4 5
1 B teed il 5

| B & 3 4 s
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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 ovérheads more in [[] Having more multiple choice
lectures lests

[] Simplifying the material [] Providing summaries of
covered i_r:';partant'maieriéls

[7] Having less class involvement [] Reducing the amount of
during lectures reading

[] Providing more phutucup:ed - [[1 Giving additional tutorials
- notes

| Other {plaas; specify) :

K. Additional Comments

Do you have any other comments which might be helpful is assessing what
English skills are expected of you by the University, what specific difficulties you
encountered 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 :

L. Additional Information

If we should like more information from you, would ynu be prepared to be
interviewed? Yes/No

If so, please gwc_;.rlnur :
Name ; __ :
Contact telephone number :

THANK YOU FOR YOUR ASSISTANCE
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‘Unit 3 O Needs, Goals & Objectives

Structure

3.0 Objectives

3.1 Introduction

32 Needs Analysis and Data Colléction
3.3 Statement of Objectives

34 From Needs to Goals and Objectives
3.5 Types of Objectives

3.6 Specification of Uhjec-tives

3.7 Performance ﬂhje_ﬁives in Language Teaching
3.8 Process and Product Objectives

19

Conclusion

3.0 Objectives

This unit help you to-

—relate the various aspects of Needs Analysis with its hp_;ﬂicatiun Syllabus
Design. '

~develop, course goals from-learner goals,

—specify various types of objectives in language teaching.

3.1

Introduction

In this section we shall look at some of ‘the ways in which the concepts and

processes introduced in the previous units have been applied.
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3.2 Needs Analysis and Data Collection

In Unit 2 we saw that needs analysis refers to a family of procedures for
gathering information about learners and about éommunication tasks for use in
syllabus design.

The follpwing sets of data, extracted and ‘adapted from Munby (1978) show
the soris of information which can be collected through needs analysis. (Adapted
Nunan, 1992)

Student A

Participant : Thirty-five-year-old : Spanish-speaking male. Present command
of English very elementary. Very clementary command of German.

Purposive domain : Occupational-to facilitate duties as head waiter and relief
receptionist in hotel.

Interaction : Principally with customers, hotel residents and reservation seekers,

Instrumeniality ;- Spoken and writien, productive and receptive language. Face-
to-face and telephone encounters.

~ Dialect : Understand and produce standard English ; understand Received
Pronunciation (RP) and General American,

Communicative event : Head waiter attending to customers in restaurant ;
receptionist dealing with residents' / customers' enquiries / reservations, answering
correspondence on room reservations. '

Cummunicative key : Official to member of the public, server to customer,
Formal, courteous.

Student B

Participant : Twenty-year-old Venezuelan male. Elementary command of
target language. No other langnages.

Purposiveﬂqmain : Educational-to stﬁd}' agriculture and cattle breeding.
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Setting : Educational Institution in Venezuela. Intellectual, quasi-professional
psycho-social selting.

Interaction : Principally with teachers and other students,

Instrumentality : Spoken and written, receptive and productive, Face-to-face
and print channels, '

Dialect : Understand and produce Standard English dialect, understand General

Americal and RP accent.

Communicative event : Studying reference material in English, reading current
literature, taking lesons to develop ability to understand agricultural science material,

Communicative key : Leamer to instructor.

TASK

In what ways is this second learner similar to or different from
the first learner?

Are there enough similarities for both learners to be placed in the
same programme?

Choose any learner. In designing or adapting a syllabus for the -

learner, which information would you utilize and which would you
ignore?

3.3 Statement of Objectives

TASK (adapted from Nunan, 1998)

Study the following lists of objectives and see if you can identify what

distingnishes one list from another. Make your own notes.
List 1

to complete the first ten units of 'Learning English'

to’teach the difference between the present prefect and the simple past
fenses.

to provide learmners with the ﬂppﬂrtunity; of comprehending authentic
language.
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List 2

—  Students will take part in a role play between a shopkeeper and a
customer.

—  Students will read a simplified version of a newspaper article and answer
comprehension questions on the content.

—  Students will complete the patiern practice exercise on page 50 of
Beginner's English.

List 3

—  Learners will obtain information on train departure times from a railway
information office, :

—  Learners will provide personal details to a government official in a formal
interview.

—  Learners will listen to and comprehend the main points in a radio news
bulletin,

The curriculum model of Tyler (1949) is based on the use of objectives, and
his book was very influential in promoting their use. Tyler suggested that there were
four ways of stating objectives :

1  specify the things that the feacher or instructor is fo do
2 specify course content (topics, concepts, generalizations, etc)

3 specify generalized. patterns of behaviour (e.g. 'to develop critical
thinking').

4  specify the kinds of behaviour which learners will be able to .exhibil
after instruction

e Now compare your own notes with Tyler's ways of stating objectives.
Then move on and world out the tasks that follow.

TASK
—  Which of these ways of stating objectives do you think is likely io
be most useful? Why?
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— What criticsms, if any, would you make of the other methods?
— Can you think of any other methods of stating objectives?

®  Which data do you think a syllabus designer with a product
orientation might focus on?

®  Which data do you think a syllabus desigiier with a process

orientation might focus on ? What additional data might such a
person require? : '

3.4 From Needs to Goals and Objectives

As we have seen in the previous unit, goals come in many shapes and forms,
They can refer to cegunitive and affective aspects of the learner's development, what
the teacher hopes to achieve in the classroom, what the teacher-hopes the learners
will achieve in the classroom, the real-world communicative tasks the learners should
be able to perform as a result of instruction, and so on.

Product-oriented goals can be derived directly from the leamers themselves.
that is; by asking the learners why they arc leaming the language. Alternatively,
they can be derived by syllabus: designers through a process of introspecting on
the sorts of communicative purpose for which language is used. These can either
relate to a restricted domain (as in ESP) or to the more general purposes for which
language is used. The lists of functional items developed by people such as Wilkins
and Van Ek were the result 1o attempts of describe and categorize all the different -
things that users of a language might want to do with. that language,

In considering needs and goals, we should keep in mind that the teacher's
syllabus and the learner's syllabus or 'agenda’ m:ght d:ffcr One of the purposes
of subjcctwe needs analysis is to involve learners and teachers in cxchanging
information so that the agendas of the teacher and the learner may be more closely
aligned. This can happen in two ways. In the first place, information provided by

learners can be used to guideé the selection of content and leamning activities,

Secondly, by providing leamers with detailed information about goals, ob_le:ctwem
and leaming activities.

Learners may come to have a greater appramatmn and acceptance, of the
Ilearning experience they are undertaking or about to undcrmkc_ It may be that learners
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have different goals from. those of the teacher simply because they have not been
informed in my meaningful way what the machér’; goals are, -

Some of the purposes which learners, teachers, and syllabus planners in the
Australian Adult Migrant Education Program have articulated are as follws;

to develop skills in learning how to leamn
to develop the skill necessary to take part in academic study

to develop an appreciation of the target society and culture

to develop sufficient oral and written skills to obtain a promotion from
unskilled worker to site supervisor

to communicate sucialijr with members of the target or host community -
to develop the survival skills necessary to function in the host community
to establish and maintain social relationships

to be able to read and appreciate the literature of the target culture .

to comprehend items of news and information on current affairs from
the electronic media.

To what extent do j&u think it possible for information such as this
fo be used to modify a syllabus which has been set by an outside
authority?

Would it be possible to develop a common syllabus to meet all of the
communicative needs incorporated in the above statements?

If not, what are some of the syllabus elements which might be similar,
and which might be different?

Which of the statements could be accommodated by a single syllabus?

Suggest a goal statement could cover these three learning purposes.

— o communicate socially with members of the target of host
commnunify : :

— o develop the survival skills necessary fo function in the host
COmmenity

~ to establish and maintain social relationships.
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The following nine general communicative goals were developed as part

of a curticulum for students learning second and foreign languages at the school
level. The goals were not derived diréctly from learners, but from an analysis carried
out by syllabus planners, experienced teachers, and educational authorities,

Instruction should enable learners to :

|

participate in conversation related to the pursuit of common activites with
others

obtain goods and services through conversation or correspondence.

establish and maintain relationships through exchanging information,
ideas, opinions, attitudes, feelmgs experiences, and plans.

make social arrangements, solve problems, and come to conclusions
together

discuss topics of interest

search for specific information for a given purpose, process it, and use
it in some way

listen to or read, information, process it and use it in some way

give information in spoken or written form on the basis of personal
experience

listen to, or read or view, a story, poem, play, feature, efc,, and respond
to it personally in some way

Thes have been adapted from the Australian Languages Levels (ALL) Project.
For a detailed description of the project. see Clark (1987 : 186 - 237)

TASK -

To what extent do these statements represent the sorts of things which

learners might wish to do in real life?
How comprehensive is the list?
Are there ﬂl’lj!' omissions or areas of oW?

Match the All Project goal statements with -ﬂw uniis from The
Cambridge English Course, Book I or from any other coursebook you
are familiar with.
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3.4 Types of Objectives

Whether one moves from a specification of objcctivf:s to content and activities
or the other way round will depend on the type of syllabus being developed, and- .
the role which the objectives arec made to play, In some rational’ curriculum processes
(Tyler 1949), objectives are specified before content and activities because their
principal role is to act as a guide to the selection of the other elements in the
curriculum, In the more interactive approaches to curriculum and syllabus design
which have replaced the 'rational' approach, objectives can be useful, not only to
pguide the selection of sfructures, functions, notions, tasks, and so on, but also to
provide a sharper focus for teachers, to give leamers a cléar idea of what they can

expect from a language programme, to help in developing means of assessment and
evaluation, and so on,

In units 1 & 2 we looked at some of the starting points in syllabus design
and at the relationship between learner purpose and syllabus goals.

Goal statements are relatively imprecise. While they can act as general
signposts, they need to bg stated in detail in order to provide information for course
and programme planners, This can be achieved through the specification of
-objectives. In this unit, we shall see that there is no conflict or opposition between
objectives, linguistic and experiential content, and learning activities, In fact,
objectives are really nothing mote than a particular way of formulating or stating
content and activities.

® Write your own. definition of course objectives before you read on.

3.5 Specification of Objectives

The term objective is a loaded one which has caused a lot of debate within
the educational community. There is disagreement about the nature of objectives
and also about the precision with which they should be formulated. Some curriculum
specialists maintain that no sound instructional system could possibly hope to emerge
from a syllabus in which content is not stated in the form of objectives. Others
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argue that the process of specifying content in terms of objectives leads to the
trivialization or that content. There are, of course, different types of objectives and
some of the controversy surrounding their use could well be a result of a lack of
clarity about just what is meant by the term itself,

Tyler eriticized the specification of objective in terms of what the teachers
is to do on the grounds that teacher activity is not the ultimate purpose of an
educational programme. He also regarded the listing of content as unsatisfactory
because such lists give no indication of what learners are to do with such content,
While he felt that the third alternative was on the right track in that it focussed
on student behaviour, he felt that the specification was rather vague,

He therefore suggested that the preferred method of stating objectives was
in terms of what the learner should be able to do as a result of instruction,
The statement be so clear and precise that an independent observer could recognize
such behaviour if he saw it

Other proponents of an ‘objectives approach’ to language syllabus design
argue thal specifying objectives in terms of teacher activity could result in courses
in which the objectives are achieved but the learners learn nothing and that, with
objectives specified in terms of classroom activities, the rationale is not always clear
(in other words, the links between the instructional goals and the classroom objectives
are not always explicit)

TASK Consider the data collected from students A and B on Pages 61 and 63

—  How useful do you think these data might be for syllabus design?
Which information might be most useful in syllabus design and how
might it be used?

— Do the participants have anything in common?

—  If these students were studying at the same language centre, would
it be possible for them to share part of a language programme?

—  Would the Munby approach lead to process-oriented or product-
oriented syllabuses? Can you explain your conclusion?
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Here is a rather dillerent set of data,
Name : (Deleted) |

Age: 26

Time in tarpel country ¢ 18 months
Nationality : Vietnamese

Education: Completed primary education
Occupation: Dressmaker

Proficiency; Elementary

Communicative needs: Basic oral communication skills : form filling ; reading
signs, short public notices and timetable;

LI Resources: Family; home tutor
Learning goals: Communicate with parents of children's friends

Preferred learning activities: Traditional, - teacher-directed classroom
; instruction

Availability : 2-3 x week (mornings only)
Motivation : Brought in by family
Pace: Average

(Adapted from Nunan and Burion 1985)

TASK Use information about the Vietnamese student and apswer the questions
below

— In what ways does the information provided here differ from that
provided in the Munby data?

—  Which do you think might be more useful? Why?

—  When might the information contained in the table be collected? By
whom?

—  Which af this information might usefully be collected by mnchrrs
working in an institution with a set syllabus?
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How might the information be used to modify aspects of the syllabus?
What additional information, if any, would you want to collect?

Here is some additional data extracted from the same source. This time it is
about a Russian student. Study it and answer the same questions,

Name; (Deleted)

Age: 62

Time in target couniry ? 12 years
Narfmtla!:'ty > Russian

Education: Completed primary education
Occupation: Home duties

Proficiency: Beginner

Communicative needs: Basic oral communication skills ; wants to understand
radio and TV; wants to learn vocabulary and grammar; has difficulty
with Roman script

LI Resources: Grammar books; magazines

Learning goals: Wants 1o mix with native speakers

Preferred learning activities: Traditional, teacher-directed classroom instruction
Availability : Mornings

Motivation : Referred by family doctor

Pace: Slow

(Adapted from Nunan and Burton 1985)

3.6 Performance Objectives in Language Teaching

Objectives which specify what learners should do as a result of .instruction

are sometimes called 'perfomance objectives'. A pgood deal has been written for
and against the use of such objectives. '
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In 1972, a book on the use of performance objectives in language teaching
was published by Valette and Disick. In the book, arguments similar to those already
outlined are advanced for the use of an objectives approach to syllabus design. In
particular, it emphasizes the importance of stating objectives in terms of student
rather than teacher behaviour, and of specifying input rather than output,

TASK

Complete the following tasks which have been adapted from Valette and
Disick (1972 : 12). i

The following are examples of either studenmi or teacher behaviours,
Identify the four student behaviours by making S next to them,

1

& =2 & Lth B W 2

to present rules of-subject-verb agreement

to explain the differences between direct and indirect object pronouns
to write answers to questions on a reading selection

to model the pronunciation of dialogue sentences

to repeat after the speakers on a .tapé:

to mark whether a statement heard is true or false

to rnv_iew the numbers from one to a hundred

to describe in German a picture cut from a magazine,

The following are examples of siudent input and output behaviours, Write
O next to the four oufput behaviours.

dan

1

-1 o W R W

to pay attention in class )

to recite a dialogue from memory

to study Lesson Twelve _

to learn the rules for the agreement ﬁf'th.c past participle

to look at foreign magazines

1o atlend a make-up lab period

to write a brief composition about a picture
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— 8 to read a paragraph aloud with no mistakes
— 9 to watch a film on Spain
— 10 to answer questions about a tapéd conversation

Most syllabus planners who advocate the use of performance objectives
suggest that they should comtain three components. The first of these, the
performance component, describes what the leatner is to be able to do, the second,
the conditions component, specifies the conditions under which the learner -will
perform, and the final component, the standards component, indicates how well
the learner is to perform,

Consider the following three-part performance objective :

In a classroom simulation, learners will exchange personal details, All utterances
will be comprehensible to someone unused to dealing with non-native speakers.

The different components of the objective are as follows:
Performance: exchange personal details.
Conditions ! In a classroom simulation

Standard : all utterances to be comprehensible to someone unused to dt'..aling
with non-native speakers.

TASK

What do you see as the advantages for language syilahus deslgn of
specifying objectives in pcri‘urmance terms?

v

We have already considered some of the advantages of specifying objectives
in perfomance terms. Mager (1975), a influential proponent of performance
objectives, sees them as curriculum 'signposts’ which indicate our destination, He
rather acidly asks how we are to know when we have reached our destination if
we do not know where we are going, A cuuntcr—questmn might be: 'How do we
know where we are when we end?

3.7 Process and Product Objectives-

A distinction which is not always observed by curriculum specialists is that
between real-world objectives and pedagogic objective. (See also the distinction
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betwen real-world and pedagogic tasks.)

. A real-world objective describes a task. which learners might wish to -carry
out outside the classroom, While a pedagogic objective is one which describes a
task which the learner might be required to carry out inside the classroom. Examples
of both types of objective follow.

Read-world objective

In a shop, or department store, learners will ask for lhe_- price of a given item '
of items. Questions will be c-::-mpgehf:nsihlc to shop gssistants who are unused to
- dealing with non-native speakers, ' :

Pedagopic objective

The learner will listen to a conversation between a shoppe: and a shiop assistant
and will identify which of three shopping lists belongs to the shopper in question.

TASK
® What is the difference between these iwo objectives?
@ - Rewrite tﬁe real-woild objective as pedagogic objective,

* Another distinction which needs to be observed is between objectives which
describes what learner will be able to do as a fesult of instruction (preduct
objectives) and those which describe activities designed to develop the skills needed
to carry out the product objective (these might be called process objectives).

Process objectives differ from product objectives in that they describe, not
what learners will do as a result of instruction, but the experiences that the learner
will undergo in the ¢lassroom. These experiences will not necessarily involve the
in-class rehearsal of final performance, although they may do so. The form that
the objective takes will reveal the attitude of the syllabus designer towards the nature
of language and language learning. : '

TASK

e Study the objectives that follow. What t_ld'-'théy reveal about (their
authors' beliefs on the nature of language and language learning?
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®  What are the similarities and/or diﬂ'erénces between: these ﬂh]ECH"IFES
and the real- world and pedaguglc ohjectiws already described? (Is
there, in fact, a. différence, or are real-world nh,}ectivea the game

thing as product ohjectives, and pedagng:c uhjutwes the same thing
as process objectives?) :

1 Students will study the picture sequeﬂcle in 11_1-: studenl_:’s_ljunlé and ask and
answer wh-questions regarding location and time.

(Adapted from Hobb? 1986 : 27a)

2 Students will study a railway timetable and suhra aseries. nf problenis relating
to departure and arrival times. :}f smmﬁed train services

(Adapted from Prabhu 1987 ': 32}

The specifi canuns of process :md pmduct objectives are not necessm]y
mutually exclusive. One type specifies the means, the other the ends. It could be

argued that any comprehensive syllabus needs to specify. both process and .product
objectives,

TASK

Can you think: nt’ mur teaching contexts in which it would he uuneaessary
to spemf}r pmdm:t nhjeclwes" ;

Which type of Dhjﬂ:ll\’e is likely to bé most nseful to you as a classroom_ '
teacher?

3.8 ;Cunclﬁsmn _'

In this unit we have nxplnrcd the issue of ubj&c:wcs setting in syllahu& design,

focusing in particular on performance objectives, Some of the arguments for and
against an objectives approach were taken from general educational theory and
presented within a language teaching conitext. In hte final part, a distinction was
drawn between process and product objectives. In the next unit, we shall see how
these have been applied.
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Unit 4A O Content in Course Design

Structure

4A.0 ﬂhjectivfa's

4A.1 [Introduction ~ What is Content?

4A.2  Selecting Grammatical Componenis?

4A.3  Selecting Functional and Notional Components

4A.4 Relating Grammatical, Functional, and
National Components

4A.5  Grading Content

4A.6 What "Content' Does a Course Offer to Learners?

| 4A.0Introduction

A thorough study of this unit will help you to

~develop awareness of what is meant by 'content’

—~understand the classification of content areas, their selection

~get .a_c[car idea of the grading and development of content in a textbook

“_critically examine textbooks and their contents

4A.1 Intt*udu'ctiun

Syllabus dcslgn is {:tmr:emcd with the scluctmn sequencing and justification
of the content of the curriculum, Traditional approaches to any syllabus developed
were concerned with seleting lists of linguistic features such as grammar,
pronunciation, and vecabulary as well as experiential content such as topics and
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themes. These sequence and integrated lists were then presented to the methodologist, -
whose task it was to develop learning to facilitate the learning of the prespecified
content, — (David Nunan, 2001),

In the last twenty years or so a range of alternative syllabus models have
been proposed, including a fask-based approach. In this unit we will look at some
of the elements that a syllabus designers needs to take into consideration when he
or she embraces various approaches to creating syllabuses and pedagogical materials,

What is content as specified in any syllabus?

Here we shall be looking at some of the different ways in which the ideas
discussed already have been applied. We shall examine a number of different

syllabuses, and explore the ways in which grammatical, fuctional, and notional items
are selected, _graded, and interrelated.

The aim of this unit is to familiarize you with the ways in which these different
elements are conventionally treated, This should provide you with the skills and

knowledge you need to analyse lhc selection and grading of conient in your own
syllabuses.

4A.2 Selecﬁng Grammatical Components

We have looked at the distinction between synthetic and analytic syllabuses,
Synthetic syllabuses were described as those in which content is selected and graded
according to discrete point principles. Wilkins assumed that these would be
grammatical, but Widdowson has argued that any syllabus which consists of
inventories of discrete point items, be they grammatial functional, or nntmnal is
basically synthetic.

These days, few syllabus designers who adopt a synthetic orientation would
be prepared to defend a syllabus based entirely on grammatical forms. Most attempt
. some sort of %ynmcsis between grammatical, functional, and notional items. Later
we shall look at some of the ways in which syllabus plannnrs have tried to integrate
these various components.

We have already noted that-there is a lack of any direct one-to-one relationship
" between linguistic functions, notions, and grammatical forms. Which this leads to
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certain amount of arbitrary decision-making about which forms to introduce with
which functions, some form/function relationships naturally suggest themselves,
particularly at lower proficiency levels (For example), 'taking about oneself and
others' hardly seems feasible without some knowledge of personal pronouns, copula
'be’, and predicative adjective relating to such things as nationality.’

At these lower levels (from beginner through to lower intermediate) most
general coursebooks cover items such as the following

TASK 1

basic. sentence forms ~  quantifiers

verb morphology ~  demonstratives

noun morphology - —  definite and indefinite articles

tense forms —  prepositions

questions — connectors

negation — noun phrases, including modification
modal verbs —~ adverbials

pronouns

Match the above grammatical categories with the following items from The
Cambridge English Course, Book 1

1
2
3

_ present of re be ; possessive adjectives

A/an with jobs; subject pronouns |

noun plurals; 's for possession; present of to be (plura); have got ;
adjectives; adverbs of degree

A/an contrasted with the; adjectives before nouns ; on/ in /at with places
s Isn't that ... 7

there is/there are } simple present affirmative, this/that; Can/Could 1
. ?; tell + object + that clause ; formation of noun plurals

simple present; omission of article; like + ing; neither ... nor, object
pronouns ; af with times; by (bus); from ... unit
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7 countables and uncountables; exﬁrcssiuﬂs_'nf quantity; omission of article,
was/were : some and any ; much and many i

for + expressions of distance ; fo be with hungry, thirst, etc
9 complex sentences ; text building ; frequency advers, impersonal it
10 Have got ; both and all; look alike ; What (a) ... ?

4A.3 Selecting Functional and Notional Components

In recent years, any number of functional and/or notional typologies have made

their appearance in the market place. While there are similarities-amongst these, as

one might expect, there are also differences. This reflects the fact tha_t' the typologies

have been produced largely through intuition. The following category headings give
some idea of the diversity which is possible :

van Ek (1975)

—imparting and seeking factual information
—expressing and finding out intellectual attitudes
—cxpressing and finding out emotional attitudes
—expressing and finding out, moral attitude .

~geting things done

—socializing
Wilkins (1976)
2 md{iplity ~  rational enquiry and exposition
~  suasion - personal emotions .
—  argument —  emotional relations |
Finocchiare (in Finocchiaro and Brurrlgﬁt 1983) |
—  personal : - referential *
—  interpersonal : . —  imaginative
T = directivel- P '
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ALL Project (Clark 1987)
'~ establishing and maintaining relationships and discussing topics of interest
—  problem-solving

—  searching for specific information for some given purpose, processing
i1, and using it

— - listening to or reading information, processing it, and using it

— giving information in spoken or written form on the basis of personal
-experience

- listening to, reading, or viewing and responding to a stimulus

creating an imaginative text
(Adapted from Clark 1987 : 227-8)
The authors of these lists imply that they incorporate all of the possible uses
to which language can be. put.
TASK 2
What are the similarities and differences between these lists?

Which of the above lists do you think most satisfciorily Eaprures the various
real-world uses to which your learners might put language? Why?

Are there any omissions? If so, what are they?

4A.4 Relating Grammatical, Functional, and
Notional Components

As 'Lve have already seen, the link between grammatical, functional, and
notional components is not entirely predictable, although there are certain components
which are consistently linked together by syllabus designers and coursebook writers.

TASK 3

 The list below contains the functional content from the firsi ten unilts af
" Checkpoint English in jumble order. Suggest the grammatical items which might
be taught in each unit,
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List A

10

describing houses

reminding

contradicting

asking for directions

giving your full name
apologizing

asking for help

interrupting politely

asking for help

describing oneself

1elling the tiine

identifying

asking for possessions
well-wishing -

inviting, offering

accepting, declining
describing present and future events, activities
complaining

giving your name

giving personal information
offering, inviting, accepting, declining
checking quantity and quality
giving instructions

expressing possession
warning

making suggestions

asking leading questions
making leading statements
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TASK 4

The list below contains the grammatical items taught in the first ten units
of Checkpoint English. Match these with ihe functional contents listed in Task
5 ; .

List B
A 'Be present affirmative
Subject pronouns
Here, there : this, that; these ; those; my; your
Indefinite article
Definite article
B Be : presenl, fnr.e:rrl.::gﬂlive ; qﬁ“innmiva
Possessive adjectives
c. . .Be' : negative, interrogative
Question words
- Subject, object pronouns
| These is (are)
D  Simple pfe;nnt
: Adverbs of frcquﬂnj:j
E  Have
Al, in, on, next to
Noun plurals,
F. . Have got '
In, on, wunder, near

- Noun plurals |



G  Be ! past
Noun plurals
Only
Noun + 's

H Some, any, a lot t}ﬁ many, much
Noun plurals
Nouns indicating gender

I . Regular past simple
Possessive pronouns and adjectives
Noun plurals
Who, who is, who's whose

J Present progressive affirmative, negative
Irregular past

Which, of any of these, did you find comparatively easy to link rogeﬂmr?-'
Which seemed to be arbitrary?

Many of the coursebooks currently available uttempi to integrate topical and-
notional elements as well as grammatical and functional ones,

TASK 5

The following lists of functional components (List A) and notional topical
components (List B) have been taken from The Cambridge English Course, Book
1, Match the items in List A with those in List B.

List A
Students willl learn to :
1 Ask and give names; say hello; ask and tell where people are from,

2  Say hello formally and mfunnally ask about and give personal
information

3 ' Describe people; tell the time _
Describe places; give compliments; express uncertainty ; confirm and
correct information. :
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Describe houses and flats; make and answer telephone calls.
Express likes and dislikes; ask about and describe habits and routines

Ask and tell about "quantity

s =1 o Lh

Ask for and give directions; ask for and tell about physical and emotional
states.

9  Express degrees of certainty; talk about frequency.
10  Describe people'sappearances, give compliments | write simple letters
List B \ L
Students will learn to talk about:

I - Hom: fumiture; addressess; telephones.

2 Food and drink; shopping; quantification

3 How people live; how animals live; weather and climate
4 Jobs; age. -
5  Colours ; parts of the body ; clothing, resemblances

6  Finding your way in a town

7 Family relationships

&  Geography ; numbers to 1,000,000

9 Habits and routines,

10 Numbers

%I;t'.‘fl of ﬂm‘é did you find compuaratively easu fo match?
Which were difficult? Why?

In which of the ubove coursebook umits do you think the following
seniences apeared, :

1  Joe and Ann have got there children

2 1 like the Greek bronze very much
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I don't think that cats eat insects,

There is a fridge in the kitchen.

There are seven calories in tomatoes,

10 Where do you come from?

Sheila has got long dark hair and brown eyes.
Where's the nearest post office, please?
What do you do?

Dundee is a town in the east of Scotland.

Which of these did you find comparatively easy to maich?
Which, if any, were difficult? Why?

Which could have appeared in more than one unit? What does this say
about the relationship between form and Sunction? .

Which grammatical items could these sentences be used to exemplify ?

The following extract is taken from the Graded levels of Achicvement in
Foreign Language Learning Syllabus Guidelines.

D1 Tasks : conversation and correspondence

ol

1.2

Event

ldentifying a
person or
ohject

Conversation
in pairs or in
Broups

Identifying
whether
objects are the
same

Functions and Nolions
likely to be involved
Functions

Describing

Seeking information
Seeking confirmation

Maotions
Size, colour, shape, posilion, parts
of body, clathes.  possessions,

actions, conlents of handbag, eic.
+  Physical and  psychological
characteristics

Functions

Secking information Describing
Seeking confirmation

Notions

. Examples of Tasks'

Pupil A has a picture of a thief
Pupil B has several piclures and
must idenfify the one described by
pupil A as the thief,

Fupil A hss a picure of his los
bigycle. Pupil B has several pictures of
bicycles and must identify the one
deseribed by pupil A as the lost one;

Fupil A has.a picture of someone he/
she knows, Pupil B has a picture of
someone hefshe knows. Is s the same
person?
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D13

D14

D15

Conversation
in pairs or in
group

Spottings
differeces

Conversation
in pairs or in
proups

Discovering
whal's missing

Conversation
in pairs or in
groups

Drawing as
instructed

Conversalion
in pairs or
Broups

Size.  colour, shape,  posilion,
clothes, parts of body, possessions,
actions, contents of  handbag  or
suilcasc cio
4 Physical or
characteristis

paychological

Functions

Describing

Secking information
Seeking confirmation
Motions

Objects.  people,. shapes,
clothes, actions ete.

prosilion,

Functions :
Seeking information Giving information
Secking conlimmations

Sugpgesting Giving  opinions.
Agregingldisagreeing Asking:  for
cxplanation Explaining

Motinns

Content of squares {as appropriate)
Position Sequence Casual relalionships.

Functinns
Giving
informations
Notlons
Relevant objects and people shapes
colours,  spatial positions,  shee,
SCUUERLE

instruction Seeking

Pupil A has a piciure of handbag she
has lost. Popil B has a picture of a
handbag she has found. Are they the
same 7

Pupil A has picivre. Pupll B has same
picture, with several alterations, Pupils
must find the differences  withou
showing each olher the pichures,,

Pupil A has & card |
Bus

Adrpon
Air

Fupil B has a card:

Bus

Pan
Stop )

Waler

They must discuss whal they have on
their cards and on the basis of this fill
in the blanks.

Pupll A has a simple map with plans.
on it, Papil B has s blank map and
must pul in the plant according o
pupils ‘A's instruclions.

(Clark and Hamilton 1984 : 30)
TASK 6 ' '

From the above extract does it appears to you that events, functions, notions,
and tasks have been integrated in a principled way, or do the relationships between
these element appear to be arbitrary?
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4A.5 Grading Content

In teh previous units, we saw that, traditionally, items in a grammatical syllabus
are graded largely according to whether they are easy or difficult, and that difficulty
is defined in grammatical terms. We also saw that grammatical difficulty is not

necessarily the same as learning difficulty.

" The two lists which follow set out the order in which verb and tense forms
appears in two popular coursebooks.

Cambridge English

Y- T R S S N

Present of be (singular)
L

Present of be (plural) have got
£

There is/there are

Simple present

Was/were

#

*:

10 Have got

11 Be contrasted with have

12 Simple past

Checkpoint English

—
=

—
ey

‘12

Be: Present affirm
Be: Present interrog. neg
Be: neg. interrog, There is (are)

‘Simple present

Have

- Have got

Be: past

£

Regular past simple

Present progressive affirm, neg.
irregular past

Irregular present

- Irregular past

Be going to
Present past
Irregular past

* These sections focus on grammatical items other than verb tenses.
TASK A ]
Haw mucﬁ agreement is there between .rimse iwo t:ourseboﬂks on the order

of presantm‘lnn af verb and tense formx?

‘What conclusions would you cotne to. about Iﬁe level nf ease or diffi cnl.l.’_r
of different verh and tense fnm:s'? Fadlin
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TASK 8

List and compare the ordering of other grammatical items in coursebooks
such as Checkpoint English. The Cambridge English Course, or
Contemporary English or Learning English.

What similarities or differences are there?

What generalizations would you make about the ease or dgfj‘icul& of different
grammatical iteins?

Earlier we looked at the work of several researchers in the field of SLA,
These researchers claims that the order in which learners actually acquire grammatical
items is very often different from the order of difficulty suggested by linguists.
Researchers such as Pienemann and Johnston (1987) claim that it is learning
difficulty, determined by such things as short-term memory, rather than grammatical
difficulty, which determines those items students will be capable of learning at a
given sfage, - :

_ Pienemann and Johnston's theories preidict that learners will acquire question
forms in the order in which they are listed below.

1. What's the time?
What's your name?
2.. How do you spell X?
Are you tired?
Have you got an X?
Would you like an X?
3  Where are you from?
4 Do you like X7
TASK 9

Compare this order with the order in wk.l'cﬁ the Hﬂm' are taught iu the
coursebooks you have examined.

What similari!ier and differences are there?
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Would it be possible to recorder the items in the coursebooks you have
examined to fit in with this developmental order?

Would it be desirable to do so? (If you think it undesirable, give your
reasons,)

The following lists of functions have been taken from the syllabus guide
to English Today! Books 1-—3.

What do they listen to or read, and what do they talk or write about?

A number of options are available and teachers will need to decide the
suitability of each their own learners,

Communicative functidns

Greetings, response (o
preeting, forewell : 1-6, 47
Introducing. themselves : 2-5, 26
27, 30, 32, 34

Asking and telling the time : 48, 49,
50, 51

Counting up to twelve : 36-41, 48—
51 Saying the letters of the
alphabet and spellings:
throughout

Identifying and describing simple
objects : 8-23, 4043, 52-55,
58-64

Simple description of themselves

and others : 30, 32, 34, 44-46,
56-61 '
Questions and answers about
personal possessions: 54-61
Asking what things are in English
9-11, 16-23, 42, 43, 64
Asking a person's name and making
simple enquiries : 46, 47
Expressing thanks : 47, 59
Responding to instructions;
throughout
Giving instructions : 7, 30, 31, 33
59
Inability to respond, asking for
information - : 58
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Communicative functions

Greelings, response to greeting,
forewell: 1-5, 40, 41

Introducing themselves : 2, 3, 26

Asking and telling the time : 23, 31

Counting : 1-100, 22, 23, 26, 27, 30,
31, 64-68, 72, 73

Saying the letters of the alphabet and
spelling  throughout

Identifying and describing simple
objects : throughout

Simple description of themselves and
others: 23, 24-27, 37, 43, 52, 54,
55, 63, 78, B84 '

What people are doing 56-63, 76, 77

Asking and answering questions about

location: 45-47, 62, 72, 71
personal possessions : 32-35, 38,
43

Asking what things are in English 9-
15, 32, 33, 38, 40, 41, 82, 83

An apology or excuse : 56

Thanks 35, 75

Responding to instructions throughout;
giving instructions: 43, 48, 49, 56,
57 -

Communicative functions

Greetings, response (o greetings,
farewell: 1-3, 19, 34, ™4

The ‘time; 3, 71, 73; the day and the
date: 78-81

Counting: 13 :
Saying the letters of the alphabet
and spelling : throughout

The weather: 82-84, B6

Identifying and describing simple
objects ; throughout

Simple descriptions of themselves and
others 6-8, 29-31, 63. 67, 73-77,
79, 80 .

What people are doing: 3, 10, 14, 34,
43, 62

Asking' and answering questions about
locations 9, 11, 14, 70-33

Asking and answering questions about

personal possessions : 15, 39, 62,

63 -

Asking what things are in English :
37-39, 74, 75

Making simple enquiries about a
person: 1-3, 15, 74-77

Asking permission to do simple things:
34, 56

Requesting things needed: 23, 24, 44,
56,62

Making and responding to an apology
or excuse : 3, 21, 23, 62

Thanks : 2, 62

Likes, dislikes, needs and wants: 19—
21, 40, 42, 66, 67

Responding to instructions:
throughout ; giving instructions: 3,
5, 6, 32, 33, 35

Inability to respond : 45

Oral and written prohibition and
injunctions, 32-33, 35, 52-535, 65

Comprehending simple narratives; 19-
21, 23-24, 32-34, 4042, 62-G3,
89, 91-92

Recognizing common signs: 52-55

English names of imporiant places
70,:73
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TASK 10
- What evidence is there of grading throughout the series?

What principles seem to have informed the selection and grading of items?

(For example, has grading- been influenced by linguistic, cognitive

maturational, or practical considerations? .

As we have seen, the issue of grading is a critical one, which will be taken
up again later, '

The choice of organize principle also determines the degree of flexibility in °
the sequence of course units, A structural syllabus builds in a linear way, with

carcful grading which needs to be followed learers in the set sequence. This is
also true of some coursebooks which describe themselves as functional.

Careful persual can show that the functions are a cosmetic addition to an
underlying graded structural syllabus, A topic-based syllabus, in constrast, can take
a modular format. each module consisting of self-contained materials which can
be worked within the order preferred by teacher and students. However, another
determinant of flexibility in the use of units will be the organization of the content
which is the vehicle for presenting language.

4A.6 What 'Content' Does a Course Offer to Learners?

I shall use 'content' here to refer not to the language content but to the
characters who people a book, their backgrounds, their experiences ‘and opinions,
and the events in which they participate. In other words, in structural materials
presenting the past simple tense 'Who went where with whom to do what?', or in
a lunctional course, 'Who is disagreeing with whome about what?' Similarly, in
a skills-based course, 'What do students listen to or read, and what do they 1alk
or write about?" ' '

A number of options arc available and teachers will need to decide the
suitability of each for their own learnars.
Summing Up

Every Syllabus needs some unit around which lessons and teaching materials
can be organised. These units, as we have discussed can be words structures, topics
notions, functions etc, In sum, whatever the unit of analysis, synthetic, syllabuses
suffer from generic problems, most obviously their product orientation. Syllabus
content is ultimately based on an analysis of the language to be learned.
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Unit 4B O Materials and Methods in Course Design

Structure
4B.0  Objectives
4B.1 Is a Coursebook Necessary?

4B.2 Coursebook Assessment

4B.3 Using a Coursebook

4B.4  Supplementary Materials

4B.5 Teacher-made Worksheets and Workcards
dB.6  Selecting Literary Materials '
4B.7 Summing up

488 TFurther reading

4B.0Objectives

This unit will help you to-

understand the principles of coursebook assessment
critically examine the features of a coursebook
ascertain the components, that provide opportunities for learning

- evaluate materials prescribed for both language and literature teaching,

Materials and Methods

This unit has been adapted from 'A Course in Language Teaching : Practice
and theory by Penny Ur, 2003

Note : The term 'coursebook’ is used here to mean a textbook of which the-
teacher and, usually, each student has a copy, and which is in principle to be followed
systematically as the basis for a language course. The coursebook is usually a
collection of téaching/learning materials supported by exercises and tasks,
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4B.1 Is a Coursebook Necessary?

Question ; Look at the section title-Is a Coursebook necessary? Try answering
this before reading on. What would be your argument for and against the need
Jor a coursebook?

In some places coursebooks are taken for granted, In others they may not
be used at all: the teacher works according to a syllabus, or according to his or
her own programme, using textbooks and supplementary materials as the need arises.
A third, 'compromise’, situation is where a coursebook is used selectively, not
necessarily in sequence, and is extensively supplemented by other materials,

TASK : What are the advantages and disadvantages of using a courschook?

Look at the boxes below and on the next page. Some arguments for
and against the use of a coursebook have been listed. Read through them,
ticking off those you agree with, nothing your criticisms of those you disagree
with or have reservations about.

Question : Are there any new ideas in the boxes? If there are if they seem
acceptable, would you now modify at all your answer to the question asked
at the beginning of this unit as a result? Do you find your previous opinion
unchanged or reinforced? '

Comment — According to Penny Ur. you may, of course, find that you agree
with some of the 'against' point while overall supporting the 'for' position, or
vice versa. The question then arises. Having established your own position in

principle, what will you do to compensate for problems or disadvantages you
have perceived? -

BOX A In Favour of Using A Coursebook

1. Framework

A coursebook provides a clear framework; teacher and learners know where
they are going and what is coming next, so that there is a sense of structure
and progress.

2. Syllabus

In many places the coursebook serves as a syllabus: if it is followed

systematically, carefully planned and balanced selection of language content will
be covered.
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3.  Ready-made texts and tasks

The coursebook -provides texts and learning tasks which are likely to be of an
appropriate level for most of the class. This of course saves time for the teacher
who would otherwise have to prepare his or her own.

4. Economy

A book is the cheapest way of providing learning material for each learner,
alternatively, such as kits, sets of photocopied papers or computer software, are
likely to be more expensive relative to the amount of material provided.

5.  Convenience

A book is a convenient package. It is bound, so that its components stick together
‘| and stay in order, it is light and small enough to carry around easily; it is of
a shape that is easll;-.r packed and stacked; it does not depend for its use on hardware
or a supply of electricity,

6. Guidance

For teachers who are inexperienced or occasionally unsure of their knowledge
of the language, the coursebook can provide useful guidance and support.

7.. . Autonomy

The learner can use the coursebook to learn new material, review and monitor
progress with some degree of autonomy. a learmer w1thnut a coursebook is more
teacher-dependent.

@  Cambridge University Press 1996

4B.2 Coursebook Assessment

Whether or not you elect to base your course on a coursebook, it is worth
thinking about how you recognize a good one when you see it, and on what grounds
you might reject or criticize it; in other words, what the main criteria are for
coursebook assessment. Such criteria may be general, applicable to any language
teaching coursebook, or specific, relating to the appropriateness of the book for a
certain course or learner population. An example of a general criterion might be:
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‘clear layout and print’, or ‘provides periodic review or test sections' : whereas a
specific one might be : ‘attractive and colourful illustrations (if it is meant for younger
learners), or 'vocabulary and texts relevant to topic (if it is for students of science
or technology). (Ur, 1996) '

Box B Apainst U'siug- a Coursebook
1. ~ Inadequacy

Every class—in fact, every learner-has their own leaming ner:::l:, no one coursebook
can possibly supply these satisfactorily.

2. Irrelevance, lack of interest

The lopics dealt within the coursebook may not necessarily be relevant or
interesting for your class.

3 Limitation

A courscbook is confining: its set structure and sequence may inhibit a teacher's

initiative and creativity, and lead to bl}l’ﬂd{)m and lack of motivation on the part
of thc learners.

4.  Homogeneity

Coursebooks have their rationale and chosen teaching/learning approach. They
do not usually cater for the variety of levels of ability and knowledge, or of learning
styles and strategies that exist in most classes.

5. Over-easiness

Teachers find it 100 easy to follow the coursebook uncritically instead of using
their initiative; they may find themselves functioning merely as mediators of its
| content instead of as teachers in their own right.

@ Cambridge University Press 1996

The general,; criteria suggested in Box B have been selected from ideas given
m a number of books and article on the subject.
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TASK : Assessing a coursebook

Stage 1 : Deciding on criteria-How would you asscss a coursehook?

Study the list of criteria for assessing language-leamning coursebooks shown
m Box C. In the left-hand column, note how important you think cach criterion
is : @ double tick for 'very important’, and a single tick for ‘fairly important'; a question
mark for 'not sure’: and a cross or double cross for 'not important’; or ‘totally’
unimportant' respectively, Then add any further criteria you feel are significant (either
general, or specific to your own context) in the spaces left at the end, and mark
in (heir importance. Ignore the extreme right-hand column for the moment,

Before you rate cach item, ask yourself; if this quality were missing, would
I therefore not use the book? If so, then you obviously think the quality essential
or very important. If, however, the quality is desirable, bul its absence would not
necessarily stop you using hte book if all the other criteria were fulfilled, then perhaps
a single tick may be enough,

If you are working in a group, compare your ideas with those of colleagues.

BOX C Criteria for Coursebook Assessment

Importance | Criterion

Objectives explicitly laid out in an introduction,

and implemented in the material'

Approach educationally and socially acceptable to
targel comnmunity

Cear attractive layout; print easy to read

Appropriate visual materials available

Interesting topics and tasks

Varied topics and tasks, so as to provide for different

learner levels, learning styles, interests, ete,

Clear instructions

Systematic coverage of syllabus
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Importance  Criterion

Content clearly organized and graded (sequenced by
difficulty)

Periodic review and test sections

Plenty of authentic language

. Good pronunciation explanation and practice

Good vocabulary explanation and practice

Gppd grammar presentation and pr:-ictic:e

Fluency practice in all four skills

Encourages learners (o develop own learning

strategies and to become independent in their
learning ;

Adequate guidance for the teacher; not too heavy
preparation load

Audio cassettes

Readily available locally

@ Cambridge University Press 1996

Stage 2 : Appplying criteria for textbook evaluation

Now take a locally-used coursebook and examine it, applying the criteria you
have in your list; note your ratings in the extreme right-hand column of the table.
You might use a similar code to the one employed in Stage 1 : a single or double
tick indicates that the book scores high, or very high, on this criterion; a cross or -
double cross that it scores low or very low; and a question mark shows that you
are not sure, or that the criterion applies only partially,

Again, you might compare notes with colleagues who have looked at the same
materials and see if you can come to a consensus on most or all the items.
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Stage 3 : Summary

%

Can you now make some overall evaluation of the conrsebook? Note that
for this you need to compare the two columns you have filled ; it is not enough
simply to 'add up' the right-hand column. For example, if the book has scored
very high on a criterion which you rated unimportant, this is less in its favour
than a Fairly high rating on a criterion you see as essential.

If you have been working on the same coursebook as other teachers in

doing this vnit, then it is probably most useful and enjoyable to work on this
summary together,

4B.3 Using a Coursebook

A coursebook should be used critically ; we should be aware of its good
and bad points in order to make the most of the first and compensate for of neutralize
the second. You are already aware of some of the critical questions you can ask.
In this one we shall be looking at more specific, detailed aspects; the components
of a single unit, or chapter, and what we might need to do in order to make the
best nse of it

Below are some critical questions which might be asked about the material,
with following comments. These are grouped under the headings : Coverage, Texts,
Tasks (activities, exercises), Administration,

COVERAGE

Any single unit of a coursebook should cover a fair range of language content
and skills, Some categories of content are shown in Box D.

Questions : Which categories in Box D do you think are most important?
Does your coursebook cover these satisfactorily? Are there some that are
neglected? Are there others that it spends too much time or space on in
your opinion? You may need to provide content is missing using
supplementary materials; or deliberately omit sections that you feel are
redundant.,
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BOX D Coursebook Coverage

—  pronunciation practice

—  introduction of new vocabulary and practice
~ — prammar explanations and practice’

— recordings for listening practice

—  listening and speaking communicative tasks

— reading and writing cnmﬁlunicati‘gc tasks

—  mixed-skills communicative tasks

—  short and long reading texts

— dictionary ﬂ.almrk

—  review of brcvinu_sly leamt ntaterial

— some entertaining or fun activities

@ Cambridge University Press 1996

TEXTS

Questions : Are the (reading or listening) texts of an appropriate level? Are
they interesting? Varied?

If the texts are too easy, you may need to substitute, or add, further, texts,
If, on the other hand, they are too difficult you may still be able to use them: by
careful pre-teaching of vocabulary, by introductory discussion of the topic, by
preliminary explanation of key sections, by careful omission of difficult bits.

The texts may be unsatisfactory, even if of the right level, because they are
boring or trivial in content; or because all the texts, in the book seem to be the
same genre, style, and overall topic, Interest may be added by challenging or original
tasks. This leads us to the importance of Methods in syllabus design.
METHODS - .

There are two major sirands in Language Teaching. One has 1o do with
Syllabus specification and the other with Methodology. The study of language use
is the driving force in language leamning, with the task itself central to both Syllabus
planning and methodology. -
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Tasks (activities, exercives)

Guestions ; Select a courscbook and study the tasks that accompany the texts. Do the tasks
provide opportunities For plenty ol use of the target language? Are they he (erogeneous,
allowing for responscs at different levels? Do they cover a satisfactory range of lanpuage
items and skills? Are they interesting? Are they relevant and .useful for your class (es)?
Is there a balance hetween accuracy and fuency practice : that is to say, activities whose
ohjective is the production of correct language fﬂ'l‘ll.'lﬁl and those whose objective is
communicative language use?

Some coursebook exercises are more like tests; brief checks 1o see whether
the learners knows something or not, rather than frameworks for extended and
interesting rehearsals of different aspects of language.

If'the tasks are too short and do not provide for very much learner activity,
they can be extended by, for example, adding further similar items, or by making
items open-ended instead of closed-ended so that each can trigger a number of learner
responscs ; or by simply supplementing with further activities of your own. You
may neced to supplement also in order to provide more heterogeneous or interesting
tasks for your class; or in order to provide material which is more relevent to
their individual or group needs.

Questions : Choose a specific component of the coursebook, How would you administer the
task? Will the learners work

—_— individually?
- collaboratively
— in a teacher-directed fashion?

‘Or use a combination of thesce strategies? Does the coursebook provide you with
guidance on these questions?

When preparing to teach coursebook material, it is worth devoting a little
thought as to how best to activate learners in a particular task in order to get
optimum learning benefit out of it and make it interesiing; and this is a point on
which may coursebooks fail to provide guidance.

Activity ; Select one unit from a coursehook you are Familiar with, and make a copy of
it. Study it, using the questions and comments suggested in this unit, and note in the margins
of your copy which components you might cmit, change or supplegment , and why; and
how you think those you have retained would be most efffectively administered in class,
If there is & Teacher's Book, look at what it says after you have done the above, and compare
its ideas with your own, 1
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4B8.4 Supplementary Materials

This section has been adapte.d'_ from A Course in Language Teaching
Practice and Theory by Penny Ur :

Most language-teaching coursebooks probably need supplementing to some
extent, if only in order to tailor them to the needs of a particular clas or to offer
richer options. This unit describes briefly various types of supplementary materials,

their contribution to language learning, advantages and disadvantages, consider which
are most useful important to you.

Task Simulation

Imagine that you are to be given a grant of enough morey to buy a package
of supplementary materials materials for your institution.out of the catalogue given
in Box E assuming, for the sake of argument, that each package costs about the
same. You will be given a similar grant every half-year, so eventually you will’
be able to buy all the packages.

The questions is : fn what order will you buy them, and how will you decide?
Work out for yourself an order of priority, or do so together with colleagues,
(You may, of course, add further packages if you wish, or alter the contents
of the present ones, before beginning the task.)

It is assumed that the institution has a reasonable supply of standard stationery
and office equipment, such as paper, pencils, felt-tipped pens, staplers, scissors, efc,,
and that classrooms are equipped with black-or white boards.

Some comments on the contents of the packages follow; you may find it helpful
to read these before making your decisions about priorities. -

Penny Ur's own priorities are described in the Notes, (3) on Pagé 106.

Box E Packages of Supplementary Materials

Package 1 : A set of computers for leamer's use, with accompanying language.
learning programs on floppy disk.

Package 2 : A set of reference books for the teachers, including; grammars,
dictionaries; various specialized textbooks; handbooks of activities; and a
subscription to a teachers' jowrnal of your choice.
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Package 3 : A number of overhead projectors and slide projectors, with all
necessary film, slides and markers.

Package 4 : Video equipment, with assorted cassettes, including language-
learning . material and films in the target language.

| Package 5 : Cnmputurs and printers for teacher's use ; each computer has a
hard disk with the latest word processor and various programs that enable
you to compose your own computer tasks for learners.

Package 6 : Several cassette recorders with accompanying earphones. (so that
several learners can listen quietly to one machine); a selection of
accompanying cassettes for language learning.

Package 7 : A wide variety of posters and sets of coloured pictures, plus board
and card pames for language leaming.

Package 8 : A library of s'ﬁnp!ificd readers in the target langnage, ranging from
very simple to advanced, There would be enough books in this library to
enable all students to borrow freely

@ Cambridge University Press 1996

Commenis

Computers

Computers are seen by many as an important teaching aid. These days learners
need to be 'computer literate'. and since computers use language it would seem
logical to take advantage of them for language leamning. They enable individual
work., since leamers can progress at their own pace, and many programs include
a self check facility. Also, younger and adolescent learners in particular find the
use of computers attractive and motivating. However, it takes. time to train both
teachers and students in their use; and in practice a lot of time in a computer lesson
often goes on setting up programs, getting students into them, and then solving
problems with moving from one stage, or one program, to another.

For teachers who are familiar with their use computers can be invaluable for
preparing materials such as worksheets or tests,
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Books

Books are very user-friendly 'package’ of material: they are light, easily
scanned, easily stacked and do not need hardware or electricity. Tlic_v are still the
most convenient and popular method of packaging large texts, and a library of them
is arguably the best way for learners to acquire a wide experience of foreign
language reading,

It is very useful to have a collection of reference books, extra textbooks and
teachers handbooks easily available to the teaching staffs and regular reading of
a professional journal can inject new ideas and update teachers on current thinking.

Overhead projectors

These are useful for presenting visual or written material to classes : they are
more vivid and attention-caiching than the black-or white boards. They also save
lesson tirme, since you can prepare the displays in advance, However, this does
mean added work in preparation! Another disadvantage is the need o carry the
- OHP from class to class, unless each classroom has its own— which is true only
of the more affluent institutions. And of course Jike other electrical equipment.
UHPs are vulnerable to breakdowns : electricity failure or bulbs burning out,

Video equipment

Video is an excellent source of authentic spoken language materials, It is also
attractive and motivating. It is flexible; you can start and stop it, run forward or
back, 'freeze' frames in order to talk about them. And there are many good
programmes on the market, A disadvantage is their lack of mobility; few video sets
are portable, which means that classes need to be specially scheduled for video
rooms; and of course there is the problem of occasional breakdowns and technical

problems, When planning a video lesson, always have a 'back-up' alternative lesson
ready!

Audio eguipment

Cassette recorders and casseites are relatively cheap, and easy to use; and they
are the main Sources other than the teacher of spoken language texts in. most
classrooms, They are more mobile and easier to use than video recorders, but lack,-
of course, the visual content. Again there may be problems with electricity; on the
other hand, most portable casette recorders-unlike video and most computers—

110



also work on batteries. When buying cassette recorders, make sure that there is a
counter, the then use it to identify the desired entry;-point; otherwise, if you want

to replay during the lesson, you may waste valuable time running the tape back
and forth to find it

Posters, pictures, games

Materials of this kind are invaluable particularly for younger learners, and
teachers. of children find that they constantly use them, However, if you have time,

this type of material can be largely home-made; glossy magazines in particular are
an excellent source of pictures.

4B.5 Teacher-made Worksheets and Workeards

Even with an excellent coursebook and a wide variety of other materials
available, there comes a point at which many teachers find they have to make their
own occasional supplementary workcards or worksheets; because they find what
they need nowwhere else, because they want to provide for the needs a specific
class, or simply for the sake of variety.

Good teacher-made materials are arguably the best there are: relevant and
personalized, answering the needs of the learners in a way no other materials can,

Differences between worksheets and workcards

A worksheet is a page (or two) of tasks, distributed to each student to do either
in class or at home, intended to be written on, and usually taken in by the teacher
to be checked. Teacher-made tests can be seen as a specific kind of worksheet.
Workeards are made in sets, each card offering a different, fairly short task. They
arc not written on: a student does one card, writing anwers on a separate piece of
paper or in a notebook, and then cxchangns it another, working through as many of
the set as there is time for. Answers are often available for self-checking at some
central location in the room, or on back of the card itself. Workeards are permanent
and reusable; worksheets disposable-though of course further copies can be made,
Workeards taken effort and time to produce, but they are also more attractive to look
at and work on (colours and cut-out pictures can be used), and more individualized
students have a choice as to which cards they do, and in thich order, and the range
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of tasks available can be much more varied. In fact, the workcard leason is a rudimentay
self-access session, and can be developed into a fully individualized programme by.
varying the mimber and type of tasks provided.

For some examples of sample workcards and worksheets see Teaching observed
TASK

Making Materials

Stage 1 : Preparation

Choose a language point for which you want to make your own learner tasks
preferably having in mind a course or class you know. If you wish to make
workcards, prepare cards, coloured pens and perhaps magazine piclures, scissors
and glue. Worksheets may be written by hand, or on typewriter or word processor,

Stage 2 : First draft

Make a sample worksheet of workcard, preferably for a class you know
language they are learning,

Stage 3 : Feedback

If you are working in a group, r:xchangﬂ your resulting materials and discuss,
You may find the points listed in Box F helpful as a basis for feedback.

Box F. Guidelinés for Teacher-Made Materials
Wnrkshects and workcards should: '

—  beneat : clean, with level lines of neat wntmg, clear margins, different
components well spaced ;

—  begin with short and clear instruction (if appropriate, in the learners'|
mother tongue), usually including an example;

.=~ be clear and attraciiyc to look at; have a balanced and varied layout,
using underlining and other forms of emphasis to draw attention to
significant items, possibly using colour and graphic ﬂlustratmns

. —  be clearly do-able by the learners on their own;
- {uptiunally} include a self-check fat_:ﬂlljl'.
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@ C’ambrf&ge University Press 1996
Stage 4 : Second draft

Remake your worksheet or workcard —~ or make a totally new one —
implementing ideas you rececived from feedback on the first draft

Notes
(1) How necessary is a coursebook?

The answer to this question necessary depends on your own teaching style,.
the resources available to you on the accepted way of doing things in your institution,

This is what Ur (2003) has to say. "Personally, I very much prefer to use
a coursebook, I find that a set frame work helps me to regulate and time my
programme; and perhaps paradoxically, provides a firm jumping -off point for the
creation of imiaginative supplementary teaching ideas. Moreover, in my experience
learners too prefer to have one; those classes which I have tried to teach on the-
basis of a selection from different sources have complained of a sense of lack of
purpose, and interestingly, that they feel that their learning is not taken seriously.
It seems that the possession of a coursebook may carry a certain prestige.”

(2) Coursebook assessment

The following are my ratings of the criteria, relevant, of course, to my own
teaching situation. '

Importance | Criterion

v Objectives are explicitly laid out in an introduction,

and implemented in the material

v | Approach is educationally and socially acceptable to
target community .

vV Clear attractive layout; pring is casy to read

v Appropriate visual materials are available

v Interesting topics and tasks

e Varied topics and tasks, so as to provide for different

learner levels, learning styles interests, etc.
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vy

‘Clear instructions

YV Systematic coverage of syllabus

v Content is clearly organized and graded (sequenced
by difficulty)

v Periodic review and test sections

X Plenty of authentic language

? Good pronunciation explanation and practice

v Good vocabulary explanation and pracﬁcc

v Good grammar presentation and practice

v Fluency practice in all four skills

W Encourages leamers to develpp own learning strategies

: and to become independent in their learning

v Adequate guidance for the teacher; not too héav}r'
preparation load

A Audio casseltes
i Readily available locally
(3) Priorities in acqﬁ:‘ring supplementary materials

"The following is the order in which I would buy the packages; but remember
that my decisions are dictated at least party by my specific teaching environment
(teaching adolescents a foreign language in a state sel:ondary school), and I might

To quote Penny Ur, again

make different choices in a different s:tuatmn

T would buy first a library of readers for students (Package 8) ; there is list
no substitute for extensive reading of book personally. chosen by student enriching
language and advancing reading skill. Then 1 would induce teachers in a library

of our own (Package 2); an important professionsl resource.
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Audio materials (Package 6) would come next ; video arguably provides better
language data (visual, atiractive, etc.), but this is offset by the portability, relative
reliability and simple operation of cassette recorders, not to mention their cheapness,

Next on my list would be overhead projectors (Packhge 3), provided I can
buy enough so that teachers have no trouble getting and using one whenever they
want OHP displays are autention-catching, the preparation of transparencies saves
leacher writing time during a lesson, and the classroom does not have to be darkened
in order to use them. This last condition is not true of most slide projectors; also,
slides cannot be written on during the course of a lesson. I would therefore prefer
to spend most of this budget on OHPs,

I would then buy computers and printers for teachers' use (Package 5) : a
computer is an excellent means of preparing neat and proféssional -looking tests
and worksheets and a convenient, space-saving way of storing them later,

Vido equipment (Package 4) would be next on my list ; I think it provides
richer and more readily absorbed language data than, say, computers, and can be
used very flexiby in a lesson, Computer for leaners (Package 1) —the next item~—
are fun, but my experience using them in classes has not (yet?) convinced me
that they are as cost-effective as audio and visual equipment, in terms of the learning
outcomes as against investment in money and time.

The last package (Package 7) would be pictures, posters and games; [ use
pictures in the form of magazine cut-outs, backed on card, and find these quite
adequate for my needs; published materials would be a luxury, However, when
I was teaching younger learners I used posters, published sets of picture cards and.
boards games extensively; if I were in such a situation today, this item would
probably come a good deal higher in my list.

4B.6 Selecting Literary Materials

In this sections we focus more specifically on how to select texts and materials
which are suitable for use with your students. Of course, you may not have a choice
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of either texts or. materials. Perhaps you are bound by a syllabus which sets out
what literary texts you have to use with your students even though yeu can design
the tasks to exploit these texts yourself. Or the syllabus may lay down both the
texts and the exercises and tasks needed to exploit them. If you do have some choice
in the selection of texts and materials, then Section 4B.6.1 will help to pinpoint
some criteria for selecting literary texts to use with your learners, while Section
3.2 suggesis way of evaluating published materials.

4B.6.1 Selecting texts

In choosing a literary text for use with your students, you should think about .
three main areas. These are: the type of course you are teaching, the type of students
who are doing the course and certain factors conriected with the text itself, We
begin by thinking about the first of these-the type of course you are teaching,

TASK 1

Think about a group of students you have taught in the past, are teaching
at the moment or are going to teach in the future. Note down hte information about
them which is listed in the boxes on the next page.

Type of course
Level of students :

Student's reasons for learning English :

Kind of English required on th course : (e.g. English for Academic,
Purposes, English for Business, General English, etc.)

How intensive is the course? (e.g. five hours a day for three months, four
hours a week for a year, etc,

Is there a syllabus? : Yes No
1. Isit flexible? - Yes No
2, Is literature included Yes No

Can you include literary texts on this course? Whnyhy not?

What kinds of texts will be most suitable?. Exlract from nuvels? Pnems? A
full-length play? Why?
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TASK 2

Think again of the group of stud&nts you had in mind in Task 1 and fill
in the following information;

Type of students

Age of stdents ;

Interests/hobbies of students -

Cultural or ethnic background/nationality of students

Students previous experience of reading literary texts

We are now going to connect the information you have juqt written down

with criteria for selecting literary texts to use with }.rc:u: studmts But f" rst, read
the two texts below. :

TEXT A

Rodger said

Teachers-they want it all ways—

You're jumping up and down on a chair

or énmcthing

and they grab hold-of you and say.

"Would you do that sort of Ithing in your own home?"

| ‘So you say, "No"
And they say,

* "Well can't I do here then".
10 ‘But if you say, "Yes, I do it at home".

they say. - i _
"Well, we don't want that sort of thing
‘going on here
thank you very much"
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15 ‘Teachers—they get you all ways'
Rodger said

{Micﬁuel Rosen ; (1979) in You Tell Me : Poems by Roger MeGouph and Michael Rosen. Pengum
P. 17]

TEXT B

Annette now sat down on the dried-out chair and looked the entries in all
the ledgers whilst Hussain rummaged about in the store weighing up and measuring
out the grain for the birds and the fruit for the monkeys, Madam preferred to check
the weight of he fish and the meat herself. so he would only weigh that when
she'd finished reading, all the entries of food delivered inio the stores that day.
It took about forty minutes to get all the food ready and then the two bovs who
also assisted the head gardencr to keep the drying lawns tidy would come 1o help
him feed the animals under the watchful eyé of Memsahib;

He wondcred about her sometimes. Who she was where she came from and
what kind of love of animals this was that brought her out in the afternoon sun
when most other women of her class still drowsed in darkened rooms. He knew
that he had this job because of her in way. It was common knowledge that the
previous superintendent had been sacked because of her intervention. The gate-
keeper had told him the story many times ... how she came to visit the zoo about
two years ago, saw that the animals looked thin and under-fed and decided to
complain. She wrote letters, made approaches and gol them to change the super.
Shewas there with a letter from the governer himself the day Hussain took charge
saying she had permission from him to inspect' the food before it was given to
the animals had a proper diet. To this day she had not been late, Hussain got into
a routine of being ready for her, terrified of what might happen if she became
angry again. The pate-keeper. Maaja, thought her an interfering busybody. 'Poor
Nawaz Sahib who got turned out with his family of eight in such disgrace has
still not found a job and was such a good man really!’ he always ended with a
sigh, At this point in the conversation Hussain would lose interest in the story and
walk off remembering something important that needed doing.

(from Rukhsana Ahmad. The Gue-Keeper's Wife's in  Lakshmi Holsirom (ed) 1990

The Inner Countryard, Vitago Press, pp. 172-173).
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TASK 3

~Now that you have read Texts A and B, mark the letter A ( for Text A)
and B (for Text B) on the scales that follow, according to how for you think each
text compares against the values of the scale, For example, if now think that Text
A is too culturally for removed to be relevant or accessible to the group of learners
you described, then you would mark A towards the end of the scale which says
'too remote from text to help comprehension.' But you mlghl decide that Text B
should go at the other end of the scale.

Students' C'u!.tum!' Background

100 remote from close enough to
text to help ' text for easy
comprehension ) - comiprehension

Age of students

" oo old to enjoy text too young lo enjoy text
Intellectual maturity of students
too developed to find text ............... oo immature to
challcnghg . ' to understand text
Students” emotional understanding
too develop S | too immature
to find text " torelatcto
- engaging © text’ ‘
Students linguistic praficiency
too advanced to B L A too elementary
be challenged : ~ to cope with
by the text ) _ the text
Student's literary background
too well-developed = - insufficient
to be challenged i . to cope with

by the text 2 with the text
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And now fill in the two scales below, which are slightly dlffe:rent from the
ones you have just looked at

Students interest/hobbies
for removed from ' close to
theme/content of text _ themes /content of text

Students' cultural background

. too remote from close. enough to
text to help text for casy
comprehension comprehension

After you have completed the scales, finish these sentences:

[ would/mighi try using Text ..........cconens with my students because ...............
I'm not sure if T could use/l w-mid not be able to use Text ....c.cc......., with
my learmers because .............. reiss EELAE o O e Y [ think my students need a text

et e

But it is sometimes useful to focus more exactly on specific criteria for selection
of relation of texts, as we did using the scales above. Using the scales, for example,
might have helped you to clarify that, although your learners are at quite an
elementary level linguistically, their emotional and intellectual understanding is rather
sophisticated. So you need to select texts which are linguistically relatively simple
but which challenge them in other ways. In the section below we briefly discuss
some of the more complicated criteria mentioned on the scales.

Criteria for selecting lexis.

It is probably fairly self-evident what is meant by criferia such as the age of
students, their emotional and intellectual maturity and their interests and hobbies, -
The only difficulty when applying these categories to a whole class is that individual
students within a group may vary considerably in their maturity and interests.
Obviously, when selecting materials you will need td try to find texts that are suitable
for the majority of students in'the class. You may also find that developing the
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facility for self-access is one way. of personalising learning so that you can cater
+ for the range of student development and interests within a group. We may find,
however, that consideration of criteria, involving the students' cultural background,
linguistic proficiency and literary background is more complicated.

TASK 4

In Tasks 1 and 2 we looked at the nature of the course you had identified
and the type of students doing the course. There are other factors as well which
can influence our choice of texis. Note down any factors you can think of.
Then look at the following questionnaire. Are the points mentioned the same
as the ones you have just noted down? What other criteria for selection would
you include on the questionnaire?

4B.7 Other Factors to Consider when Selecting
Literary Texts

Availability of Texts _
1. What kinds of books and texts are available from which you can choose?

2.  How easily can you make these texts available to your students?
Length of Text
1. Do you have cnough time available to work on the text in class?

2, How much time do students have to work on the text at home?

3. Could you use only part of a text, or an abridged version of it? If so,
how much background information will you need to give students to make the text
intelligible? : " -

Exploitability
1. What kinds of tasks and activities can you devise to exploit the text?
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2, Are there resources available to help you exploit the text, for example
a film of a particular novel the studeénts are studying, recordings of a play or peom,
library materials giving information about the life of an author, ctc.?

Fit with Syllabus

1. How do the texts link with the rest of the syllabus? Thematically? In
terms of vocabulary, grammar of discourse?

2. Can you devise tasks and activitics for exploiting the text which link
with the methodology you have used elsewhere in the syllabus? This often helps
to put students at their ease. For example, if your students are used to using, Multiple
choice or True/False questions when doing reading comprehension, then you could
use similar tasks when exploiting a literary text.

A checklist of criteria for choosing literary texts

In this scction we have thought about various criteria for selecting literary
texts. The checklist below summarises these criteria. You can consult it as a quick
reference when choosing texts, especially if you add any other criteria which you
consider to be important

Checklist for choosing literary texts

TYPE OF COURSE TYPE OF STUDENTS
Age :
Level of students Intellectual maturity
Students' reasons for learning English ~ Emotional understanding
Kind of English required Interests/Hobbies
Length/intensity of course Cultural background

Linguistic proficiency
Literary background
OTHER TEXT-RELATED FACTORS
Availability of texts
Length of text
Exploitability
Fit with syllabus
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4B.7 Summing up

We hope you are now awarg of the principle guiding the selection methods
and materials to be used for a particular course, In the next unit we will take youn
through various procedures for course Evaluation,

4B.8 Further reading

Allwright, R. L. 1981 "What do we want the teaching materials for?' ELT Journal
36, 1, 5-18.

(A challenging, unconventional approach to materials, suggesting needs and purposes
other than those implemented by most coursebooks)

Cunningsworth, A. (1984) Evaluating and Selecting EFL Teaching ﬂ;f'areriais,
London ! Heinemenn.

_(Discussion of what we want from a coursebook, with analysis of examples) O'Neill,
R. (1982) "Why use textbooks'| ELT Journal, 36, 2, I[}f-i—_l 1,

(Partly a reply to Allwright, a rationale for the use of the conventional coursebook,
and suggestions for improvement of coursebook design and use) Madsen, H.
and Bourn, J. D (1978) Adaptation in Language Teaching.

Rowley, Mass, : Newbury Hourse, ;
(See articles by Burden and Tucker on criteria, for coursebok evaluation)
Visual Materials

Bowen, B. M. (1982) Look Here!: Visual Aids in Language Teachin_g. London;
Macmillan,

(a brief, very practical overview of different kinds of visual materials and their
use in language.teaching)



Unit 4C O Course Evaluation

Structure

4C.0  Objectives

4C.1  Assessment or Evaluating Courses

4C.2 Why Evaluaie

4C.3 Who Evaluates?

4C.4 What Is to Be Assessed?

4C.5 How Do We Evaluate?
4C.5.1 Follow up-Posters or Questionnaires?

4C.6 When Do We Evaluate? )

4C.7  What should be done with the Information?
4C.71 Quality Assurance

4C.8 Teacher Choices in Course Design

4C.9  Evaluating Literary Learning Materials
4C.9.1 Examples of Evaluation Sheets and Tasks
4C.9.2 Discussion Topics and Projects
4C.9.3 Further Reading

4C.0 Objectives

It is expected that at the end of this unit you will -

~develop a clear idea of what is meant by course evaluation

—be able to focus on the various aspects of an evgluatinn.pmgra:mne
~be acquainted with the different methods of evaluation

~be able to make choices in Course Design -

—have a clear perception of the principles guiding the evaluation of
materials for both langnage and literature teaching.
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4C.1 Assessment of Evaluating Courses

The final stage in Course Design is 'Evaluating . The term 'evaluation’ has
often been taken to mean the assessment of students at the end of a course, but
in recent years its meaning has widened (o include all aspects of a programme.
Skilbeck (1984) has made a useful distinction between assessment and evaluation:

....... assessment in the curriculum s a process of determining and passing
Judgements on students' learning potential and performance, evaluation means
assembling the evidence on making judgements aboui the curriculum including
the processes of planning, designing, and implementing it.

(Skilbeck 1984 ; 238)

From this perspective, evaluation can relate to courses and leamers in a number
of ways,

It can try to judge the course as it is planned, for example, in terms of the
appropriateness of the textbook content to the students or the coherence of a
teacher's scheme of work for the next six weeks.

It can try to observe, describe, and assess what is actually happening in
classrooms as a course progressses,

It can test what learners have leamed from a course. Nunan (1988) calls these
three aspects of evaluation 'the planned curriculum', ‘the implemented curriculum’.
and 'the assessed curriculum’,

Evaluation can help us to see the complex relationship among these three,
For example, it has been acknowledged by second language’ acquisition researchers
for some time that there is no easy one-to-one relationship between teaching and
learning, and that a teacher cannot set out learning objectives for a class and expect
learners to achieve these uniformly by the end of the lesson. It is more the case
that the teacher makes content available to learners, who work on it in different
ways and at different rates and with differing degrees of uptake,

Thus, if evaluation of a course is undertaken only by means of end-of-term
student assessment, this procedure will give just part of the picture. The full picture
‘will emerge from other sources such as talking to teachers and students, checking
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teachers’ work schemes, and observing classes. These procedures can also shed light
on those other aspects of classroom leamning which have been called the hidden
curriculum’ (Bammes 1976), for example, the shaping of learners' perceptions and
attitude towards other peoples and culiures by the teacher's choice of materials,

If, to use Skilbeck's (1984) definition of evaluation, judgements are (o be made
about the curriculum at an institutional level, then information needs to be collected
from a variety of 'Stakeholders' ie. those interested in its effectiveness, be they
learners, teachers, and educational managers, or authorities, parents, governors,

sponsors, and funding agencies. And a range of procedures will be needed for the
collection of data.

We also need to acknowledge the sensitivity swrrounding evaluation: who
underiakes it,~ how comment is kept confidential, how the information is analysed
and—how it is used. Too muck or badly managed evaluation can create suspicion,
hostility, or ‘evaluation fatigue'. These issues become particularly difficult during
periods of retrenchment in education when posts and funding may be at risk,

Nunan (1988), Brown (1989), Rea-Dickins and Germaine (1992), and Weir
and Roberts, (1994) have all provided checklists which are useful for course
evaluation in ELT departments and curriculum review at the institutional level,
However, even at the level of the individual teacher interested in improving the
quality of a course, a rational approach is necessary,

We will now look at the key questions such an approach would need to
address. '

4C.2 Why Evaluate? '.

An important distinction here is between cvaluation for accountability and
evaluation for development (Weir and Roberts 1994)

@ Accountability

The first may well involve decisions about whether a course will be repeated,
whether a textbook will be dropped, or whether a particular resource such as a
listening laboratory has been used sufficiently to warrant further investment in self
access listening materials.
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This purpose of evaluation makes staff and / or institutions answerable to
authorities and/or sponsors. It also makes publishers and textbook writers accountable
to teachers and teachers accountable to their students. It often takes place at the
end of a programme and, when undertaken by an institution, it may’ be carried
out by an external evaluator.

® Developmental evaluation

In {:éntrasl, developmental evaluation aims at Improvement : it often takes
place during a course so thal feedback can facilitate immediate improvement to the
current programme as well as to future programmes. As feedback can enlighten
both teachers and managers about the strenigths and weaknesses of course design
and professional practice, this kind of evaluation can usefully involve both in co-
operative procedures which aim at improving quality of work, The point has been
made repeatedly in management literature (Miles 1964, Handy 1978 ; Everard and
Morris 1985) that 'healthy' institutions are ones which have regular procedures for
reviewing their work and openness of discusion about ways to effect improvements,

Course review can therefore be most usefully perceived as a regular activity
with agreed criteria and procedures, and ensuing action plans.

4C.3 Who Evaluates?

" One aspect of the agreed procedures which needs careful thought is who carries
out course evaluation. If undertaken by a head of department or director of studies,
it may well be seen as staff appraisal and regarded by teachers as threatening. Since
evaluation for development depends on the willingness of teachers to acknowledge
their concerns and problems, a major task for managers will be to avoid suspicion,
and to create an ethos of openness, mutual respect, and trust. For this reason, many
schaols prefer procedures which involve teachers in evaluating their own work and
in drawing on institutional resources in order to imporve what they see as their
areas of weakness.
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4C.4 What Is to BE Assessed?

The precise method of evaluation will relate to what exactly a teacher or
course director wants to assess. For example, in order to get feedback from students
on the interest-level of textbook content, a simple rating scale from 1 to 5, which
students can score against each topic, might be appropriate. However, in order to

assess the usefulness of a listening laboratory, the teacher might want to set up a log

book in the laboratory with individual sheets for students to complete after each session,
‘recording the work they have done and perceptions of their progress with it.

List some of these aspects which you might want to investigale and
questions you might want to address. The precise choice of focus and
range will depend on the age and level of students, the nature of course
- objectives and content, and whether there are recent innovations to be
evaluated. i

4C.5 How Do We Evaluate?

In evaluating our own cowrses PG ELT for e.g.; we can use' a variety of

procedures. One simple method we often use is to head a set of poster-sized sheets
with key issues, for example |

What I have learned from this course
What I liked most about the course
What 1 liked least about the course

How I think the course could be improved

Table A
Course aspects Question to address
Student needs ~  What were the students' priority need and to

~ what extent has the course fulfilled them?
-  Have s‘mqants become aware of further needs?
Course content ~ —  To what extent have different content areas
- of the course been useful?
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Resources

Methodology

Teaching stratepies

Learning strategies

Assessment

What further topics, situations, etc. would
students like to cover?

What has been the interest-level of particular
lexts, discussions, etc.?

What do students think are the strengths and
weaknesses of the textbooks or study
materials used?

To what extent have students used other
resources available?

Have students used community resources?

What aspects of methodology do students
like/dislike, find useful, interesting, etc?

Do students feel that the pace of classes is
appropriate? :
Could students be more involved in

choosing texts and designing tasks?

Are there any activities the leacher feels
uncomfortable with?

Does the teacher perceive any weaknesses
in teaching techniques or classroom
management?

Are there areas in which learner training
is needed?

How do students help themselves to learn
outside the classroom?

What are leamer's perceptions of the most
useful kinds of homework?

Have progress tests or assignments related
effectively to course objectives and course
content
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- Has the amount of assessment been
adequate and well timed?

—  Have students gained a clear idea of their
progress and been counselled .it?

— Have students had opportunities to assess
themselves?

—  Have adequate records been kept?

4C.5.1 Follow up-Posters or Questionnaires?

The teacher can organize the procedure, appoint a chair, and withdraw from
the room to ensure openness of discussion and anonymity of comment. Students
then agree and list comments on the posters and a tally is kept of how many
students agree with each comment. The teacher, on returning, can discuss the
comments and the feasibility or various ways as .... quality. The clear advantages
of this procedure ave its simplicity, speed, openness of comment, and opportunity
for discussion,

In contrast, the administration of a questionnaire survey, a popular methed, .
is time-consuming in preparation and processing, and, if set for completion out
of class, responses may be difficult to chase up. However, the advantage of this
method is that the techer can ask about points of special concern and can ensure

-coverage of many course elements. One way of engaging students' interest is to
ask them to submit questions or prepare parts of the questionnaire in groups as
classwork.

The poster session and the questionnaire survey are procedures for gathering
feeback from students. Good advice for the design of questionnaires and other ways
of eliciting student feedback can be found in Nunal (1992) and Weir and Roberts

(1994), 3

Other methods of evaluating courses involve observation, review of

documents and teacher self-report, ' I

Table B summarizes what is available to the teacher. You will need to decide
* what is most appropirate for your learners in the context in which you teach, Diary-
keeping, for example, has become popular in many western contexts where this
activity is part of the cultural tradition, but it would need careful consideration in
some other contexts and is, in any event, a matter of personal taste and preference.
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Table B : Methods of evaluating courses

Method

Student feedback

Teacher self-repori

Observation

Documenis

Examples
Interview students in groups or individually

Ask students to complete questionnaires in
class or at home.

Ask students to write key comments on
posters,

Hold an informal discussion.

Ask students to make evaluative notes
individually on the week's classes Lo give
to thn; teacher.

Fill in a self-assessement sheet
Keep a log book or diary,

Make an audio/video recording of
groupwork in a classes and analyse the
extent to which what happened is what you
planned or expected.

Observe one student through a week's
classes and anlyse interest, attention,
strategies, strengths, and weaknesses,

Ask a colleague to watch a lesson and
observe a particular aspect of your teaching.
e.g., explanations, controlled practice,
vocabulary work. Ask for critical comment.

Review course objectives.

Review lesson plans and write evaluative
comments. Look for points to improve on,
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- Review sludent work ami pinpoint issue to
work on.

~  Ask students to keep diaries of what they
like/dislike, find easy/ hard, interesting/
uninteresting, and review these periodically.

4C.6 When Do We Evalunate?

Two kinds of evaluation can be used in a course, The first is summative
assessment at the end of a course, a useful point at which to review the whole
course in order to pinpoint elements for improvement. The second is formative
assessment which takes place as the course proceeds.

Ideally, evaluation should be planned from the beginning, as schedule set,
participants decided upon, and criteria and procedures agreed by all involved, For
example, a teacher may decide to elicit feedback from students by means of a
poster session midway through a course and respond immediately on points arising;
or a director of studies may co-ordinate the design and administration of a

questionnaire survey at the end of a term, the responses to which may be used
for further course planning.

- 4C.7 What should Be done with the Information
Gamed

If ELT schools and departments are to remain<healthy’, then the information
collected needs to be fed into a review process which goes beyond the individual
teacher and links to wider decisions within the institution regarding timetabling,
choice of learning materials, development of resources, organization of the general
curriculwm, and provision of in-service training. Consideration, therefore, needs to )
be given to these questions:

How is the information }p be collated?

How is it to be analysed?
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To whom is it to be disseminated (e.g. teachers, managers, sponsors, students)?

How is it to be disseminated (e.g., writlen report, verbal report, verbal report
at a staff meeting)?

When is it to be discussed?

What action plans mighi arive from the discussion?
4C.7.1 Quality Assurance

The main purpose of the review process is to ensure ongoing quality
enhancement and assurance. If we hold informal poster sessions with our classes,
these questions are easily dealt with. We can retun to the class, posters can bhe
displayed and points discussd, we can talk about what is feasible among suggested
improvements, and make undertakings, Our students can also make undertakings
in this discussion and a date for further feedback can be set, The teacher can then
contribute information from the evaluation to departmental or school discussion. In
the case of a questionnaire survey across a range of course, the director of studies
can collate information statistically and present a short report to a staff meeting,
and the ensuing discussion can generate action points to be allocated among staff,
- Such a procedure needs sensitive management, ownership of the data by all involved
open discussion, and a focus on issues arising rather than on individual teachers.
Only then can evaluation become a force improving quality within an institution.

4C.8 Teacher Choice in Course Design

When departments or individual teacher have the [reedom to choose course
materials, a critical eye is needed. Two stages can usefully be undertaken in
evaluating the relevance of a book to a particular group of students,

The first stage is to assess the content of a book in relation to its professed
aims, If, for example, book states an underlying principle of its materials to be that
cross-cultural understanding is important in language learning, then teachers will need
to ask : -

Does the book show parallels d{td contrast between the learners' culture and
others?

Is this done in a non-patronizing way?
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What aspect of culture are in Jorcus?
Do these gives a rounded picture?

Does the book present national cultural as monolithic, or does it show
awareness of cultural variation?

S_imilarl;-,r.. if another stated principle is--t_hat students need to establish |hose
learning strategics which will help them make progress independently, then
teachers will need to ask:

Does the book deal explicitly with learning strategies and suggest ways of
using and developing them?

Is a sufficient range of strategies presented?

This first stage enables evaluation of the extent to which a book fulfils its
own aims and is therefore learners,

A second stage would then be to assess the book against the needs and
context of the intended learners. In other words, are the materials appropriate and
are they likely to be effective in helping learners to acquire English? It would be
useful to list some key eategories for evaluation and then list. questmns for each
category : these would very according to learner factors, mst:tutmnal setting, and
sociocultural context. Table C shows some examples. There are a number of such
checklist available for textbook evaluation! |

Initially, several questions must be posed. Do I:.rt}u want a product or process
oriented syllabus?

Will the course be teacher or learner led?
What are the goals of the pmgmm and the needs of your students?

This leads to an examination of the degree to which the various elements
will be integrated, which is of great sigmficance to Write (1988 : 92) who comments:

A complete syllabus specification will include all five aspects : structure,
JSunction, situation, topic, skills. The difference between syllabuses will lie in
the priority given to each of these aspects.

Eclecticism is a common feature of the mqjm"it' of course books under the
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communicative banner currently on offer. Attempting to combine the various aspects
of language has also been addressed by Hutchinson and Waters who state;

Any teaching material must, in reality, operate several syllabuses at the same
time. One of them will probably be used as the principal organizing feature,
but the others are still there (op. cit. : 89).

Table C : Key categories and examples of questions for evaluation

Category
The view of language

The view of language learning

Learners

The view of education

(uestions

What levels of language receive attention?
How is the language system categorized?

Are social aspects of language as§
communication taken into account, e.g,. level
of formality?

Is there explicit reference to grammatical
learning terms anconcepts?

Is there an appropriate balance of accuracy
and fluency activities?

Is there a balance of modes of language use,
i.e., listening, speaking, reading, and
writing?

‘Does the first language have a role in the |
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materials? , !
What age group do the materials have in
view?

How does the book relate to the needs of
learners? Is the content interesting and
challenging to the learners?.

Does the book have general educational
goals?

Are these appropriate to the learners?
Do they fit the national curriculum?



— Do the materials encourage learner
independence?

The environment of learning —  Does the teacher's role in the book fit in
with local perceptions?

% Is the cultural content accessible/
appropriate?

- Is the grading an sequencing appropriate
to the amount and intensity of time
available?

4C.9 Evaluating Literary Learning Materials

In this section we think about evaluating materials which make use of literary
texts. You will probably want to use the criteria we establish when choosing a
book to use with your students or when selecting a particular unit' or section in
a book. But you may also find yourself using some of the ideas in this section
for thinking ‘about materials produced by yourself or your colleagues.

It is not always easy to make this kind of assessment 'cold’ without actually
having used the material with the students, but it is possible to reach a few preliminary
conclusions about the books and materials even if these are altered or maodified after
using them with a class.

In this section, we suggest some criteria for assessing and evaluating books
and materials that are literary,

® Think

First, let us think about what our needs, and those of other teachers are
likely to be, the following are examples of the kinds of comments teachers
might make about the type of published materials they feel they need
‘to'use with their students. Consider whether any of these comments reflect
your own situation.
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A, My students are very academic and have 10 pass quite a stiff exam which
deals with British literature through the ages. So I need a book which
will take them chronologically through British literature and will provide
lots of background information about history and literary trends. But
since most books of this type seem to encourage students to learn by
rote. I'd like to find a book which provides the necessary information
but which actively involves the students in thinking for themselves as
well,

B. I just want a book that I can dip into now and again with my students.
with a few nice paems or exiracts that | can use.to encourage discusion.
My students need English for their work bur they enjoy a change of
activity now and again, and they love a good discussion.

C. I need a book that is going to help my students with their reading. This
skill really needs improvement, and the students have promised they
would be prepared to do some reading for homeworks. They are quite
advanced, so I thought a collection of short stores might be suitable.
Preferably with 1asks or exercises they could to for homework and we
could then discuss in class.

TASK 1

Now think about your own situation and what kind of material you might
like to use with your students, Write a short paragraph, or a few notes,

describing the students and identilying the kind material you would like to
nse,

4C.9.1 Examples of evaluation sheets

We will now examine a number of evaluation sheets intended 1o help you
decide whether a book, a piece material from a book or a piece of material esigned
by you or a colleague is suitable for the students you have described in Task.

The 'guickie' book evaluation sheet can be used if you only have time 1o

look fairly rapidly through a book or a number of books when trying to evaluate
material.
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Quick Book Evaluation Table C
Title of book

Author(s)

Publisher

Level

Overall aims/approach

Types of text used

Skill/language area which

book will help to improve

Strengths of material

- Weaknesses of material

Suitable for my students?
Yes/No

(please give reasons)

The detailed book evaluation sheet can be used if you have more time to
assess a book in detail. Although you would certainly not expect the book to contain
all the features mentioned on this questionnaire, the features do provide some overall
- guidelines as to what you might hope to find in a book using literature.

The following evaluation sheet can be used if you are evaluating a piece of
published material fairly quickly, for example a section or unit of a book, If you
have more time, you might want to expand your evaluation by giving more detailed
reasons for ticking the columns as you did.
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I

Table D

Detailed- Book Evaluation [Ref. H. 5. Selections Paper | (WBCHSE) or CBSE
Literature Book for +2]
L S T e
Author(s)
Publisher
Aims and organisation
I. What are the overall aims of the book?
2. What approach to using literature seems to have been adopted? Is this
approach suitable for your students?
3. How is the book organised? (thematically? according to linguistic
difficulty? Chronologically? etc.)
4,  Are units/sections self-contained? Can you use some of the material,
or do you need to work through it all?
Meferials and activities

i What kinds of text are used in the book? (poems? short stories? extracts
from novels and play? literary and non-literary texts?)
T Are the texts sufficiently varied, interesting and relevant to students?
3. Arc the tasks and activities sufficiently varied, interesting and
relevant to students?
4,  Are the students given sufficient linguistic guidance with the language
of the texts (for example, vocabulary exercises, pglossarics, etc.)?
5, Are students given adequate cultural, historical or literary background
information to make sense of the texts?
6,  Are students encouraged to relate the materials o their own lives and
experiences?
T. Is the material challenging enough for the students?
8  Could the material be adapted if necessary?
Instroctions and layout
L Are the instructions in the book clear and easy to follow?
2. Is the layout clear and attractive?
3. Are there visuals (pictures, photos, diagrams, ete.) to supplement the texts?
Accompanying resources :
1. Is the teacher given sufficient guidance in how to use the book (either
in the book itself or in a teacher's book)? .
2. Is there recorded material  available to accompany the book?
3. Could the book be used by students working on their own? (Is there
a key for example, to help them?)
Suitability for class/group
Would you use this book with your students? Please give reasons.
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I  Evaluating A piece ﬁf Material (Table E)
Title of book
Author(s)
Publisher
Page on which relevant maternal is found : .

Please tick the relevant column

10,

I would /would not use this material with my students because

-------------- L R T T R TR L L I T I I

TASK 2

Suitability of approach

for your studenis
Suitability of level

for you students
Relevance und interest

al tlexts chosen

Varicly and appropriastencss
of [asks and activities
Staging and grading

of lasks and sctivitis
Opportunities for student
participation and personalisation
Linguistic guidance
(plossaries, exercises, efe,)
Culral/literaryfhistorical
background provided
Clarity of instnictions
Layout and design

SEA AR ERA R E R R RN R R R AR

L e R T T e

Excellent

Good Adequate

Poor

------------- T L L I

mEmmsEaEaEE

Now that you have looked through or used the forms in this section, you might like to

make one of your own, listing all those criteria which you think are important in terms of

the group of students, that you yourself will be teaching. You can then use this form as a handy
refercnce when you arc assessing or evaluating any materials In the future.
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English skills for technical students/New International Business English or any course book
on Developing. Communication skills

II  Table F
Making decisions about the course -

Preview the cuurse:hnuk carefully and answer the questions. Be ready to dmcuss
your view in class,

A. Yourself
. Think about your own strengths and weaknesses in writing English,
Try to list them,

B. The book

2.  How many uniis are there? Do they all-took equally useful in helping
you to develop your writing ability?

3. Look at the organization of a unit. Make a, list of the .components in
it. Decide how each one will help you to develop your English.

4. ' Make a list of the topics covered in the book. Are any of these irrelevant

to your needs' or interesis? Are there any topics you would like to study
which are not here?

5.  What is your first impression of the book? Do you think it offers, help
with your own problems in writing? Is there anything -missing which
you would have expected to be included?

6. Are -there parts of the book which you think ym: could study
successfully by yourself?

C. The course

i Given our limited class-time, which parts of the book would be best
studied  in class together?

8. Would you prefer lo do the essay-writing
- at home? !
= in class, individually, with the teacher to assist?

- in class, with some co-operation in pairs and _Broups at the planning
revising and editing stages?

-~ ' as a mixture of these? , .
9 How many pieces of written work could you do each week?
10 Do you have any other suggestions/ requests relating to the course?
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10.4 Conclusion

This unit has attempted to set the status quo with regard to those options |
currently available to language teachers, as course designers and as users of
textbooks. The model used fo describe course désign has been influenced by
curriculum planning in general education, in which processes of considering th
students, establishing goals, choosing a product or process approach to course
planning, designing course units, and evaluation, are held to be of importance. At
the moment in ELT, our syllabus design and course unit design are based on
experience, reflection, and logical reasoning. It is to be hoped that in coming years
it will be possible to add the outcomes of évaluative studies to these sources of
information on, and insight into, the effective planning of courses.

4C.9.2 Discussion topics and projects

1 Collect a set of textbooks and .i[l‘u"f.stigﬂte any goals they state, and also
their content pages. Wha do these tell you about their underlying
assumptions concerning language and learning?

2, Study the list of evaluation criteria on the next few pages.

Ravionale. —  Why was the book writlen in the first
- place, and what gaps is it intended to
fil? ; :

-  Are you givé information about the
needs analysis or classroom piloting
that were undertaken?

"= Are the objectives spelt out?

Availability — Is it easy to obtain sample copies and
support material for inspection?

— Can you contact the publisher's
representatives in case you want further
information about the content, approach,
or pedagogical detail of the book?
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User definition

Layouﬁ_’gr&phfc.i'

Accessibility

. 'progress' made. and how much still

Is there a clear specification of the target,

age range, culture, assumed background,
probable learning preferences, and

educational expectations?

Are entry/exit language levels precisely
defined. e.g: by reference to local or
country-specific examination
requirements?

In the case of the ESP texibook, what
degree ‘of specialist knowledge is
assumed (of both learners and teacher)?

Is there an optimum density and mix of

text and grahical maternal on each page,

or is the impression one of clutter?

Are the arnwork and typefaces
functional? colourful? appealing?

Is the maternal clearly organized?

Can the student find his or her location
in the material at any point, i.e. is it
possiile to have a clear view of the

needs to be covered?

Are there indexes, vocabulary lists,

-section headings and other methads of

signposting the content that allow the
student to use the  material - easily.
especially for revision of self-study
purposés?

Is the learner (as opposed fo the teacher)

given clear advice about how the book
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Linkage

Selection/grading

Physical characteristics

and its contents could be most effectively
exploited?

Do the units and exercises connect in
terms of theme, siluation, topic, pattern
of skill development. or grammatical
lexical 'progression'?

Is the nature of such connection made
obvious, for example by placing input
texts and supproting exercise in close
proximity?

Does the textbook cohere both internally
and externally (e.g. with other books in
a series)?

Does the introduction, practice, and
recycling of new linguistic items seem to
be shallow/steep enough for your
students? '

Is there a discernible system at work in
the selection and grading of these items
(e.g. on the basis of frequency counts,

.or on the basis of useful comparisons
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between the learner's mother tongue and
English)?

Is the linguistic inventory prsented
appropriate for your purposes, bearing in

mind the LI background(s) of your
leamers?

Is there space to write in the book?
Is the book bound? too large? too heavy?

Is the spine labelled?



Appropriacy

Authenticity

Sufficiency

Cultural bias

Is it a book that could be used more than
once, especially if it is marked by
previous students?

Is the material substantial enough or
interesting enough to hold the attention
of learners?

Is it pitched at the right level of maturity
and language, and (particularly in the
case of ESP situations), at the right
conceptual level?

Is it topical?

Is, the content pbviously realistic. being
taken from LI material not initially
intended for ELT purposes?

Do the tasks exploit language in a
communicative or 'real-world' way?

If not, are the texts unacceptably
simplified or artificial (for instance, in
the use of whole-sentence dialogues)?

Is the book complete enough to stand
on its own, or must the teacher produce
a lot of ancillary bridging material to

* make it workable?
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Can you teach the course using only the
student's book, or must all the attendant
aids (e.g. cassettes) be deployed?

Are different and appropriate religious
and social environments catered for, both
in terms of the topics/situations presented
and -of those left out? '



Education validity 4

Stimulus/practice/revision —

- Are students expectations in regard to

contenf, methodology; and format
successfully accommodated?

- If not, would the book be able 1o wean

students away from their preconceived
notions?

Is the author's sense of humour or
philosophy obvious or appropriate?

Does the courseboock  enshrine
stereotyped, inaccurate, condeseending
or -offensive images of gender, race, .
social class, or nationality?

Are accurate or ‘sanitized' views of the
USA or Britain presented, : are

~ uncomfortable social realities (e.g.

unemployment, poverty, family break-
downs racism) left out?

Does the textbook take account of and
seem to be in tune with, broader
educational concerns (e.g. the nature snd _
role of learning skills, concept
development in younger learners, the
function of 'knowledge of the world', the
exploitation of sensitive issues, the
value of metaphor as a powerful
congnitive learning device)?.

Is the course material interactive, and are
there sufficient opportunities for the
learner to use his or her English so that

effective consolidation takes place?
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Flexibility

Guidance

147

[s the material likely to be retained
rememebered by learners?

Is allowance made for revision, testing,
and on-going evaluation/marking of
exercises and activitics, cspecially in
large-group situations; are ready-made

achievement tests provided for the
courschook, or is test development left
for the hardpressed teacher? Are 'self-
checks' provided?

Can the book accommodate the practical
constraints with which you must deal. or
are assumptions made about such things
as the availability of audio-visual
equipment, pictorial material, class size;
and classroom geography; does the
material make to man demands on
teachers' preparation time and students’
homework time?

Can the material be exploited or modified
as required by local circumstances, or is
it too rigid in format, structure, and
approach?

Is there a full range of supplementary
aids available?

Are ﬂ_n:: teacher's notes useful and
explicit?

Has there been an .inordianate delay
between the publication of the student's
and teacher's books which has meant that
teachers have had to fend for themselves
in exploiting the material?



—  Is there advice about how to supplement
“the coursebook, or to present the lessons
in different ways?

- Is there enough/too much "hand-holding'?

—  Are tapescripts, answer key, 'technical
notes' (in the case of ESP textbooks),
vocabulary lists, structural/functional
inventories, and lesson summaries
provided in the teacher's book?

—  Is allowance made for the perspectives,
exceptions, and preferences of non-native
teachers of English?

Overall value for money — Quite simple, is the coursebook cost-
effective, easy to use, and successful in
your teaching sitvation, in terms of time,
labour, and money?

- To what extent has it realized its stated
objectives?

(Sheldon 1988 : 242-5)

(@) Which of these criteria are particularly important to you when you
choose books for your own classes?

(b) Would you wish to add or delete any?

() Apply the criteria tu a textbook currently in use in your mslltul‘.iml
and discuss its strenpths and weaknesses.

4. Do you see project work as relevant, desirable, and/or useful in the situation
in which you teach? Discuss the advantages and disadvantages of introducing
it into the ELT curriculum and consider ways of dealing with any mnstramts
you might encounter,
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5  Think of a suitable project for your own learners.
(@ How would you introduce the topic?
(b) What stages would the project follow?

() What materials and / or guidelines would you need to design for each
stage? Design your introductory materials.

6. To what extent do you use negotiation with your learners? What are its

advantages and disadvantages? What are the most effective practical procedures
you could use?

7. Review the examples of evaluation procedures in this unit.

(@) What are the advantages and disadvantages of each, and which would
be most suitable for your own learners?

(b) Decide on the questions you would like to address in relation to a
.course you have been teaching or pursuing, Then design an evaluating
procedure

4C.9.3 Further reading

Breen, M. 1987 ‘Contemporary paradigms in syllabus design! Language
Teaching 20/2 ; 81-92 (Part 1) and 20/3 : 157-74 (Part 2).

This two-part article provides an overview of syllabus design in ELT. It makes
a major distinction between the 'propositional syllabus' and the 'process syllabus',
and discusses the theoretical underpinings of both and the issues that exist for the
syllabus planner, This article is useful reading for those who wish to delve into

ideas about language and learning which have influenced the design of course since
- the 1950s.

Clark, J. L. 1987, Curriculym Renewal in School Foreign Language
Learnings, Oxford, Oxford University Press.

Clark's book takes a wide educational perspective on issues of syllabus design.
He traces the influence of movements in general education, and those if hamanism,
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reconstructionism, and progressivism, and discusses the ways in which they have
influenced approaches to designing school language syllabuses. He also looks at
issuees in curriculum review and planning for change, and gives a detailed account
of two projects which demonstrate principles at work and issues arising.

Cunningsworth; A. 1995 Cheosing Your Coursebook. Oxford : Heinemann.
This book gives clear advice on selecting coursebooks according to criteria for careful
evaluation. The author provides useful checklists for decision-making, There is
discussion of various types of coursebook and suggestions on how to adapt materials
to suit particular teaching / learning situations.

Dubin, E and E. Olshiain 1986, Course Design : Developing Programs and
Materials for Language Lmrm'n,;;. Cambridge : Cambridge University Press.

This book is intended for teachers who are involved in planning courses for
their own learners or who might be involved in the design of programmes and
materials on a wider. scale. It covers the factors which need to be considered in
setting up a course and then looks at the stages of design; setting goals, selecting
a type of syllabus, and designing activities. The focus is on communicative
approaches and the book offers practical application activitics.

McDonough, J and C. Shaw. 1993. Materials and Methods in ELT. Oxford
: Blackwell. '

This book reviews and explores different approaches to ELT methodology,
showing how they are realized in materials. There are plenty of practical example
of materials and useful study questions.

Nunan, D. 1988a. Syllabus Design, Oxford University Press,

Nunan's book is divided into three sections, The first considers general issues
in syllabus design such as establishing the nceds of learners, selecting and grading
materials, and designing tasks, The second section looks at practice and examines
a wide range of syllabuses and course materials. The third helps teachers to analyse
their own teaching situation, and to apply relevant and useful ideas to their selection
of books for learners and to their own efforts at syllabus design,
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White, R. V. 1988. The ELT Curriculum : Design, Innovation and
Management Oxford : Blackwell.

White reviews the development of ideas on the ELT curriculum, the range
of syllabus types available, and rationale for each. He goes on to discuss the ethicient
infroduction an implementation of change in the curriculum and the issues that arise
for management. This book provides a particularly useful perspective for those who
have, or will have, responsibility for innovation in théir institutions.
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Unit 1 O Syllabus Survey

Structure

1.0
1.1
1.2
1.3

14

Objectives

Introduction

Surveying and establishing goals and objectives
Planning the syllabus—A survey

1.3.1 Basis for Syllabus Design

Sylla bus Survey—(}e-neml Principles

14.1 Determining Syllabus Types

142 Macro-Options in Syllabus Design

1.4.3 Let’s sum up

1.0 Objectives

The module will introduce you to various parameters used in the pa.st and in current

times for drawing up different syllabus models for the purpose of English Language

Teaching in schools and colleges. It is expected that your experience of worhng through all
the sections and activities will help you :

to understand the design of different syllahus models used in India and other
counfries.

to compare and evaluate the syllabus models explored.
to relate the text books and study materials within cach syllabus.
to consider methodological principles underlying each syllabus document and

to explore and focus on the fundamental assumptions guiding the design of each
syllabus framework.

1.1 Intrnductiun_

Models in the field of ELT syllabus design have moved rapidly since the 1970s,

and each model has its underlying rationale in educational thinking, in social trends,
and in views of language and leaming, as we shall discover in this module. The
structural syllabus of the 1960s and 1970s, the communicative syllabus of the 1980,
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and the tdsk-based syllabus of the 1990s, have all made their contribution to cowrse
design, Many cumrent communicative textbooks demonstrate all of these strands in
the multi-dimensional syllabus, as seen in the ‘contents map’ of a course. This has’
dimensions of communicative function, structure, topic, and project, the last including
various skills dimensions in the tasks supgested, As the unit titles suggest, it is the
functional list which forms the organizing principle as might be seen in lists like
‘Greeting’, ‘Reporting, ‘Namating’ ctc.

Teachers wishing to design multi-dimensional courses of their own will be faced
with the sarme issues as any texthook designer.

Which aspect of language or of skills work or of content should be the
primary organizing criterion for the course?

What implications does this bold for the design and format of a course unit 7

Teachers wishing to combine formal classwork with less formal activities such
as projects will be faced with further issues : What is the appropriate balance of
time to spend on each, and what are effective ways of integrating the two?

In this module we will look first at a few syllabus models and then explore
the decisions confronting teachers and syllabus designers in planning and organizing
leaming experiences and syllabus documents.

® Let’s begin by revising the varlous types of syllabus diseussed in Module
1, You are already aware that a syllabus can be either Product or Process
oriented. -

With regard to general English language education, particularly in the early stages,
many fteachers take the view that a product syllabus, which presents and practises
a formal set of linguistic iterns, is desirable. If we accept that leamers also need a
‘process’ element of unfocused tasks, the question is how this element can be
introduced and integrated into a course.

Brumfit (1980) has suggested a spiral syllabus, as shown in the Figure on the
next page in which a series of unfocused tasks will enable students to use the
language they have acquired while following a basic product syllabus, This type of
syllabus can be seen in textbooks where ‘extension’ units engage learners in less
formally focused tasks.

Ellis (1987) suggests a parallel syllabus with separate strands, as shown on
the right in the same Figure, This might well be seen in a weekly fimetable of four
sessions where two sessions follow a product syllabus based, say, on structures, with
focused tasks, a third session is given to literature with a series of role-play,
discussion, and writing tasks, and the fourth session uses project work.
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Unfocused
task
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: @l  sequenced sequenced
Graded and list of list of
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list of tusks products
linguistic :
products
(a) Spiral syllabus (b) Parallel syllabus

Figure Spiral and parallel syllabuses (Ellis 1987, 188)

Issues of grading and sequencing will still be important to a teacher following
separate strands in a course. In the literature sessions, for example, thought will need
to be given to how tasks can be graded according to such factors as length of
reading extract, difficulty of cultural background in the text, complexity of textual
organization, number of steps in the task, number of students involved in performing
the task, and length of #ime to complete the task.

1.2 Surveying and establishing goals and objectives

Our explorations into the perspectives of goals and objectives will begin to define
contextual constraints within which the course must be planned and taught, It is
perhaps sufficient to reiterate here the importance of matching course to context.
The most efficient course design .is one which takes into account specific factors
such as class size, time available, and the teacher’s own communicative ability,
knowledge of the language system, and command of methods.

It should also take into account more peneral factors concerning educational
values, perceptions of the teacher’s role, and expectations of classroom procedures.

The distinction between the terms ‘goals’ and ‘objectives’ is here taken to be
a distinction between the general and the specific. For example, one broader goal
for a course might be perceived, from the teacher’s perspective, as being :

1. to develop the students’ reading ability more comprehensively and effectively;
More specific objectives within the goal tould be outcomes for the students :

(a) to develop effetive strategies for dealing with unkinown words
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(b) to be able to distinguish fact from opinion

(c) to build confidence in dealing with a wide range of texts (e.g. news
reports, charls, magazine articles, shor! stories).

Similarly, another broad goal could be ;

1. to help learners become more independent in their approach to learning;
more specific objectives for students could be :

(a) fto learn ways of moniloring and assessing their own progress

(b) to develop effective strategies for using monolingual dictionaries

(€) to find ways of exploiling out-of-class resources for learning English.

Note the difference between the first goal, which is to do with the outcomes
of a langnage learning course, and the second, which is a wider educational goal
to do with the process of learning and the development of the individual. Teachers

working with school students will have a particular concem for- formulating educational
goals,

A quick review. would immediately supgest some of relevance to ELT, for
example

— to develop enjoyment in reading and good reading habits

— o develop appreciation of the link between language and culture and
awareness of how languages and cultures’ differ

~ lo develop a critical stance in listening and reading.

In many contexts, general goals are set out in a national curriculum or by
institutional policy-makers and it is left to teachers to interpret these in specific

objectives. It is difficult. to know how many teachers actually list the specific
objectives. ' :
However, making the stating of objectives a distinct stage in course planning has
a mumber of advantages—it enables us :
to assess the appropriateness of course materials; y
to make explicit the aims of the course and how these have been determined; and
_ fo encourage students to develop their own agenda for the course.

It is a stage of course planning in which leamers can become involved through
consultation and negotiation. A list of objectives also provides one set of criteria
for evaluating a course. Students can be invited fo assess how far they have been
enabled to achieve the objectives of the course.
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1.3 Planning the syllabus—A survey

It is typical of contemporary coursebooks to use a mu]n-dinmnsmnal syllabus,
Johnson (1981) gives a rationale for this kind of syllabus by analogy with a
construction plan :

- argument as to the relative merits of national, situational, or topic based
syllabuses, etc. are no more sensible than arguments as to whether the
specifications in a construction contract should cover the foundations, or the
steel framework or the concrete or the glass or the interior design ete, The obvious
answer is that all of these must be covered. (Johnson 1981 : 34)

His view can be seen as a response to the debate of the 1970s as to what
might constitute the most appropriate base for designing a language syllabus. It was
during this period that the communicative revolution in syllabus design and classroom
methodology took impetus from the work of applied linguists interested in the concept
of communicative competence.

Previously, the classical humanist values prevalent in general education (Clark
1987) had influenced language teaching towards content-driven courses, the content
consisting of selected and sequenced items from the formal language system. This
*structural syllabus® relied on analyses of language provided by linguists of the time
and focused on the systems of phonology, grammar, and lexis. It has prevailed
widely as a base for course design on the grounds that it has its clear advantages,
ie. it is amenable to planning and can provide systematicity. For this reason many
teachers and leamners feel secure and appreciate being able to review what they have -
covered of the ‘building blocks® of the language. The point has also becen made
that, if a structural syllabus and related course units make explicit use of grammatical
‘concepts and categories, it enables learners to use formal strategies for acquiring
language such as analysing the tense systern, And many adult and adolescent learners
have already developed effective strategies of this kind through previous language
leaning experiences.

course designers of the 1970s however, were influenced by the reconstructionist
movement in general education and its arguments for objectives-driven courses,
together with concurrently emerging perspectives on what communicative ability in a
language entails.

A seminal work in this respect was Wilking” Notional .Sj.eﬂabmes (1976). He
sugested three components for a syllabus based on what he called ‘communicative
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capacity’. These derived from the three types of meaning expressed thnugh a
sentence or a spoken utterance.

The first component is derived from the kind of meaning conveyed through the
grammatical system as we relate information and express perceptions, For example,
we express time relationships through tenses and duration through prepositional
phrases, This Wilkins calls the ‘semantico-grammatical’ or ‘notional’ category.

" The second component is modality, arising from modal meaning, ie. the
expression of affitude towards the content of what is conveyed, for example certainly,
as in ‘He must have ....", or disbelief, as in ‘I’'m astonished that ...’

The third component is that of communicative function, ie. the purpose of
using the utterance in conversation or the sentence in a written text, for instance,
to advise, to complain, to report, or to persuade,

1.3.1 Basis for Syllabus Design

Wilkins’ components of notions, modality, and ﬁmm‘mns have been highly
influential in attempts to find new bases for syllabus design, The Council of Europe,
for example, produced the syllabus specifications “Threshold Level English’ (van
Ek 1975) and “Waystage English’ (van Ek, Alexander, and Fitzpatrick 1977), which
are widely used by ELT texbook writers, These built on Wilkins’s work in order

to provide a framework for specifying language leaming objectives. This framework .
is as follows :

1, the situations in which the forcign language will be used, including the topics
which will be dealt with;

the language activities in which the leamer will engage;

the language functions which the leamer will fulfil;

what the leamer will be able to do with respect to each topic;

the general notions which the leamer will be able to handle;

the specific (topic-related) notions which the leamer will be able to
handle;

the language forms whiclla.. the learner will be able to use;
the degree of skill with which the leamer will be able to perform.
(van Ek 1975 : 8-9)

In these eight elements we can recognize most of the bases now available for
ELT course design : situations, functions, topics, notions, siructures, and skills.
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These are the elements which the designer integrates into a multi-demensional
syllabus. They are considered in detail in Yalden (1983) and Nunan (1988),

Given below is Janice Yalden's basic model of syllabus development, The
elements outlined can be integrated info this framework for Syllabus design.

Selection/ Production Production Devefupn'_lmtand
MNeeds —>- Development | ofa ofa o Implementation of
Survey of Syllabus Proto- Pedagogical Classroom
Type Syllabus | | Syllabus |- procedure
<
Evaluation

1.4

Syllabus Survey—General Principles

If you wish to make a critique of any syllabus document or any curriculum
model, you would first need to study the document very carefully in order to :

identify the type of syllabus

ascertain the assumptions underlying the design of the curriculurn or syllabus
consider the scope of the syllabus or the extent to which it can be used

find out those areas amenable to modification or adaptation

compare it with any -other

explore the relationship between syllabus goals and the goals of language
teachers

examine the selection and sequencing of grammatical elements in the syllabus _

Let's once again review. and revise our notions of Syllabus types.

Before you examine any syllabus document you could once again read through
the mext section which outlines what Vanessa Steels, David Nunan, David
Wilkins have to say about :

the traditional syllabus
the holistic syllabus

the synthetic syllabus
the analytic syllabus and
the notional syllabus,
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1.4.1 Determining Syllabus Types
® Which syllabus? The traditional or the holistic syllabus?

Vanessa Steels

Traditional and holistic syllabuses reflect different views of language and language
leaming and teaching. Both viewpoints are quite valid, and most courses nowadays
will reflect elements of both. It is the relative emphasis given to language as a body
of knowledge to be mastered, or language as a communicative process to be
developed, which will determine which of the labels “waditional’ or ‘holistic’ 1 would
apply to a given syllabus.

The traditional syllabus

In traditional syllabuses and materials, linguistic content is primary. The situational
and thematic choices are made once the linguistic content has been established. The
selection of the linguistic content itself is based on a particular theoretical view of
the nature of language and the way in which we acquire it.

An example

The audiolingual method, for example, emphasised a careful sequencing of
grammatical structures, which were presented and then repeated, with gradual
memorisation of the dialogue. This approach was developed following research by
behaviourist, psychologists, who saw language as a system of building blocks, and
language acquisition as a process of habit formation, through imitation and repetition,
Such an approach tends to ignore thematic content, and grammar and vocabulary
are presented in isolated sentences without any thematic thread.

Advantages _
Traditional syllabuses are suited to some types of leamers, Breaking the language
down into bits and pieces can help to focus students on a particular aspect of the

language and avoid the focus being blurred by other problems of a lexical or
phonological nature.

Aruguments for a more holistic syllabus

Those who crificise the traditional syllabus argue that it isn’t logical to break
language into bits and pieces when it is always experienced comprehensively, as a
whole, Language consists of more than a stock of objective facts. This means that
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a holistic approach uses texts, i.e., whole pieces of language, rather than individual
sentences, to prepare the learners for the language they will encounter outside the
classroom. Widdowson claims that we must progress from learning about the language
(language usage), to considering how language works in a communicative sense,
(language use), which, ‘requires us to go beyond the sentence and look at longer
stretches of langnage.’ .

This holistic view has gained prominence in recent years. A holistic syllabus- will
front texts, topics and tasks, placing preat emphasis on meaningful communication
from the leamner’s point of veiw. Texts should be authentic, tasks should be
communicative, and leamers will be encouraged to respond to the topics and texts,
rather than to isolated phonemes and morphemes,

How ihis works

Whereas traditional syllabuses select language items solely on the basis of
linguistic criteria, a holistic syllabus will select ‘the items the leamer needs to know
in order to get things done, ie., to complete the task.

Language errors are repaired by the teacher or the class while the: students are
on the task. Thus grammar is taught reactively, rather than pre-emptively. Such
approaches of course throw up their own problems, such as of how to order the
tasks and of how fo choose the task which learners need. However, adherents of
this approach. would argue that a focus on function, fluency and use is still more
like how leamers experience the langhage outside the classroom, than a focus on
form, accuracy and analysis.

A comparison of traditional and holistic approaches

Tkndiﬁdna] Holistic

@ Focus on language as a sequence of ® Focusis on communication,
grammafical patterns. :
| e Selects language items on basis of ® Selects on the basis of what language

complexity of linguistic criteria. items the learner needs to know.
@ Language used tends to be more ® Genuine everyday language s’

formal and bookish, - m'rphasmed
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Traditional Holistice
® Aimisto have students produce ® Aimistohavestudents communicate
formally correct sentences. effectively in order to complete the task)
e Rcading and writingare emphasised. | @ Speakingis given at leastas much
time as reading and writing, -
® Tends o be teacher-centred. @ Tends to be student-centred.
@ Focusison the form of cxpressiﬂ.n ¢ Resembles the natural language
rather than the content. leamning process by concentrating on
the content/meaning of the expression
rather than the form.

(Adapted from ‘The Learner-Centred Curriculum’ David Nunan. CUP 1988.)

1.4.2 Macro-Options in Syllabus Design

Syllabus types can be divided into two superordinate classes, synthetic and
analytic (Wilkins, 1974, 1976), although it may be more accurate to view synthetic
‘and analytic as two points on a continuum rather than as a strict dichotomy
(Wilkins, 1976). Synthetic syllabuses segment the target language into discrete
linguistic items for presentation one at a time : Different parts of language are
taught separately and step by step so that acquisition is a process of gradual
accumulation of parts until the whole structure of language has been built up..... At
any one time the learner is being expesed to a deliberately limited sample of
language. (Wilkins, 1976, p.2)

Synthetic, that is, refers to the learner’s role :

The leamer’s task is to re-synthesize the language that has been broken down
into 4 large number of small pieces with the aim of making his [sic] leaming task
‘easier. (Wilkins, 1976, p. 2)

The synthetic syllabus relies on learners’ assumed ability to learn a language in
parts (e.g. structures and functions) which are independent of one another, and also
to integrate, or synthesize, the pieces when the time comes to use them for

- communicative purposes. Lexical, élmctuml, notional, and functional syllabuses are
synthetic. Although they need not be, so also are most so-called topical and
situational syllabuses, for examination of teaching materials shows that topics and
situations have traditionally been used as vehicles for structural syllabuses—a tendency
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which has also begun to occur with some commercially published materials that
purport to be task-based, but are not,

Analytic syllabuses offer the learner target language samples which, while they
may have been modified in other ways, have not been controlled for structure or
Jexis in the traditional manner. Users maintain that prior analysis of the total language
system into a set of discrete pieces of language that is a necessary precondition
for the adoption of a synthetic approach is largely superfluous. Analytic approaches
are organised in terms of the purposes for which people are learning a language

and the kinds of language performance that are necessary to meet those purposes.
(Wilkins, 1976, p. 13)

Alalytic, that is, again refers not to what the syllabus designer does, but to
the operations required of the learner. Wilkins (1976) writes :

since we are inviting the learner, directly or indirectly, to recognize the
linguistic components of the language behavior he is acquiring, we are in
effect basing our approach on the learner’s analytic capabilities. (p. 14)

Updating Wilking’ definition a little, analytic syllabuses are those which present
the target language whole chunks at a time, without linguistic interference or
conirol. They rely on (a) the leamners’ assumed ability to perceive regularities in
the input and to induce rules (or to form new neutral networks underlying what
looks like rule-govemned behavior), and/or (b) the continued availability to learners
of innate knowledge of linguistic universals and the ways language can vary,
knowledge which can be reactivated by exposure o natural samples of the L2.
Procedural, process, and task syllabuses are all examples of the analytic syllabus
type. Wilkins (1976) classifies situational, notional, and functional syllabuses as
analytic. Notions and functions are clearly linguistic units, however, isolation of
which in practice always results in a synthetic syllabus, such that exercises
practising requests or apologies replace exercises on relative clauses or the present
perfect. .

The analytic/synthetic distinction is partially reflected in a second classification,
R. V. White’s (1988) Type A and Type B syllabuses. However, whereas Wilkins®
categories turn on differences. in the way input and learner interact, White's
conceptualization is broader, capturing differences in two general approaches to
course design, instruction, language learning and evaluation.
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Type A syllabuses focus on what is to be leamed : the L2. They are
interventionist. Someone preselects and predigests the language to be taught,
dividing it up into small pieces, ‘and determining leaming objectives in advance
of any consideration ‘of who the learners may be or of how languages are
leamned. Type A syllabuses, White points out, are thus external to the leamner,
other-directed, determined by authority, set the teacher as decision maker, treat

the subject matter of instruction as important, and asesss success and failure in
terms of achievement or mastery.

Type B syllabuses, on the other hand, focus on how the language is to be
leamed. They are noninterventiomist, They involve no artificial preselection or
arrangement of items and allow objectives to be determined by a process of
negotiation between teacher and leamners after they meet, as a course evolves.
They are thus infernal to the learrier, negotiated between leamers and teacher
as joint decision makers, emphasize the process of leamning rather than the subject
-matter, and assess accomplishment in relationship to leamers’ criteria for success.
As will become clear, in. addition to being analytic, all three taskbased syllabus
types focused on in this section are primatily Type B in nature : Each allows
both language and task to be negotiated in the classroom. Procedural and ftask
syllabuses do have one Type A characteristic, however, for (via different
procedures) each makes. an initial specification in substantive terms of the kinds
of tasks learners will work on before teachers and students ever meet. That is
to- say, they specify the farget tasks leamners ultimately need to be able to
handle, and then allow the tasks teachers and leamers work on in the classroom,
that is,-the pedagogic tasks, to be negotiated, Process syl!ahuses conversely, are

Type- B thoroughbreds; they allow negotiation of language and task and, in thmr}r
at least, place no constraints on the tasks chosen,

1.4.3 Let’s sum up

Nowadays, many courschooks opt for a more mixed approach. If you are
interested in finding out more about the thinking behind the course book syllabus
that you are using, it can be very helpful to read the introduction to the teacher’s
book, which accompanies your coursebook. This usually reveals the coursebook
writer’s methodology, selection criteria, and approach to grammar and vm:al}ulary
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As a teacher, it is very useful to know the ideas behind a particular sequence of
exercises or tasks, as this can help you to judge whether or not such an approach
is suited to your students’ needs.

Further reading

*‘Course Design’ by Dubin and Olshtain. CUP 1986

You are now ready to move on to the next unit for application of the
knowledge and ideas gathered through the process of surveying various
syllabus types, courses and textbooks.
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Unit 2 O Syllabus Evaluation

Structure

2.0 Objectives

2.1 Wurkshup Activities

22 Taskl

2.3 Evaluating Syllabus Models 1,2,3,4,5 and 6
24 Evaluating goals, products, content and grading

2.5 'Discussion questions and activities

2.0 Objectives

This unit has been specially designed to familiarize you with various syllabus
models used in the country and abroad and to help you to ; :
® identify the different syllabus types used for various purposes

® determine the principles mlderlyrlng the selection and organisation of the content
in each syllabus

® Consider the resources needed and usnd for proper impiemantat:un of the
syllabus,

® supgest adaptation and modification of the syllabus examined.

2.1 . Workshop Activities

It is expected that you will work through the various tasks which have been
adapted from Nunan (1988, 1989) and develop critical awareness of :

— the underlying assumptions gu:n’ing r.f:e design of each syllabus model
— the actual [framework and _
— the modalities of implementation of the syllabus models,

2.2 Task 1

1. In groups examine in detail the models of syllabus documents given
and find answers to the questions on the next page.
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There are six models of syllabus docurnents on the next few pages. Siud}r them

carefully.
a)

b)

h)

i)

k)

Are the four components of a, curriculum present?
(OBJECTIVES, CONTENT, IMETHODOLOGY, EVALUATION)

How did you identify them? Specify whether the catepories of the
objectives ate general, specific, attitudinal, behavioural or any
other?

Who are the learners? What is their entry level?

_Has the leamer profile in terms of setting, needs, and resources been

provided?
Have the leamning outcomes been specified? What are the assumptions
underlying the curriculum design? (Beliefs, needs, context)

Identify the TYPE of syllabus you are examining. Is it communicative
or non- communicative? Which particular approach underlies this
syllabus?

Do you find the notion of eclecticism present in the syllabus you are
examining? Which are:as have been considered?

What kind of CONTENT has been specified? How effectively does the
content reflect the objectives?

Have the fopics, skills, functions and the situations in which language

will be used been specified? Is there a gap between the ideals and
the reality?

What kind of materials have been suggested or selected? What is the
criteria of selection? -

What is the principle of organization of the specified content ?
Are there any Sﬂggﬂﬂﬂﬂ!‘lb for actual classroom implmnmtannn in terms

of

— no. of warkfng hours ~ dctivities — methodology — techniques and
— expectation regarding level of learner performance -
EVALUATION?

Do the objectives, matermlsmdtechmquesnmch?hmﬂmymmpaﬁblu?

To what extent is it feasible for the teacher to modify or adapt the
syllabus you have been examining?
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Model 2,
Intermediate Level Syllabus Outline

This syllabus provides a general outline proposal for creating courses for
intermediate level students. This syllabus can be. easily adapted for individual
classes while retaining an overall structure aimed at helping students acquire
the language they need to communicate,

Duration

120 hours total comprised of :

@, 80 hours theoretical

® 30 hours practical applications

® 10 hours of final examination and cvahation
Course Objectives

® Daily life interrogative and discourse capabilities
® DBasic person and place descriptive abilities

® Number, time, quantity, and cost use

Daily life receptive understanding skills, Written usage to express situations, pive
instructions and explanations, communicate opinions, and narrate and comprehend
stories, specific terminology use based on students’ needs.

Course Structure—80 hours theoretical including

24 hours basic grammatical skills — Verb forms and other grammatical structures

including use of the interrogative Introductions and greetings, — Asking for

and discourse forms covering ; information

=g — Offering, — Requesting— Inviting

6 hours descriptive skills — Comparative language, — Voeabulary building

including : : for people and places, — Communicative
structures for expression of opinions, — Asking
for descriptions :

6 hours English numeration — Time, quantity, cost and numbering vocabulary

including :

— Buying and selling structures — Requesting
and giving the time — Various numerical
expressions including cardinal numbers,
fractions, decimals etc.
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16 hours receptive skills
development including :

14 hours written skills
development including :

14 hours basic terminology based
on students ' needs

Listening comprehension focusing on varying
elements of vocabulary and structure
Video comprehension developing combined

visual-audio receptive skills to deduce meaning
from context

Reading skills stratepies including intensive
skimming and scanning development tasks,
as well as intensive reading exercises

Development of basic writing skills applying

studied grammatical structures — Standard
writing formats including formal and informal
letters — Expression of opinions in writing —
Instruction flow writing skills — Narrative
writtén structures to express past events

Identification of equipment required, intensive
vocabulary training — Descriptive language
development of equipment use and functions
— Integrated interrogative and discourse use
with targeted vocabulary and functions —
Language formation for instruction in, and
explanation of basic equipment use

30 hours practical application and self-instruction

14 hours use of "'Authentic"”
materials to extend receplive
development including both
classroom and self-instruction :

— Reading comprehension of authentic time-

tables and schedules — Listening comprehension
of authentic radio broadcasts in both British
and American English

Communicative and decision malking activities
based on authentic reading materials —
Authentic video materials to improve

-extraction of information from authentic source

— Use of the Internet to extract authentic
materials on specific areas of interest —
Introduction to self-instruction English sites
located on the Internet including pen-pals,
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10 hours of class communicative  —
activities including :

0 hours specific targeted -
vocabulary development :

Model 3,

quizzes, listening comprehension and
idiomatic language development — Written
communication tasks for authentic task
oriented goals — Self-instruction CD-ROM
using various English learning software
packages — Self-instruction using listening
and video materials from the self access
language laboratory with comprehension
exercises

Role-plays in various authentic situations —
Debating various points of view to strengthen
the abjlity to express points of view —
Information gathering activities concerning
time, place, cost and personal descriptions —
Project development in groups and pairs—
Group generated narrative written production

Interviewing activities to enhance instruction
and explanation processes with specific focus
on basic individual vocabulary needs, — Lexis
development and extension in appropriate
areas, — Role-play to increase active use of
targeted language areas, — Group created
written reports giving instruction on various
asgpects of target vocabulary

Grammar items and their sequence in a first-year English course (from

Axbey 1997)

Present verb be

Subject pronouns

Possessive adjectives

Indefinite article : a/an

Plural nouns: -s, -fes, -es

Prepositions: from, in, near, af, with,
there is/are

Expressions with go
foo + adjective/not + adjective enough
When clauses
want + infinitive
countable/uncountable nouns with
many/few, much/litile
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Countable nouns with some and any Comparative adjectives

Definite article : the ; Superlative adjectives

Ploral nouns : iegular Prepositions of place

Demonstrative pronouns : this/that, Arficles : definite/indefinite/zero
these/those Present continuous for fixed plans

Adjectives - Verbs + prepositions

have/has got Expressions with get

Present simple going to for intentions

Object pronouns - would you like + nounfinfinitive

Whose? How often? can for permission

enough cannoticant for prohibition

canfcannot (canl) shouldishouldnt for advice about

like + noun/like + gerund polite behavior

Adverbs of frequency Possessive pronouns

Do you like ? Present perfect

Would you like 7 Indefinite pronouns

Past verb be should/shouldn for giving: opinions

Present contimios for present will/wont for promises of help
activities promise/remember/forget + infinitiye

Indefinite pronoun : everyone, have to for obligation
everybody, no one, nobody + Adverbs of manner
singular verb Prepositions

most{some/a few + plural verb will/wont for predictions

askitell + infinitive think so’hope so

Past simple

Model 4.

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)
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1.2
1.3
1.4

21
2.2
2.3
24
25
2.6
.7
2.8

29
2.10
2.11
2.12
2.13
2.14
2.15.
2.16
217
2.18
2.19
2.20

2.21
222
2.23
2.24

correcting

asking

answering questions

Expressing and finding ouf attitudes

expressing agreement with a statement

expressing disagreement with a statement

enquiring about agreerent and disagreement

denying statements

stating whether one knows or does not know a person, thing or fact
enquiring whether someone knows or does not know a person, thing or fact
stating whether one rethembers or has forgotten a petson, thing or fact or action

enquiring whether someone remembers orhas forgotten a person, thin gor fact or
action

expressing degrees of probability

enquiring as to degrees of probability

cx_pn:ssing or denying necessity (including logical deduction)
enquiring as to necessity (including logical deduction)
expressing degrees of certainty

enquiring about degrees of certainty -

expressing obligation

enquiring about obligation

expressing ability/inability to do something

enquiringabout ability or inability to do something

expressing that something is or is not permitted, or permissible
enquiring whether something is oris not pmnirtédﬁrpemﬁssihle (including seeking
permission) _ |
grningpemisson

withholding permission

expressing wants/desires

enquiring about wants/desires
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2.25
2.26
2.27
2,28
2.29
2,30
231
2.32
2.33
234
2.35
2.36
2.37

238

2.39
2.40
2.41
2.42
243
2.44
2.45
2.46
2.47
2.48
2.49
2,50
2,51
2,52
2.53
2.54

expressing intentions
fmqmnng about intentions
expressing preference
inquiring about preference
expressing pleasure, happiness
expressing displeasure, unhappiness
enquiring about pleasure/displeasure/happiness/unhappiness
expressingliking
expressing dislike
enquiring about likes and dislikes
m;tpmsshlg satisfaction
expressing dissatisfaction
enquiring about satisfaction/dissatisfaction
expressing interest
expmssi:ng lack of interest
enquiring about interest or lack of interest
expressing surprise
expressing lack of surprise
enquiring about surprise
expressing hope
expressing disappointment
expressing fear ;
giving reassurance
enquiring about fear/worries
expressing gratitude
reacting to an expression of gratitude
nﬂhﬁngan apology
accepting an apology
expressing moral obligation
- expressing approval
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2.55
2,56
2.57

3.1
3:2
3.3
3.4
3.5
3.6
3.7
3.8
3.9
3.10
311
312
3.13
3.14

4.1
42
4.3
4.4

45
4.6
4.7
48

49

4.10

4.11

4.12

expressing disapproval
enguiring about approval/disapproval
expressing regret, sympathy
Deciding on courses of action (suasion)
suggesting a course of action
agreeing to a suggestion
requesting someone to do something
advising someone to do something
warning others to do something or to refrain from something
encouraging someone to do something
instructing or directing someone to do something
requesting assistance
offering assistance
inviting someone to do something
accepting an offer or invitation
declining an offer or invitation
enquiring whether an offer or invitation is accepted or declined
asking someone for something
Socialising
attracting attention
greeting people _
when meeting a friend or acquaintance
replying to a greeting from a friend or acquaintance
addressing a friend or acquaintance
addressing a stranger
addressing a customer or a member of the general public
introducing someone to someone else
when being introduced to someone, or when someone is being infroduced to you
congratulating someonc :
proposing atoast
taking leave
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5.1

5.2

5.3

54

3.5

3.6

37

3.8

5.9
3.10
5.11
312
5.13
5.14
5.15
5.16
517
5.18
519
5.20
5.21
5.22
5.23
5.24
5.25
5.26
527
5.28

6.1
6.2
6.3

Struciuring discourse
opening
hesitating
comecting oneself
introducing a theme
EXpressing an opinion
emumerating
ifyi
hasizi
N
changing the theme
asking someone to change the theme
asking someone’s opinion
showing that one is following a person’s discourse
: 3
asking someone fo be silent
giving over the floor
indicating a wish to continue .
encouraging someone to continue
indicating that one is coming to an end
closing
telephone opening
asking for [someone]
asking someone to wait

asking whether you are heard and understood

giving signals that you are hearing and understanding
announcing new call '
opening [letter]

closing [letter]

communication repair

signalling non-understanding .

asking for ra_epciitinn of sentence

asking for repetition of a word or phrase

175



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
6.8 asking for something to be written down
0.9 expressing ignorance of a word or expression
6.10 appealing for assistance o
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
Model 5.
Skills syllabus for listening and speaking
From Malaysian Secondary School Syllabus form [V (1989).
1.0 Listening and Speaking

The component on listening and speaking deals with the skills of sound
discrimination, extracting information, and prediction, in order to perform specific
functions. The skills also include those of determining and using registers 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 hierarchy and
are thus not intended to be followed as a rigid sequence. They need to be repeaied
in different but meaningful combinations.

Objectives of the component on listening and speaking

Listening to and discriminating : consonant clusters, sentence stress and
intonation, diphthongs and homonyms, '

Listening to and understanding : work, phrases and sentences; instructions,
messages; stories; talks; reports; opinions; poems; dialogues; information in reports,
guides, charts, graphs, manuals, forms, and letters; description of scenes, events,
places, things, and processes and procedures.
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.'Simaﬁng with correct prcinunciutiun. intonation, word stress and sentence rhythm,

Asking for and giving: meanings of words, phrases and sentences; instructions;
messages; talks; reports; opinions; information in reports, guides, chiarts, graphs,
manuals, forms and lctters; descriptions of scenes, events, places, things, and
processes and procedures; and '

Telling stories

Skill specifications

Al the end of the English Language Programme for Form IV, students should be

able to -

1.1
1.2

1.3
1.4

1.5
1.6
L7
.]'E
1.9

110

111
1.12

1.13

Listen to and discriminate between : consonant clusters, diphthongs and
homonyms,

Listen to and understand, and ask for and pive meanings of words, phrases
and sentences.

Speak with correct intonation, word stress and sentence rhythm.

Listen to and understand, and ask for and give instructions on how to fix
things, such as a leaking tap.

Listen to and understand, ask for and give and relay messages received
through the mass media, such as the radio and the television.

Listen to and understand, and tell stories on moral values, such as self-
reliance, diligence and public-spiritedness,

Listen to and understand, ask for and give information contained in talks
on current issues, such as consumerism and health care,

Listen to and understand, ask for and. give -information contained in reports,
such as newspaper reports and book reports.

Listen to and understand, ask for and give information contained in charts,
graphs and manuals.

Listen to and understand, ask for and give information contained in
informal letters, in nﬂwspapm and in formal letters of unqmr}r and
complaint.

Listen to and understand, ask for and give descriptions of scenes, such
as tourist spots in the ASEAN region,

Listen to and understand, ask for and give dcscnphuns of evenis, such as
the SEA games.

Listen to and understand, ask for and give npminns on currﬁnt issues, such
as unemplnymml
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1.14 Listen to and understand selected poems of writers from ASEAN region.

[.15 Listen to and understand, ask for and give descriptions of processes and
procedures, such as the recycling of material,

I.16 Listen to and understand, and express displeasure and regret.
.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. Dismﬁing main ideas
b. Understanding saqucﬁce
¢. Noticing specific details
d. Infemring
€. Companng
f Predicting
g Determining relevance
h. Distinguishing fact and fiction
L Differentiating between fact and oipinon
J- Generalizing
k. Classifying
Sub-skills of speaking
L. Using correct pronunciation
m.  Questioning
n. Paraphrasing
0. Supporting and clarifying
p. Summarizing
q. Using registers
r. Speaking coherently
Model 6.
Beginner’s Course—The Language Syllabus
Arte there any notable ommissions? What are these? Is the sequencing
appropriate? If not, could any of the items be re-sequenced?
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Unit Verb Phrase Moun Phrane Prepositional Phrase  Sentence
OME . is; isn't (is not) &; am; the; it nn;'.in; ne.uri of What, .7 |
that; this Where...7
singular nouns Is.7
numerals
TWO  are; aren't they Are, 7 7
plurals and
THREE can {(permission) very with; from be + N + adj? 13
adjectives ' How old..?
(colaurs) What colour...?
(nationality words) Who...?
Hey she”
afticle + profession . :
FIRST REVIEW AND CDMPLEMENT&TlﬂN UNIT 1; you; we; these; those 19
FOUR  am her; his; my; unider 50 23
your (poss, adj.) What. like?
I; you
{months)
FIVE present progressive  her; him; them; us: o What...doing? 29
postmodification at (the moment)
with prep. phiase
SIX  can; can't (ability)  the time past; to What time_..,? s
How?
but
FECOND REVIEW AND COMPLEMENTATION UNIT our; their; possessive pronouns 41
SEVEN  Present Simple at (time) then 45
(3rd person singular) by {transport) Does...?
EIGHT  Present Simple Do..7 51
{other pcrsﬁns} How much...? t]]l'il:t:l
MNINE  has: have no (s det.) i How much,.,7 57
never each . {quantity)
onceftwice a week How many..?
elc. How often.,.?
TEN stative verbs another on (doy) 63
present simple othier in (part of day)
with frequency in (season)
words after; before

{Rossner, Shaw, Shepherd, Taplor, and-Davies [979)
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2.4 Evaluating syllabus goals, products, content and grading
O Task 2 '

Aim

To explore the relationship between syllabus goals and the goals of lanpuage
teachers.

Resources

Syllabus outlines, documents, and statements from your teaching institution and
the language goal survey form.

FProcedure

Study the syllabus outlines, documents, and statements from you institution, and

assign a number from 1 (low) to 5 (high) to each of the goal statements on the
form according to their perceived prominence in, the syllabus documents.

Ask the teachers in your institution to indicate the importance of the goal
statements by rating each from 1 to 5.

Evaluation

Are there any mismatches between the teachers’ ratings and those you derived
from the syllabus- documents?

If there are mismtches. can you think of any ways in which these might be
resolved?

~ Our language program has been designed to achieve the following goals ©

1. to contribute to the mtellectl.lal personal, and vocational dwelnpmcnt of the
individual

2. to acquire the competence to use English in real-life situations for the
development and maintenance of interpersonal relationships, and o take part
in interpersonal encounters through the sharing of factual and attitudinal

~ information

3, to develop and maintain a sense of confidence and self~worth

4. to develop the skills needed to acquire, record, and use information from
a variety of aural and written sources

5. to develop mastery over English as a written system and to have some
knowledge of how it works at the levels of phonology, mm‘pholngy, and
syntax
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6. to increase, through a common language, the possibility of undursianding,.
friendship, and co-operation with people who speak English

7. to foster the development of critical thinking skills, and skills in ‘learning
how to learn’

8. to develop the skills and attitudes to use English for creative and imaginative
purposes

9. to develop the English needed to get a job requiring the use of English

Syliabus producis
[ Task 3

Aim

To examine the selection and sequencing of grammatical elements in a
syllabus you are currently using,

Resources

8) A detailed syllabus outline or list of contents from a coursebook you are

currently using for beginning students.
b) The list of contents (opposite) from any beginner’s coursebook prescribed
by any board for secondary level primary or

¢) The list of contents — MODEL 6.

Procedure
~ Compare the hist of confents in Model 6 with the syllabus outline or coursebook:
you are currently using,

‘Evaluation

What are the similaritics and differences between the two sets of contents ?
O Task 4 '

Adin ;

To critique the selection and presentation of grammatical items in a coursebook
you are currently using,

Resources :

A coursebook you are currently using or have recently used.

Procedure :

Study the selection and presentation of grammatical items from a
representative selection of units or chapters in the coursebook,
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Evaluation
How are the grammatical items introduced?

Is there adequate contextualization for the items? (Are they presented and
practised within a .meaningful or communicative context?)

O Task 5
Aim

To examine the integration of grammatical, functional, and notional
cothponents in a syllabus you are currently using,

Resources

A detailed syllabus outline or coursebook you are currently using or have recently

used which incorporates grammatical, functional, and notional elements, (for e.g.
Gulmohar series—Orient Longman, 2000)

Procedure

Extract from the syllabus outline or coursebook a list of the grammatical,
functional, and/or notional elements which are covered.

Compare these lists and note the ways in which the elements are related and
~ infegrated,

Evaluation
How are the elements related?
Are the relationships arbitrary or not? -

How well are the elements interrelated from your own perspective?

If there are any elements which are not related in a satisfactory or convineing
way, can you think of ways in which this could be improved?

Experiential content

You will recall that experiential content refers to the topics, themes, situations,
seftings, and so on which provide a context for the linguistic content. The selection
of experiential content is one task where there is’ potential for negotiation between
learners and teachers,

O Task 6

Aim-

To explore the possibility of basing the selection of content on the intemts
of the learners,
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Resources
A tontent survey from,
Procedure

Construct a content survey form (see overleaf) containing a range of topics of
interest and relevance to your students, for which you have resources, and which
you are prepared lo teach.

Indicate which of the following.tnpics you would like to study by placing a
circle around the appropriate number, (1 = ‘I would not like to study this topic
at all’; 5 = ‘1 would like to study this topic very much’))

1. Summer holidays in England 1
Wedding invitations 1
Bob Dylan |
Bus and train timetables 1
Describing a house 1
Camera-operating instructions |
The Olympic Games 1
Stamp-dispensing machines 1
Emest Hemingway - 1
. Recipe — making hamburgers 1
1
1
1
1
1
1
1

R I R

—
—_— =

. Apollo moon landing

. Cassette player — how to use
. Comparing cars

Job advertisements

. Motoreycles

el s p—"
ESETS

._.
L&
e o g el N TG R T D N R W
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=y

Road accident report

=
wn

R QIR S SR G T U W S O S Ty e S S S T S S T S

17. The story of tea

[Py

45

Administer the survey to your students, total the results, and rank the topics
from most to least popular.

Discuss the results with your students,
Evaluation ,
What sort of consensus was there among the students?
Were. you surprised by any of the results?
183



In what ways might you use the information you obtained to modify the syllabus
you are currently using?

3 Task 7

Aim

To explore the problem of grading experiential content.
Hesonrces

The survey form and results of the activity in Task 6.
Procedure.

It is not immediately apparenl how ftopics such as those listed in the Halnple
survey form can be graded.

Make a list of those criteria which could be used to grade and sequence the
experiential content.

2.5 Discussion questions and activities

How are different proficiency levels characterized and distinguished in a
course or program you are familiar with?

Compare two or more texbooks for the same arca (e.g., writing, speaking,
listening) and for leamers 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?

Choose three different approaches to syllabus design that are possible for
the following types of courses and consider the advantages and limitations
of each approach :

a reading course

a speaking course

a writing course _

Examine three different textbooks in a particular skill area (e.g, reading skills,
writing). What approach to the selection and sequencing of content does
each book adopt? '

Do you think that gramunar is a relevant component of a language course?
If so, for what kind of courses? What would the role of grammar be in
such a course? How would the choice of grammalical content be
determined?
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10.

11.

12,

Select two or three related functions from the Threshold Level syllabus (see

Model 4) and consider the language that would be necded to teach these

functions to lower-intermediate learners in speaking course. What decisions

are involved in selecting the languape realizations (or exponents) for functions
in a functional syllabus?

Consider the design of a language course for airline employees working at
the check-in counter at an airport. Suggest examples of the following :

@ the transactions they engage in

@ the skills or behaviors invelved in each transaction

@ the kinds of oral and written texts that are produced

@ the linguistic features of the texts.

How is a situational syllabus related to Gﬂw_::r syllabus options discussed in
this unit?

Plan a topic-based 4-hour unit of work in a course for a group of learners

you are familiar with (or [or intenmediate-level ESL students in a general
English class), Describe how the unit wopld do the following :

® integrate different language skills

® develop grammar from content

Compare two units from two course books that are designed for the smne
area and level. What unit structure does each book employ? How effective
is the unit structure for each book?

Examine the skills listed in Model 5. How would you define “skills” based
on the examijes given in the syllabus?

Give an cxample of pedagogical tasks and real-world tasks that could be
used in designing the following :

a reading course
a listening course

Examine a few units from textbooks prescribed by the West Bengal Board
of Secondary Education and H. §. Council or any other board and find
examples of coherence with syllabus specification, '
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Any svstem of education which ignores Indian conditions,
requirements, history and sociology is too unscientific to
commend itself to any rational support.

— Subhas Chandra Bose
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