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Note to the Reader

This book is arranged in four parts, of which cach containg a number of

chapters. Bach chapter has a number of sections and the final two include a
summary of the chapter and cuggc%ien follow-up reading.

in the Appendix, there are follow-up activities for each chapter. These
activities are intended to be done by groups, and they should involve
discussion. Some of the activities can also be done individually; they are
linked t the content of each chapter, and provide some ‘hands on’ or
practical development of the points covered in the chapters themselves.

You may find it useful to skim the follow-up activities bofore you read each

chapter.
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I h:l\l. written this book 1n the way that I have because [ have become

gly aware that the issues which face anyone concerned with
developing and intoducing s new language syllabus are not only — or even
primarily — questions of content, ‘Although in the 1970s there was much
concern with the content of syllubuses as a result of the notional/funciional
on’, most of the problems which actually face anyone attempring to
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Antroduce a new syllubus did not change. These problems tend nat to have
Sanything to do with either the theoretical basis of the syllabus or curricuium

“changes themselves, nor the content of the changes. Rather, they are issues
"~ which have o do with ideas abour education, and with people and

5

# organizations. They are, in short, educational and manugerial issues. {pph (W

Thus, it seems to me that o talk of svilabus design in isolation from
br

oader edueativid issues is o deny access o an important body of theoiy,
none coming under the winbreila of applied lnguisaes,

research and practl
which has formed the primary academic reference for language pedagogy. 1
am not alone in this. [Stern 1983}/« lcvoru a whole sectuon of his book,
Funcdamenia! Concipts of Languuge 7 a consideratdon of educational
with a discussion of curriculum theory. Thus, we can say that

issues, bcﬂ“mn

LLlEA\.
of 3
Yet \)Lh“[ issues avise when new principles and practices are advocared.
These 1ssues have been documented for innovation in other flelds of
education, but language teaching seems to have remained curicusly aloof from
this body of edge. The mansgement as
is, of all things, crucial en and rake-up of new syilubuses —in

2 have very definltely raken their place smong the congerns

f—

implementation of innovation

i the

)
uage reaching as in any other part of education. And so it seems o me
that we may benefit from stadving some of the problems and practices of

tion management.

This, in short, provides the background o my thinking. Naturally, there are
other issues and qguestions which will be revealed during the course of this
bock. Among them is the influence of the recent research on second language
acquisiion (SLA)Y. Alihough we are a long way from having an established
body of empirical data on which to base proposals for language curriculum
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design, raditional views on selection and grading, not to mentdon method-
ology, will have 10 ke on board the findings of SLA rescarch. Indeed, I
believe that we are now entering an era in language teaching when important
new developments are lkely to occur as a result of the insights provided by
SLA research and inmovations in language curriculum are likely to be quite
considerable. Let us hope that we shall be prepared to meet them.

[n the meantme, I should like 10 begin by considering some of the
terminelogy in the title and which [ have already been using, We will start by
considering the three terms at the heading of this chaprer.

Method: Approach, Design, Frocedure

In their 1982 paper of this title, Jack Richards and Ted Rodgers, adopting a
similar three part analysis paopowd by Anthony (1963), set up a useful
framework for the systemaric description and comparison of methods and 1
propose to adopt their scheme and terminology in what is to follow. They
define mﬂ'thod in terms of three levels: approach, des

i and [U'O:"F/fm‘d By
ge and of langunge learning, by design
they mean the definition of linguistic content and a specification for the

approach, they mean a theory of languag

; 1 Approach Desig |
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Figure 1.1 Approach, design, procadurs
{fram Richards and Rodgers 1982)
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‘sclection and organization of content and a description of the role of wacher,
fearner and teaching materials, while by grocedure they mean the description of
techniques and practices in the instructional systern. The relatonship between
these three elen cmq is indicated in figure LI

In this book T shall be primarily concerned with level swo: desion. However,
as will become dt‘ﬁl in our historical review, design is influenced by approadh,
while practice is also subjeet o theories of language and learning. Thus, any
discussion of syllabus n will tend to refer o the pther levels in the
Richards and Rodgers scheme. Furthermore, as we move into the arena of
curricvlum stedies, we shall see that language teaching is part of a network of
elements which go well beyond the scheme suggested by Richards and
Rodgers. None the less, their scheme provides s useful starting point.

Syllabus

In his investigation into the ways teachers planned their courses, Tavior
(1970:37) found considerable variation in the size and style of the svllabuses
which were sampled: ‘Some were no more than one or two pages in length,
others over one ln ndred pages. Some were well laid out and carefully bound.
Others were cramped and barely legible” In spite of such diversity in the
actual form of the document, there appears to be a consensus as to what a
syllabus is, and this has been summarized by Brumfir (1984a).

1 Asyllabus is the specification of the work of a particular department in a
school or college, ‘organised in subsections defining the work of a
particular group or class,

2 Itis often linked to Lzma, and will specify a starting point and ul timate
goal;
3 It will specify some kind of sequence based on
a) sequencing intrinsic o a theory of language learning or to the
structure of specified material relatable to language acquisition;
b)  sequencing consirained by administrative needs, ¢.g. materials;
4 Itis a document of administrative convenience and will only be partly
justified on theoretical grounds and so is negotiable and adiustable;
¥5 It can only specify _wi]_at is taught; it capnot organize what is learnt

O It is a public document and an expression of accounta bility.

Brumfit’s summary raises other points, such as qumﬁrsm of the theoretical
basis of a syllabus and issues of negotiability, which will be discussed in more
detatl later. Also, in this account of syllabus, the focus is on selection and
organization of content whereas, as we shall see, there are other approaches to
syllabus which shift attention to mdh@do}umf
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Curriculum

“
f

The question of methodology brings us 0 the next runn:
confusion exists over the distinction bevwveen syilibus and Lummlu{n since
the terms are used differently on either side of the Atantde. In a distinction
that is commonly drawn in Britain,: .:ylmbus refers to the content or subject
matter of an individual subject,, whercas
comtent to he taught and aims 16 be realized within one schoal or educational
system. In the USA, ‘curriculum’ tends to be synonymous with ‘syllabus’ in
the British sense.

The hierarchical distinction usual in Britain places syllabus in a subordinate

position to curricuium, and this is a Ldaummlnp which | will continue to
fullow. However, curriculum should not simply be seen as a kind of super
, ply k
syllabus, since there is a quelitative difference between the two, though
characterizing this difference s not easy since definitions of curritulum vary.

On the one hand, curriculum may be viewed as ‘the programme of

activities . . . the Lmn% to be run by pupils in being educated (Hirst 1969 in
Hooper 1971:239).° On the other, curriculum may be defined as ‘all the
learning which 18 planned and guided by the school, whether it i carried on in
groups or individually, inside or outside the school (Kerr 1968:16)° Hirst
refers to the progrumme of activities, while Kerr refers w the au
. One school of thought regards the curriculum as @ plan, whereas
the other views it as acivitier. Sockett (1976:22) succinctly characterizes this
distinction as ‘the difference between a plan of a house or a journey and the
house or the journey.” Taking the house metaphor a stage further, we could
see ihe curriculum ag being one or all of three things. Firstly, it could be like a
(plan of a house vet to be constructed yIn this sense’ the curriculum is future
directed rowards an objective yet to be realizedy and it is, in essence,
synonvmous with syllabus as discussed in the previous section.

Secondly, curriculum could be seen to be like a plan efhow to build the
house.;Again the orientation is io the fuware, but in this case the concern is
with the systems that are needed in order succesafully © build the house. The
specification for such sysiems and their effective operation will draw upon
resourccs and persannel not immediaiely lnvolved in the consmruction process
itseif, while the successtil operation of the systems will also require the skills
of the manager as well as these of the crafismen.

[ Thirdly, the curriculum could be seen to be lke the view of the house afier
it has been completed and is a dwelling for its inhabitants” The coficeptii
the house possessed by the people living In it will be determined by the use
they make of the dwelling: does it match their Hving requirements; how do
they use the spaces and facilities within the swructore; whatr modifications
might they want o make o it fo make It couform more usefully 1w their

“y

requirements?
In the discussion which follows, T shall repeatedly return to these three

urriculum’ refers to the torality of

n ﬂf )
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views of the curriculum-as-house, which, though they emphasiye different

aspects of curriculum, are by no means mutually exclusive. The first view
{curricidiondlouse = plany shows a concern with ufy 5 wnd contend, which are

two of four elements in the traditonal model of the curriculum to be
discussed further in chapter 3.

_—Ohjectives

Content

iwhouse =

The second view (o istruction system) adds methods o the
model. The methods are the means by which the ends — the objectives — are
to be achleved and this forms the basis of a process view of the curriculum, to
be considered in more detail in chapter 3.

- Objectives

e
P
Content
—
\\\\“\\
e Methods
The third perspective (@ lehouse = dwelling) adds a fourth and final

element: evg/nation. In ozhez words{do outcomes match obj e:.tsz) This brings
us to the sitvational model of curriculum, also o be reviewed in chapter 3.

—Objectives

- -
”/ \
/))’_/ “‘1\\
Lk _:“*«-,
{Content Fvaluaton
— o
— -
- -

T3 Methods

Evaluation, as feedback (or moaitoring), will also form a component of the
construction-systems  model, since quality control will be an important
element of any production system. Tt is through monitoring and feedback that
planned and actual outcomes can be compared and appropriate Jumcdmi
action taken to repair fallures or deficits. Thus, feedback will have a forn
effect on action. The role and types of evaluation will be rewcwed in
chaptrer 9.

The furure orientanion of the first two perspectives may be contrasted with
the ‘here and now’ viewpoint of the third approach, as [ have characterized it
The distinction reflects what [ sce as a difference in attitudes towards
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curriculurn, although they should be regarded as being complementary rather
than being in conflict. Problems can arise, of course, if, by focusing on the
future, attributes of the present are ignored or sacrificed. Furthermore, if one
may lake the house metaphor a step further, it is rarely the case that
curriculum developers are able, unlike property developers, to begin with a
clean site. Most curriculom development and curriculum proposals occur
within existing systerns.

Thus, the third perspective may represent a more realistic approach, since
it takes account of existing systems before inisiating proposals for change. The
systematic changes and the instailation of new elements will, of course,
require planning and the effective use of systems In order to realize new
objectives, so that each of the first two approaches will make important
contributions [ an overall process of curriculum development.

The characterization of different approaches 1o curriculum which I have
outlined above provides a basis for the more detaited discussion of curriculum
models to be given in chaprer 3. Also, as will be clear when we come to
considering the process of language curriculum desipn, there is a role for all
three curriculum models.

2 Two Traditions

Infroduction

Ever since human groups speaking different languages made conract with
each other, there has been a need © fean other languages while, since the
ar civilizations, with their specialization of fanctions within
ision for the racking of orher

develnpment of ur
a society, there has been a need to make prov
languages. The formalization involved in teaching raises questons about
purpese, organization and methndology {Cook 1983). A review of the history
of language feaching {e.g. Kelly 1969}, or of the teaching of English {Howatt
198 4) or of modern language teaching (Hawkins 1981) demonstrates how
views on such issues have evolved, changed, disappeared and reemerged over

the centuries.

In his survey, Kelly suggests that three different views of language have
prevailed over the centuries: the seaal view that language is a form of social
behaviour; the Heoor literary view that language is a vehicle for creativity;
and the schalarfy view, which often confuses the description and analysis of
tanguage with reaching the language. At each period of history, Kelly believes
that one of these views has became predominant, generating its own approach
e method. In terms of syllabus design, each view will be manifest in both
content and organization.

The Modern Language/English Language Traditions

At the risk of establishing a dangerous dichotomy, I would like to suggest that
there are two traditions at work in language teaching, one founded on the
distinction between maodern language teaching (MLT), e.g. French, German,
ete. and Lnglish language teaching (ELT), while the other is geographically
based on the division between Turope and North America. Let us begin by
looking briefly at the ML/EL divide

The redder of Howatt’s history of ELLT and of Fawkings account of MLT
will be ck by the parallels, contrasts and overlap which characterize these
two different rraditions. Before the nineteenth century, the provision of
widespread access to education —let alone (o learning a modern language
was an alien concepr, and the majority of the population were iiliterate, sgll
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less letrered in 2 foreign ongue. Those few who did need to learn 2 modern
tanguage would do so by whatever means were available (whtchﬂ meang @nhe.r
with a EM();' for the rich, or by untutored exposure for the less affluenn), and it
was nol until the nimeteenth century, with the opening up of educational
opportunities, that modern languages came to occupy a place in the schuol
curriculum. n doing so, the division between the LT and MLT tradidons
became institutionalized. .

What is striking in borh Hawking’s and Howat's accounts of the nineteenth
century is that modern fanguages were regarded as a ‘soft’ uption, and 10 avoid
being dismissed as being bey ond serious consideration, MLT drew upon the
model of Latin reaching which, during this period, was taught through the
grammar-transiaton method. Briefly, grammar-translation nvolves the learn-
ing and application of rules for the manslation of one language into ;m.othe .
Vacabulary is learned as isolated iters and words are combined according to
rule. Kaow ledge of the rule is regarded as beiny more inportant than
application and the focus is on teaching about the language. There is no oral
or pronunciaton work, since it s the written language which is taught, and
- rather than any abiliy actuully w0 use the

‘mental disgipling’ is stress
language. . . o

Because of the influence of the universities, which then as now cunm;dmﬂ
the public examination boards, language teaching cunformed o the kind of
academicism which the universities considered appropriate, and which is
smbodicd in the classical-humanist ideology, one of the three value systems
underlying the curroulum, tw be discussed in chapter 3 3. Essentally, within
this rrz[dition, fanguage is a body of esteemed information 1o be learnt, with an
emphasis on intellectual rigor.

The effect of treating living languages in much the same way as the dead
classical languages may, a5 Howatt rather ruefully observes, have 1{3?1 to the
British madition of bmng bad at languages’”. What is mole Z_mpu;‘iantﬁf‘rigl‘n the
point of view of the evolution of the two traditions is tl:mt Mif'l‘. and LT took
quite separate paths. The modern languages became f‘m"cd wzr‘hm.t}?e grammar
school svstermn, which was heavily influenced by the academicism of
. Fﬁrthermore, the universities, in Huwhing’s view, refused to take
. of modern languages seriously, with the consequence that no real

universl
the © : :
artention was gven either 1o research into languuge twachung or anlo he
rraining of language teachers. Thus, ivis difficuit not to resist the conclusion
that the insttutionalizadon of MILT wi 3
grammar school system catering for only the most acudemically gifted pup
stultified the development of MLT for generutions.

inoan essentially conservative. state
-
H

The Rise of English as a World Language

: iy P TP - e
The separation of the two traditions can also be attributed to other influences,
the most importani of which is the emergence of English as an interaational
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fanguage. Whereas in medieval times English was the Janguage of an island
nation and French was the language of a vounlnental one, in the twentieth
century English has become the language of the world thanks o the linguisdc
legacy of the Brigsh Prmpire, the emergence of the US;‘\ as an English-
speaking superpower and the fortullous associstion of English with the
industrial and techng! ] ments of the nine recnfh and rwentieth
centuries. Simuitaneonsty, the status of the modern languages has declined
todmhﬁr w I‘Lh

d'\';\'t'!‘

stically dominant

[n ML I mn Bmam changes in aims, content and [llbLhOuUl()f"\‘ were absent
for du.adm, largely as a consequence of the back-wash effect of the A level
e

ation _\num under the control of the essentially conservative university
sector. Char g, were, however, fnevitable given the massive rise in the
number of childien 1aking a modern linguage, fullowing the change to
wmpz‘ci'zc:usw@, non-selective schools and the dismanding of the grammar
scheol system. From only 25 per cent of 1l-yvear-olds taking a modern
language in the early 1960s, the percenrage rose to 85 in 1977. This
unprecedented rise coincided with a peried of widespread confusion during
the changeover to a comprehensive secondary school system.

It is scarcely swrprising that modern language reachers were unprepared for
the change, nor that the resuits were criticized by Her Majesty’s inspeciors in
a report published in 1977, The HMIs noted that the unformmt modern
language teachers had been ‘caught up in the process of major educationai
reform with the intreducton of comprehensive secondary schools’ following a
period during the 1960s when they had been ‘asked o review the aims of their
teaching and o study pew approaches, new methods and new rechniques”

Enplish language teaching, by comrast, was largely unfettered by such
fons and it was not unidl the [960s that ELT, in the guise of
rglish 1o immigra

COnRIaer

reaching 1ts, became an issue within the stare-maintained

educational system in Britain. Meanwhile, ELT had gone abroad and it is not
without significance that the most influential British Agures in the evolution of
ELT as a profession (notably Palmer, West, Horaby) spent important periods
of their careers ouside thet

r home country. When, with the founding of the
first pre-service teacher fraining course in the UK at London University in
1946, a quite different ELT tradition had already evolved.

Further faciors have promoted different mraditions within ELT. T have
already noted the starus of English as a world language. In a time of recession

among MLT, FLT eniered upon 2 boom pertod with all that this implies in
terms  of fnancial resources and  professional innovation and  morale.
Furthermore, throughout the world English is 2 compulsory subject in the
secondary school curriculum — even, in some cases, continuing during tertiary
level, The wstrumental funciion of English as a key to knowledge, recognized
60 vears aga by Michael West in ndia, ensures that demand for English will
continue both in the compulsory school svstem and in the worlds of business,
commerce and industry, Thus, whereas in Britain, secondary school pugpils are
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able to drop a foreign language after two years’ study, in continental Europe
the study of a foreign language (which for the majority means English)
continues throughout the secondary school stage.

Fortunately, for both MLT and ELT, the separare traditions have shown
many signs of coming rogerher. Among dm reasons for this, two are obvipus,
Firsdy, since the shift o non-selective comprehensive secondary schooling,
MIT has had to face many of the issues which FLT has alse had 1o confront,
most notably the provision of language teaching across a wide ability range
and the problems associared with mass provision of a foreign language.
Secondly, since the 1950s, both MLT and ELT have been subject to the
same influences from theory and research in applied Hnguistics. Thus, many
of the theoretical and practical controversies that preccoupy ELT specialists
now exercise the concerns of their colleagues in MLT so, although
professionally and socially there are sull two waditdons, intellecturlly and
practcally they have come 1o cccupy common ground. The most conspicuous
manifestation of this sharing of influences can be seen in the effects of
Wilking’s and the Council of Europe’s work on notional-functional syllabuses
which have resulted in major changes in the design of teaching programmes
and examinations. i

One direcr result of this common influence can be seen in MLET in the

Graded Objectives Movement which ‘means the definition of a series of
short-term goals, each building upon the one before, so that the learner
advances i knowledge and skill’ (Page 1983:292). Likewise, the importance
now given to the S)chn language In both ELT and MLT examinations
demonstrates the recognition now accorded by both tradivinns to the ability o
communicate orally in a foreign lang In short, both traditions
acknowledge the social view of language us souul behaviour (Kelly 1969).

The ELT Traditien and The Reform Movement

The origins of a separate ELT mraditdon during this century can be maced 10 a
group of teachers who came together at the end of the nineteenth coy
undder the banner of the Reform Movement. This movement advocated an
approach to mngusge teaching which challenged the tradition already

established by MLT —a challenge largely ignored by MLT bur which
founded the basis for the British ELT waditon.

The Reform Movement was founded in contnental Furepe by an
international group of academics concerned with the smte of language
teaching: “The Meovement was 2 remarkable display of international and
disciplinary co-operaiion in which ithe specialist shenetdcians took as much
interest in the classtoom as the teachers dd in the new science of phonetics’
{Howatt 1984:169). Of the four principal phoneticians in the movement,
three ~ Vietor in Germany, Passy in France and Jespersen in Denmark — had
begun their careers as teachers, and this accounts for the concern which the
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Moverment had with teaching. The fourth phonetician, Henry Sweet, was an
academic, but in spire of his academic backﬂ’round he was much concerned
with pedago g‘“-i issues, which Klinghard, 2 Realgymnasinm teacher from
Sifesia, applied and evaluated, thus hdpmc 0 give the group credibility in the
eyes of praciising teachers and, cmnuuenm}i\», providing an early example of
the impartanice of rrialability in curriculum innovaton — a polnt to be noted in
chapter 9 in the discussion of managing successful currienlum innovation,

What were the principles of the Reform Movement, and why were they so
imnovarory? The first principle, the primacy of speech, was clearly opposed to
exsting practice, which focused on the written fanguage. The second
principle, which emphasized the centrality of connected texs as the heart of
the teaching-learning process, was also cur of step with current practice,
which tended to work with isolated, unconnected and decontextualized
sentences. The third principle, advocating absolute priority of an oral
methodnlogy in the classroon), alse flew in the face of COMLEMPOrary Coucern
with the writien language in the grammar—uansladon method.

The emphasis on speech is scarcely surprising in view of the fact that so
many of the Reform Movement were phoneticians, and theirsstress on the
importanice of phoncrics and correct pronunciationydid lead to 2 controversial
emphasis on I}* ¢ use of phoneric notation and an unrealistically lang period of
training in its use. However, the importance they gave to connected text was
not controversial, while their oral method introduced technigues such as text-
based question and answer work, and reteiling of the story, which aciually
required the learner to use the language and which are sdll part of the
repertoire of techniques available 1o the Janguage teacher.

As the ltext fwas a kev element in the method, selection and grading were
important, foreshadowing the principies to be greatly developed by Palmer,
and thus laying the foundation for language grading, w be discussed at greater
length in chapter 4. Text grading was based on a functional typology,
beginning with descriptive, proceeding m narzavve, and ending with dialogues
which, n contrast with much current practice, were not introduced at the
beginning bur at the end. Good teachi Ing tex1s, it was suggesied, should be
direct, clear, simple and familiar. They could also, Sweet suggested, ‘he dull
and commonplace, but not oo much so.’ Vocabulary was to be Lomroﬂed.
based on around 3,000 common words, ’

In formulating their proposals for reform, Sweet and his colleagues
combined rwo disciplines which have become the hasis for much subsequent
work in applied linguistics and which are included under Richards and
Rodgers’ “approach’, namely linguistics and psychology.

Harold Palmer: The Scientific Study of Languages

s - ryiot -
! he applied linguistics upon which British ELT was founded was developed
further in the work of Harold E. Palmer whose major publications, such as
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The S ly and Teaching of Languages (1917), The Principles of Lungusge
Stud) \1921) and A Grammar of S);’J(;L:.-. English (1924, 'p
of ntellectual ptmapl an which the English language
was to bui}l for the next half cennury’ (Fowarr 1984:232)

The %Lllpt!\’“ dppdrams dmuloped by Palmer was influenced by
Bloor _mcl s An Tatroduction o the Study of Lunguuge (1914), a seminal work ©
the evolution of American scucturalist lnguistics. Although terminologically
to sentence patterns and

avided a statemer 1‘(

euching prof

quaint, Palmer’s system paid considersble attentic
synlactic (or ‘ersonie’) relationships, presented in an ergonic chart, which
‘eaches us (1) to classify the units of a given language according to thei
fauctions in the sentence and {2) 0 build up vriginal {unknown} units from
the smaller known units of which they are composed” (Howat 1984 237) The
principles of working from simple to more complex, from kaswn o 3
and of 3 ‘rational order of progression’ form the basis of mest subsequent
attempls within the British mradition of ELT to grade huguistic material and
so have considerable imp i;mt-ons for lafguage syllabus design, as discussed in
chapter 4. Similarly, Palmer's methodological principles, of which habit

formarion was the core, acted as a btrong influence on ELT mothoduiugy for
: ele ] . 3 he % of the
the next two generations, though it is important to realize that the bulk of the

psvehologival research into habit-formation had not vet been published and so
it is anachronistic to think of Palmer as a2 bebaviourisi Indeed, his
methodology
his distinction between the ‘spontaneous’ and trained or ‘studial’ capacities of
the classroom learner prefigures a dichotomy recently revived by Krashen
(1982), whose contrast between ‘acquisition” and ‘learning’ is a basic tenet for

was largely uninformed by pmhumubm principles as such. Yer,

Iaput Hypothesis, What both Palmer and Krushen are doing 1 to draw a
distinction between the capacity of a learner w pick up 2 language m an
informal and untutored fashion compared with the ability to learn through

il
formal classroom study.

Michael West: Surrender Value

: H : : . ar ed AT b
Polmer’s interest in controlled vocabulary coincided with thar of Michael
associated with nwo impuriant developments: the

West, whose name is closely
Tich Words, West began his

MNew 5] 7 Readers, and &

carver i Bengal, where he became concerned with w astage within the Bengal
education sx-'stéz}l, He believed thas the current appruach to teaching Fnglish
had  ‘Tow currender value’ because pupils derived litle benefit from the
amount of teaching they received during an incompleted course of instruction
which, at that timme, atzempted to teach Bengali children a command of

Fnelish, for which they would have litdle use — a view echoed on a wider scale

ina 1'ea.s:m paper by Abbow (1987
West carried out what we would now call a needs wnalysis {to be further
discussed in chapter ), and the results of his survey were published in a

! Service List of
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report in 1926, in which he advocated developing practical information reading
in English, which would enable Bengalis t0 have access to the technological
knowledge needed for econumic development of their country. He proposed
two mmain ways of fmproving reading texes for culdren; fiesy, simplifving the
vocabulary by replacing old-fashioned Bierary words with more common
modern equivalents; and second, by applying the principles of readabihty and
lexical distributicn by presentng fewer words more often. In one of the first
attempts to evalusie the efficacy of a new method, West experunented with
new and old materials, demonstrating the superiority of his proposed
innovations, although it must be said that his experiment lacked the rigour and
precisivn which would nowadays be required of such an investigation,

Hornby: The Siuational Approach

The culmination of the British taditon established by Sweer and Palmer is
the wurk of Hornby, who is prvhably best known for his Advauced Lewrmer’s
D i of Current L , first published in 1954, He united the waditon
of oral method advocared b}«' Palmer and the concern of Sweet and Jespersen
with connecied text. Homby termed his method the Sinwa,
gach new pattern or lexical item should be Introduced to the class in advance
of the work with the text, and the presentation he linked to clussroom
sinativtes in which the meaning of the new item would be established. In spite
of its name, his approach was net situational in the more commonly used
] o language in ‘real life’ situagons found ouside the

tonial Approads, as

classroum,

Hormoy's ¢ ns and Usage i English, also first published in 1954,
is based on a2 graded and sequenced language syllabus together with
procedures for inroducing each new irem. Although his approach is rather
austere, the syllabus which formed the basis of his Guide has been very
influential and there are many soucturaily based courses published since his
Cluide appeared in which features of this syllabus may be discerned.

The Two Traditions: the USA and Europe

We have now dealt with the fArst major wadidon based on the distinction
between MLT and ELT and ir is time o wrn to a geographically —and even
culmraiiy»«bascd wadition founded on the ditference bCFWEjC’l British and
American EL'T. Aspects of the differences berween the US and UK waditions
are em

L in the emergence of “theory’ as a key term within ti’lc American
tradition, as compared with ‘principles’ within the British one.

The academic basis to American fanguage reaching 1s exemplified i audio-
Hogualism, which became the prevaling American orthodoxy in the
generation following World War IL The foundations of audie-lingualism may
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be sraced to the work of Bloomfield, the doyen of American Hnguistics, whose
te the Smdy of Language and [anguzge established the twenets of
structural Ti h set out 10 describe languages by segrenting and
classifying utterances into their phonological and grammatical constituents,
The job of the linguist in the feld was to reveal the structure of a language by
employing a sct of discovery procedures and a native-speaking informant. By
applying such procedures, the linguist would be able 1 Wentify and describe
the phonemes, morphemes and syntactic siructures of the language. Among
the techniques used is that of identifying words which contrst in only one
sound. Where such minimal sound differences coincide with differences in
meaning a phonemic contrast is revenled, and by systomptically applying this

S

Introduction

discovery technique, the phonemes — or minfmal units in the sound system of
the language — are established. Examples in Epglish are the phonemic
contrasts in such so-calied minimal pairs as pir and pes, paf and pot

Such linguistic feld procedures were described by Bloomifield in a
pamphlet called An Gutline Guide for the Praciieal Study of Foreign Langs
published in 1942, As Howatt observes, this gulde to elementary lin
fieldworlk became rather unexpectedly a basic source for the Army Speci:
Training Programn (ASTP), which arcse in response to the need for large
numbers of foreign language speaking army personnel with the US’s enory
into World War 11 Adapting the field work techniques from the Onrline Guid
the ASTP used linguists and native-speaking informants who rtogether
analysed the targer languages, devised teaching materials and acted as
classroom teachers. The Hnguist instructors introduced the new material,

lized

giving explanations where necessary, and the native speakers were left to drill
the patterns by a simple method of imitaden and repenition. Known as the
‘mim-mem’ method {mimicry and memorization), ‘this is the obvious
forerunner of the audiolingual approach and the early language laboratory
rechnigues’ (Howarr 1984:266).

The development of this methndelngy was taken a step further by Charles
Fries, whose Michigan Oral Method was founded on an applied lingnistics
base. Drawing on scientific descriptions of the source and target languages,

the applied lnguist

to suit the relevant pedago z‘i(‘;ﬂ purposes, and prepare a contraztive
description of source and target languages in order to pinpoint

E
poteniial difficuly. Secondly, he has to write teaching mate
will illustrate the patterns of the new language and prov

practice on difficult peints. The materials are then passed on to th(.
teacher for use in class. (Howatr 1984:267)

This approach tended o emphasize the role of the teacher as user of

materials wrirten by trajned ‘experts’ and thus established what some might
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see as a disabling wadition of the teacher as consumer and the materials
producer as expert, each inhabiting rather different worlds and with
communication bewween them being in one direction — from the ‘expert’ to the
‘pracritianer’,

From the point of view of syllahus design, the priority given 1o speech and
the principle of conmastive analysis

£l

of the native and target languages are
wental, a5 is the oclu,uon and grading of patterns or structures. Method-
ologically, fhc emphasis on language learning as the formation and performance
of habits led to the use of pattern practice of the structure drill which, as
Brocks (1960:146) v;m ‘makes no pretense of being communication . . . It is
. exercise in structural dexterity undertaken solcly for the sake of practice,

in order that pc*rfwmfmc& may become habinal and automatic.” In fact, there
wag more 10 audio-lingualism than structure drifling, although this was an
important procesdure. Con!rol gaidance, the aveidance of error and
pracusing cor forms of the language, while being features of audio-
no means confined to this particular meihod. We have

fundam

ow Sweet, Palmer, West and Hornby all made similar
o oot cineinles wars gl o 1 withi

proposals so that such prineiples were already well understond within British

ELT and are reflected in the languige curricula deve eloped within this

tingualism, weve
fie

already noted

as may be seen in Hornby's Guide 1o Patterns and Usage in Eng

In spite of such similaritics, there remain some important differences
between the British and American traditions. Au wdio-lingualism was founded
by strucrural linguists whose concern was with the form rather than the use of
the Tanguage, whereas British Laguistics, which evolved under the influence of
Jo R Firth, became concerned with the relationship between language and
context of situation. Sﬂ, at & time when the American aﬂ"m’"h (3] ?.V‘-”*’JT”C
teaching gave abs.oiute pz‘ifonr_v o the training of speech habits, in Britain
Interest was growing in situational approaches in which a social model of
‘hnguage use was applied to the design of language curricula. This British
interest was farer to find common cause in the concept of communicatve
competence, as we shall see.

traditg

A New Poradigm: Trensformational-Generative {TG) Linguistics

In one of the grear iromies of academic history, Skinner’s definitive
behaviowrist explanation of language learning, Verbal Bebaricur, was published
n 1957, the same vear Chomsky’s Symearsic Sor ¢ launched an entdrely
new Th(—'ﬁw wherehy hoth king |
The shorrcomings of 1 behavi

> and fanguage learning wu]cs be explained.
: i of lang g were to
be mercilessly crd ,Ucwwd two years iat(.r in Chomsky’s much-ciied {though
doubtess seldom read) (193(‘) review of Skinner's f/m.‘;a[ Befromianr, while the
concept of nguistic competene osed by Chomsky was to provide a basis
for future development in Hnguistc theory and research.

’l‘ e 3
Fo Chomaky, a view of Lu uage as a collection of strucrures was too

ze learnin

y
als
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H )

limited. Instesd of concentrating on tavonemic classificativns of structur
Chomsky (1965 propesed in Lspees of the Thevry of Sy that linguistics
should develop the rules which would account for these structures. These
ute linguistic competence, which is the unconstious knowledge of
Iv homogeneous speech

28,

‘

rales ¢
the 9 speaker-listener’ operating in ‘a complote
community’. Thus competence is an idealization and is to be diaijnguishad
in concrete

from I)LXLL)lﬂzlrle.‘17 which is ‘the acrual use of

situations.” As performance is the imperfy of co npcwma, i owas
regarded as being of little interest to the thevretical and descriprive linguist.
Chomsky’s view of language a3 1 mendal pl n posited that humans’
capacity for language was unique and ifnnate sprosch to describing this
mental phenomenon is very different that of the swuctural lnguisi,
m a nudve-speaking

whose use of discovery procedures and d
informant were repudiated by Chomsky

atrempred 1o produce a logical model whos
pmducmm of orammarical sentences. It is ¢
modid of competence and therefore does not Il(,Lu:wnlﬂ\ replicaie what actually

and TG lnguists. Instead, they
¢ rules would cnuble the
1t 1o realize that this is a

oceurs in the menial processes of a language wer, even though psycholinguistic
research carried out under the influence of TG in the 19%6Us attempied o
demonstrate the psychological reality of TG rules. Subscyuenty, much
research into both L1 {first language) and 1.2 {secund f;{nguag“) acquisiton

ctical framework  established by
ge -'\'x'qui;.iiiu;: (SL.A) research
Qmmlon (FLA} rescarch which was

has been carried out within the ¢
Chomsky, and e rmgms of Second
can be traced to the First Languaye

stimulated by TG thconcs of langu
of the findings of SLA research

age tion, ’H;: s 1phm lons of some
for us design will be reviewed

Chaprer 4.

Contexiual Factors and Communicative Competence

While the TG view of language competence ser a new direction for linguistic

research, the lack of atiention to contextual [ omitted what, for th

&
sociolingudst, 1s a crucial aspect of cumpetence, namely the ability of a speaker
ge appropriately according to setting, :;Ut..ld] velutionships and

1 ompelonce, [rst put

10 wse langus
CONMUBURICANvE DUIPOsSe. the concept of conn
forward by Hymes in a lecmure in 1964 t
Gumperz and Hymes (1972), gready exicnds the aotion of competence o
include such factors ogether with the speaker’s el awarcuess of such
constraints on language use. I shopy Hymes (19967 turned attentlon from the
ideal qpmm,rwncarw in a homogeneous speech community, 0 dffoesrial
47, puinting out that “there are
sauier would be useless)

by published in

a1
i

within a feie : 5 ;
rules of use without which the rules of g
Although Hymes makes the poine that ‘rules of use are not a late grafiing’,

ion his account of

but are acquired from the Arst years of lunguage acyg
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etence [ocuses on language in use rather than on

ifon. As a means of anulysing sod cxplaining language use,

commuricative

.JLlhuJ,,{\f mn acgu
wes’s theory of cos
al Influence on the evoluton of communicaiive language teaching
{CLT) during the 1970s. It formative influences on CLT were
‘)OL,I()!IHUUISUL rather than Pb}'ps.'\f,};Jx;\_Lil')EiC, and include net only the

nicative cumperence proved o be an important

ical ?:“npems provided by Hymes, but the influence of speech-act
thruugh the work of Austn "%2) and Searle (1969), and discourse
ct, it is )nix very ueu;mh mat

S5 (e.D Singlair and €
reaching has

gulthard 1975), In £
ad o language 2

and inspiration.  Meaawhile, review  some of the
deselopmients in ELT which were wking place in Britain and the rest of
Furope during the 1960s and 1970s.

o~

From Structuralism to Communication

In the 1960s it was taken for granted that a structural syllabus, based on
widely accepted principles of selection and grading as outlined by Palmer and
Hornby, \x-ouid form the basis of language teaching materials, and in Briain

twa such courses published during Jns decade became international best
sellers: L. (5 F\]exander’: _\-")fzv Coneept English (1967) and G Broughion's
Sugvess With Englich (1968), These courses also employed teaching procedures
which combined 1L;<1I1.116§a of the situational method and audio-visual
techniques, while many of the controlled and guided practice activities showed
similarites 0 those found in American audio-lingualism. In MLT, a similar
wiion of features may be found in the materials produced by the
Nuftheld ”a‘oject during the lare 19605 and early 1970s.

The 1870s were characrerized by 2 concern with meaning, and this was o
form the basis of ths Council of Europe’s "Threshold Level’ T-Level
pm'ett initiated in 1971, Wheréas the structaral approach o Ianguuge had

s as revealed in contrastive analvsis,
be called, f-’mpha%i’zed that all

ey -1

Lll,‘l Lid
the ‘nodonal-function

zed dif r”"*”ces am{me_‘ 1;?J‘£€§L;,

with ditfering  structural
a meaning-based svilabus
t?}t‘ Council of Purope
- for a ‘common core’
language related w0

languages expressed
Thus,
be specified i"ar any
group set fiself the ask of spec
which ;11 learners woul
spocifie parposes. The influence of this wark for svilabus desien will be ke
spoctle purpuses. The influence of this work Tor syvllabus design will be raken
up again in chapter 6.

acquire

Meeds Analysis and Notional Syllabuses

There were two hspuriant outcomes of this project, which have had a

widespread and lasiing influence on the design of language teaching
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syllabuses. The first was the development of a systematic approach 1o needs
analysis, expounded in A Model for the Definition of Langusge s of Adults
Learming a Modern Lang by René Richrerich (1972} and ldenrifoong the
needs of aduls learnin sregn lingeage by Richterich and Chancerel
(1977/80). The significance of needs analysis for syllabus design will be taken
up in chapter 6.

The second outcome was to make meaning {specifically functional
meaning) rather than structure the basis of the language syllabus. The
specification of a meaning-based syllabus poses difficulties addressed by
DA Witkins in Netional Syllabuses {1976). He specifies three types of
noticnal categery: {1) semantico-grammatical, such as past, furure, location,
ete., {2} modality, such as possibility, necessity, obligation, etc., and (3}
communicative ifunction, such as asking questions, expressing agreement and

55

disagreement, inviting, accepting, declining, etc. The lists of categarics which
appear in Noromal Syl ar are not, however, a syllabus within the terms
defined earlier, since such lists do not provide any indicaton of grading and
syllabus intended as a

sequencing which, as we have seen, are important in a
guide to teaching, while the problems of combining structural and
notional~functional  elements in a rteaching syllabus have remained a
continuing difficulty, as will be discussed in chapter 6.

The influence of the Threshold Level’s new approach was soon to be seen
in published materfals. By the mid-1970s new texibooks incorporating a
funcrional dimension, such as the Straregies series (Abbs, Ayton and Freebain
1973) began 1o appear, while, instead of having such chapter or unit headings
as ‘articles before a vowel sound” or ‘Present Perfect Sumple Tense’, such
textbooks now inchided ndes Hke ‘Ask for, Give and Refuse Permission’
and ‘Expressing personal opinions’. The power and influence of this new set
of categories for ELT syllabus design have been enormous, to the extent that
it has become conventonal for syllabus designers to take them as given.

LASP

Another development of the 1970s was the growth of language teaching for
specific purposes (LASP), which spawned a number of acronyms, of which
ISP, EOP and EAP are now part of the ELT lexicon: English {or Specific
Purposes, English for Occupational Purposes and English for Academic
Purposes. In these we can see the response of the profession to new demands
made upon both the English language and ELT teachers with the intimate
association between English, techoological change and natonal development.
We also see in the development of LASP another example of the dichoromy
between training and education, the former being concerned with the teaching
of predetermined skills, the latter attempting to teach an undersranding of the
underlying rationale or principles; although in his discussion of this issue,

Widdowson (1983:19) rejects such a characrerization, seeing the distinction

more in the difference between eonformiry as the goal of raining on the one
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hand, and creatiziy as the aim of education on the other.

L5P has been characterized by a concern with content rather than method,
as is shown by the development of techniques to analyse the product {ie
'sis of farger texis: see, for instance, Ewer and Latorre 1967) and w
determine learners’ needs (Le. needs analysis: see, for instance, Munby 1978,
to be discussed in chaprer 6}, However, such analyses have been crificized on

the grounds

s

They do not el us what the language user does with the
knowledge that has been so neaily itemized, nor, by the same token, how the
language learner acquires this knowledge’ (Widdowsen 1983:87). Further-
more, within the feld of ESP, methodology has been rather neglected, and In
this respect ESP has become {solated from the mainstream of EGP {English
for General Purposes), in which methodological issues have become a central
concern. The narrow focus of ESP on content may also explain why, apart
from the ploncering work on register and needs analysis, this particular
branch of language teaching has not subsequently made 2 major contribution
to the development of language teaching theery or pracrice.

g that

The Link with Curriculum

Before concluding this historical review, we need to look briefly ar the
background to the other term in the title: Curriculum, Curriculum srudies, as a
branch of educatton, originated in the work ofT abg -‘andfl"ifie;,-‘ American

educationists, whose respective publications Curriciduom [3eve Theary
and Praciize (1962) and Basic Principles of Curvicselom and Tnses (15949

atternpted to address the fundamental question of this field of study: What

ought to be taught in an educativnal insttution?

Curriculum theory encompasses philosophy and value systems; the main
components of the curriculum: purposes, content, methndnlogy and evalu-
ation; and the processes whereby curricula are developed, implemented and
evaluated. And because curriculum smudies are so all-encompassing, it is a
characteristic of curriculum development that it inveives a wide rémge of
issues and people. It is the breadth and depth of curriculum develo;;ment
which hstinguishes it from syllabug design, whose concerns and ramifications
are restricted to questions of content.

The Isolation of LT from Curricuium Studies

Language teaching - MILT and especially ELT ~ has been for the most part
isolated from curricuium siodies. A number of reasons have been suggested,
As we have seen, ELT developed out of an applied linguistics tradiﬁé)n and
the academic reference group to whom praclitioners have referred is the
applied linguist rather than the educationist. ALT, as already noted, drew its
nspitation from the language scholar, and any concern with methoedology,
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which has always been of primary interest to the educationist, was much less
prominent.

ELT has also only recenty emerged as a nmh,ssmn with its own traditions,

values, preoccupations and identity. Whereas modern language teachers could
found an association in 1892, the setting up of equivalent EL'T organizations
did not take place until over 60 vears later, with the founding of TLS{;L. in
the TUSA ("%6) and JATEFL in Britain (1967), Furthermore, the first issue
of English Lusguage Tewching (now ELT Journad) did not appear until 1946, Yer
another impor want influence on the dey elopment of ELT as a profession — the
British Council —is also of receni origin, having celebrated irs fiftieth
anniversary in 1985, The fact that the Brigsh Council conducts most of its
; raplical dispersal of ELT and s

work abroad draws aention w the geo
practitioners, with the consequent absence of a firm hoznevbase for the
development of professional unity, in compartson with the UK-based ML
rewching profession which has evolved within one national education sysiem.

A further reason for the isolation of LT, in pardcclar, {rom education in
general —and thus from curriculum studies —is the fact that the actual
Ijra':[ice of FL'T tended to take place in two contexts which were themselves
isolated from mainstream metropolitan education, namely the private language
schoot and the colomial education systern. The private language school stands
putside the state education system and thus is not constrained by the values,
assumptions and aims of that system. Indeed, it might be argued tha‘{ .'m some
contexts the private language school sysiem evolved because of the failures of
the stare system to provide an adequate language ecducation for its clients.
Funherm(ﬁe, private language schools wre fee-paying and tend to be subject
to market forces, from which state systems are (raditionally, ar least) largely
protected. Thus, a different set of purposes and a different ethos Dl’tﬁ*:"llﬂ

The development of FLT in the British Empire also isolated ELT
develapments at home, The role of English language teaching within a colon
arena; nor

education policy was not generally dispured within the mewopoli
were the 2ims of education open to such debate. However, with the development
of ann Anglophone Commonwealth, consisung of Independent nativns, and the

T T

new needs which education {and ELT) had 1o meet, a reappraisal of ELT has
been inevitable. Such a reappraisal has c<i)mczd s with the unpreccd“ ried spread
of English teaching in developing counisies wiound the worid, rmahmg a wider
range and greater number of pupils than in any previous era, The age of mass
sducation has coincided with the emergence of English as a key to techuological
knowledge and thus 1o economic development, recalling West's recognition of
the instramental function of the English language In Bengal over 60 years ago.

The Growth of an Educational Orentation

We have already noted thar undl the 1970s rhe concerns of language teaching

i H : o ol " ernlinsi fe
were with procedure rather than design. The change of cphasis to design,
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characteristic of the 1970s, inevitably led 1o a reappraisal of the role and
purpese of lanwudgc teachim which in turn has led 0 questions which Z0
beyond considerations of content or technique. This development has been
accompanied by rthe realization, through aid profects and consultancies, thar
the wholesale export of metropolitan materials and methods may not be
appropriate because other education systems exist within quite different
cultural, economic and polirical contexss than those which apply in western
Europe or north America. ELT experts, as participants in curricujum
development projects in such countries, have found that solutions 10 the new
educational issues which they bave faw will not be found within applied
lingulstics theory and research, ELT has begun to ook to educarion as a
source of new theories and procedures, particularly in matters of developing
and implementing innovations in content and methodology.

Meanwhile, MLT, which in Britain and north America has been within the
state sector, has found liself in the middle of the reappraisals of aims and
methods which have characterized educational systems in the 40 ¥ears since
World War I Just as prevailing values and assumpilons within the system
have influenced other pants of the curriculum, so, roo, MLT has come within
the scope of curriculum studies, under whose aegls such reappraisals have
taken place. Thus, in a period which put stress on efficiency, behavipural
objectives became = vogue, and language curriculum dev elopers attempred 10
express language teaching aims in such terms (of Richterich 1973). The
subsequent swing to humanist values has wimessed an emphasis on the social
and inferpersonal nature of fanguage.

Althougl it would not be true to say that langu age teaching has become a
branch of curriculum studies, the influence of the latter on the former is seen
in Such work as A, M. Shaw’s (1975) PhD. thesis, Approwcles 10 g
(' P I : ".! ’;"’ rUfo”’.F ]J(iu‘”hlh’{ (-

Development, while
more recent discussions of £L T, such as Lawg

i

.

P ing Projects for the
Thivd Wordd {Brivish Council 1983), have pIaLL(? 'hc concerns of managing
mnovations in EL'L syllabus, materials and methods quite {rmly withiz the
arena of curriculum studies. Meanwhile, the approach o communicative
language teaching advocated by Candlin, Breen and others at the University of
Lancaster have consciously drawn upon curriculum theory, as we shall see in
subsequent discussions of the process curriculum model {chapter 3) and process
syllabuses (u wapter 7). Curricelum studies have now provided a field of diswmse
inn which ma v{ the concerns of language teaching, as they have evolved,

be and are bunv discussed and for this reason the language syllabus LfL’aigl
is obliged © be informed by and, indeed, o participate in this area.

Conclusion

Language teaching is a branch of education. During the development of a
distinetive and independent profession, ELT evolved Fom an applied
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linguistics base established by the late nineteenth century Rei‘o‘rvm Movement
and Palmer, West and Homby, within the British Frndﬁon, an@ by
Bloombeld, Fries and Lado within the American, While the Amm‘fcan
tradition focused on grammatical structure as the basis for Ei.l(': content of.thé
language svllabus, the British school developed an interest in contexiualized
language use, which was combined with a longstanding concern with language
structure. The development of new theories of langnage learning, un()ler the
impact of Chomskyan linguistics, gave rise to theories of the learner’s own
innate language learning capacities and to revised views on bath Ll and 1.2
acquisition, leading to the evolution of SLA theory ai?d research, whose
influence on language syllabus design is only just beg‘jnmng t‘g_,b.e,,,fcl_p

The purely linguistic nawure of competence, )
extended by Hymes (1968) to embrace x_ht, capacitics unaeﬂymg‘ 'the
communicative use of language, and the interests of British and American
schools of thought have come tegether in their concern with lc‘r&‘mixig ]:11'131 se
for the flueni expression of the language uvser’s lnemtions in a varety of
contexts. A reappraisal of the principles upon which content and methodelogy
are selected has been accompanied by a consideration of the role of | anguage
reaching within educaton, and by the realization *Lh;zt. curriculum f,tudies iy
provide a body of theory and practice which can 'mfon.n decision-making in
language teaching curricuium d%clopment and innovation

.

Suggested Reading

General

The most extensive review of language teaching appears in Kelly (1969),
25 Centurios of Language Tracking, while a condensed overview may bc f()\md
in Part Two of Stern (1983), Fundamental Coneepts of La 19
Undoubtedly the best history of EL'T has been written by Hmm {1984), /l
History of f.:’”f"”"’ Langunge Traching. There 15 no umﬂmmbic hﬁoh on the
history of MLT, but Hawkms (1981}, Maodern L
covers much the same ground as Howatt, though he writes from the viewpoint
of the UK educarional context. Another account from the MLT nmpomt is
provided by Clark (1987), Cwrricelwm Renewal in School For :
Learning, framed within Skilbeck’s curricuium ideclogies, o bé d}s‘cussed In
chapter 3. Finally, a comprehensive review of developments in ELT from the
viewpoint of the early 1980s has been provided by Roberts (1982).

The role of ELT

Bowers {1986) di ses the international role of English and ELT, while Judd
(1981 and 1984) addresses pohq and polivieal questons in his two papers.
Cock (1983} asks “What should language teaching be about?” and Abbott
{1987} stzkes an eduecational claim {ov ELT.

Two Traditions 23

Audio-lin qualism

Rivers (1964), The Peychologist and the Poreign Language Teacher, reviews audio-
lingualism, its tenets and its psychological basis, while an account of audio-
lingualism from one of the founding fathers is given by Fries (1945). A standard
account of audiokinguslism teaching methodology appears in Brooks (1960).
Within recent Brtish ELT traditon, Widdowson has been a major
contributor to the evolution of theory and practice, and two publications of his
date from the period dealt with in this chaprer: Widdowson, (1978) Tm i
Language as Communication: and (1979) Explorations in Apnd

Threshold Level

Another major influence on the design of language teaching programimes has
been Wilkins and his colleagues on the Council of Europe "Threshold’ level
scheme. Wilkins (1976), Notional Syflabuses, is a comprehensible account of
meaning-hased syllabuses. An earlier proposal appears in Wilking (1972},
Linguistics in Langnage T md?mg.

Graded Objectives in Modern Language Teaching (GOMLT)

Page reviews the GOMLT movement in a state of the art article in Langrage

Teaching (1983). As an example of teacher- and school-hased curricuium
renewal in language teaching, the GOMLT Movement has implications
which go heyond questions of syllabus content.

LASP

fhc fwk of Languages for Specific Purposes is reviewed by Robinson {15980y,
nglish for Specific Parposes, while a series of case studies of ESP is provided by
’\hdn\ and Mauntford (\.uS) (1978}, with the same rttle.

Discourse Analysis

Discourse analysis, conversational analysis and speech-act theory have been
unportant influences on language teaching during the past decade and a half]

and there is an extensive literature in these areas. For a well judged and
readable survey of the field, read Stubbs (1983), D
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3 Language Curriculum:
Values and Options

Introduction

Since one of the purposes of this book is to place language syllabus design
within the wider context of curriculum, it is important to review some of the
major value systems or ideologies which underlic approaches to curricubum, as
well as the curriculum models associated with these ideologies. Such a review
will serve to show where some ideas ~such as belavioural obiectives and
propasals for process syllabuses — have conie from, while alse providing some
perspeciive on the place of such ideas within the Reld of curriculum sradies
and, thus, oo their status within ELT.

It is also important to be aware that different models of curriculum
represent the expression of different value systems and, consequently, of quite
divergent views on education. Indeed, if is hardly surprising thar views on
these issues will be value-laden, given the fact that curriculum studies attempt
10 answer quite fundamental questions about the nature and purpose of
education. Fven though the concerns of the language teacher and syllabus
designer might seem remote from such considertions, I hope it will become
clear that any decisions about developing a language teaching programme
must reflect the assumptions and beliefs of those engaged In such an
enterprise, and that it is important to illumiinate such planuing by working out
where one stands ia relation to the numercus options available. I shall begin
this review of curriculum options by considering the important issue of the
major value systems which underlie them.

Value Systems

Views on the nature and purpose of education include those which emphasize
the transimission of an esteemed cultural heritage; which stress the growth and
self-realization of the individual; and those which repard education as an
instrument  of social change. Respectively, these three orientations or
ideologics have been termed classical humanism, progressivism and recon-
structionism, Classical humanism is associated with Matthew Arnold and
T 8. Eliot, progressivism with J. . Rousscay, J. H. Pestalozzi and Friedrich
Froebel, and reconstructionism with John Dewey.

i - i
Language Curriculum: Volues and Opiions 25

In language teaching, each of these idevlogies is expressed in different
[P I PR NS S T 1
propusals for ajms, content and methodology. The grammar-translation
Lm,M}J‘, as already noted in chapter 2, is an expression of classical humanism
A dindinogalicm : N ' : i
,iLt\.iLu Ergoalism  and d—functional syllubuses can be viewed as
different realizations of rec wals of Krashen and
r;ﬂ "i 3y .D,-x - al . ) '
Terrell (1.%3), Breen and Candlin (1980) whuse process syllabus will be
reviewed in chapter 7, and Prabhu {1987) whose procedural syllabus will also
be discussed in that chapter, are differing products of progressivism. As will

ructicnism,. The pr

Ee deue\w h'olm tlmése _exampies, different id:ui_ogics give rise to very
diverse views on bath the purposes and methods of language teaching and
s‘,hc‘ must effective ways of implementing curriculum innovation, the Tatter
topic being the subject of chapters § and 9.

- Re - structiunism i wssociated with a systems-behavioural approach (see
K:I‘:»i‘a‘.'lui'dfL,Hug& 1982), in which the pedagogical procedures are based on
Skinner's {1968) application o education of the principles of operant
conditioning, The emphasis 15 on incremental and mastery learning, in which
each step is based on the preceding one, and ‘it is assumed ‘{hal, given
appropriate learning activities, all studeats can achieve mastery if they “have
enough e’ (Crowford-Lange 1982:88). In language syllabus desig,'r; such
views have been realized in the grading of structural svllabuseg (lto be
discussed in further detail in chapter4), and m the coﬁcept of graded
objectves. i

Progressivism, by contrast, coincides with what Crawford-Lange characrer-
res as ‘problem-posing education’, which ‘extracts a concern for the real-life
situation of the learners as well as a perception of the student as decision-

lrpas? U - o 240 Thein ’ - | 3
maker’ (Crawford-Lange:88). The two central pedagogical concepts of this
P ek e - 4 . e . . R
approach are d sting of reflection and action
upon the world in arder to mansform it (Freire 1973 and 1976), the later ‘the
o g 1‘a"' gl vy pe i g fqme b mrm e - o s ] “
(Ldu, Uonal cOnLexT, the place where praxis cccurs’, the purpese of which is
o stimulate new ideas
exchange them’ {Crawic

o

, the fonner cun

opinions and perceptions rather than simply w©
) Ao - o} by
Lange:89). As we shall see in chapter 7, both the
concepts and the terminology have been drawn upon in proposals for process
syllabuses in language teaching {see Breen and Candlin 1984).
Whereas progressivisem is concerned with ‘doing things for’ or ‘doing things
[ b = =

ra

wiiih" the leainer, reconstructionism involves ‘doing things ™ him or her
(Davies 1976:32). Reconslractionism emphasizes the importance of planning
efficiency and rarionality, afd it involves ‘the elevation of teachers and oth;’
members of ¢ carefully selecied and hishly mained elite of educators who are
designared the aygents of cultral renewal’ (Skilbeck 1976). Reconstructonism
{0 return © the house analogy of chapter T, plans for an ideal future dwellin;‘
(i.e. society), though not necessarily taking account of the constraints which
stand in the way of achieving such an ideal. Progressivism is more concerned
with the processes of building the dweiling or of ad
reguirements of the communily living within it

ng it to the needs and

Fatrira e e 2 e gy cle . -
Having considered the ideological basis of these approaches to curricuium
3 x
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g
I shall now turn to an account of two cwrriculum models which reflect these
' ’ . . ) — . or -
different perspectives, beginning with the means—ends or Rational Planning
{

model.

Means_cnd Ends

P . _ i - view of teaching is tnavaidahic
As Stern (1984:501) observes, ‘a means—ends view of teaching is unavoidable
in language pedagogy’, so it is hardly surprising that the means-—ends or
objectives model has provided a popular framework for language curricula,
T : : o eahiectives is associared with Taba and
The rationale wnderlying the objectives model is associared with Taba and

Tyler, and because it assumes a_four-stage cyclic sequence, k:egm.ning Wf‘x
Clear specification of goals, it is sometimes calied the rational planning mo d
‘on the grounds that it is rational to specify the ends of an activity ?efm-c
engaging in i€ (Tavler and Richards 1979:(){—), ﬁ\ ’r'lcm*_;ch;‘xrr representarion of
the Taba—Tyler curriculum model appears in figure 3.1.
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. !
e learning
experiences
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goals of‘
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axperiences
ki - rean
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Of a0 s wasnraran = e
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of
abjectives )
T l T Satisfacto oy
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+
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Figure 3.1 Flowshart represeniction of the Taba—Tyler curriculum developmen
model
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In this model, a distinction is made between goals, aims and objectives
{Taba 1962). Goals are very general and broad. Aims are more specific, and
are long-term ~the target to be aimed ar. Thése are whar Bell {(1581:50;
refers 10 as ‘key objectives’. Convemionai]y, objectives are the short- 1o
medivm-term goals, which in Bell’s terms are ‘critical’ or ‘specific’ objectives.
Both aims and obiectives are generally regarded as important because, withour
general aims to provide direction, it is possible to become lost in the attempt
to salisfy a range of short term objectives. Merrin (1971) in Hooper 1971:202
neatly summarizes the distinction between aims and objectives in the following
terms: “The satisfaction of hunger may be an aim. A plate of steak might be
the comrelated cobjective.” A similar distinction is drawn by Widdowson
{(1983:7) in his discussion of EGP (English for General Purposes) and ESP
(knglish for Specific Purposes), in which he contrasts them in terms of the
place of aims in each type of course.

L5P specification of obiectives:
equivalent to aims

training: development of
restricied competence

EGP specification of objectives: education: development of
leads o aims general capacity

By ‘objectives’, Widdowson means ‘the pedagogic intentions of a particular
course of study to be achieved within the period of that course and in
principle measurable by sume assessment device at the end of the course.” By
‘aims’ he means ‘the purpeses to which learning will be put afier the end of
the course’ (Widdowson 1983:6-7). Objectives, {ollowing Mager (1962), are
conveniionally stated in hehavionral terms which are intended to be specific,
unamhiguous and measurable. Mager identifics three components:

U Bebgeionr  “First, identify the terminal behaviour by name; you can
specify the kind of hehaviour thar will e accepred as evidence that the
iearner has achieved the objective.’

2 Conditions ‘Second, wy to define the desired behaviour further by

describing the impertant condidons under which the behaviour will he

expecied to ocour.”

Standards “Third, specify the criteria of acceptable performance by

describing how well the learner must perform 1o be considered

acceptabie.

LR}

The core of the behaviowr statement s an action verb, such as identify, defi

Justify, classify, etc.

In the 19505, a massive artempt was made to mansiace abjectives into
behavioural terms by Bloom, Engleharr, Farst, Hll and Krathwoh! (1956} in
the Taxonomy of Fducarional O es. Objectives were classified under three
domains: the cognitive, which is concerned with intelloctual ahilities and
operations; the affertroe, which is the domain of aititudes, values and
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appreciation; and the fsydioraior, “the area of motor skitls, important in
technical contexts, Many of the objectives which the authors listed in the
cognitive domain have since been adapted for the specification of comprelhen-
sion skills in reading, as will be clear from the list of categories given below

from the L()gmm e/domaisn.

1 Knowledge of facts, conventions, procedures. ‘

2 Comprehension, which subsumes understunding, wunsliion (or refor-
mulaiion)j interpretation (inferencing, swmuiarizing, generalizing) and
extrapolation (estimating, predicing on the basis of the current
sitpadon).

3 Application, or the wansfer of training and skills t new or novel

)

applications. _

4 Synthesis, or purting together elements and parts to form a whaole, or
drawing upon elements from many sources and putting them together
info @ structure or pattern not cleardy there before ,.

5 Eyaluagion, or making judgements about the value, for some purpose, ot
ideas, solutions, methods and marerial by reference to internal evidence

and external criteria.
In the affcul re domain, they also listed five categoties

1 Receiving or attending, e.g. attending carcfully when others speak in
direct conversation, on the telephene.

7 Respunding, e.g. inding pleasure in reading for recreation. )

uming responsibility for drawing reticent members of

3 Valuing, c.g. ass
the wroup NG a Conversation.

4 Organizing, e.g. forming judgements of the
conserving human and material resources. .

5 (haracterizaton by a value or value-compley, e.g. readiness 10 revise
judgements and to change behaviour in the light of evidence.

ponsibility of suciety for

These affective objectives are especially uoivworthy in the lght of the
subsequent development of humanistic approuches w0 language teaching, in
which affectiviy is recognized ss both a means and an end of the
reaching-ltearning process.

In language teaching, in contrast to general education, one notable attempt
to adapt behavioural objectives has been made by Steiner (1973). !—}not;her
important application, following the classical form of }jgl)ﬂu;uurai‘!“(}b;ec!zves
specified by Mager, is to be found in the Council of Turope’s ﬁ Threshold
Level (see Van Ek in Trim, Richterich, Yan bk and Wiikins (1973). A more
vecenr development may also be found in the Graded Objectves in Modern
Language Teaching (GOMLT) movement.

R . . . - e ] e ATHE IR
Following the classical preseription for behavioural objectives, Steiner

proposes that a performance objective should state:
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I What the student will do (e.g. write an essay, answer five questions
vrally).

2 Under what conditions (e.g. in class withour notes, in an individual

conference with the teacher).

Within whar time (e.g. 40 minutes, 5 minutes, no tme lmit).

4 To whar level of mastery {e.g. must include 3 pertinent ideas each
supported with specific documentation; must have good paragraph and
essay conslruction; must confain no more than 3 errors of grammar,
punictuation or spelling; 4 out of 5 oral answers must be correct in

content; no maore than 3 errors in pronunciaiion),

(oS}

Such a specification provides a detailed gnide to the learner, the teacher and
the tester — the last two often being one and the same person. As z statement
of desired reaching—leurning outcomes, such objectives constitute a guide to
criterion-referenced or mastery learning and resting. If the learners’ behaviour
matches the specification, they have achieved mastery of the objective
concerned.

An example of a performance objective for a firsti-level language course
might be:

In an individual conference with your reacher you will be assigned ore of
four topics (your family, the weather, your schedule, or the classroom.)

Your teacher will ask you 5 questions orally in the target language and you
will answer these orally in the target language and in complete sentences.

Crizeria: 4 of 3 must be correct in content {according to the information
you provided the teacher). You should make no more than 3 errors in
pronunciation.

Steiner outlines three main criteria for terminal course objectives. Firsily,
terminal course objectives ruust provide clear guiduce to the prospective users
and ‘as the specificity increases through the refinement process, greater clarisy
shouid appear.” Secondly, the terminal course objective should be rfevans by
beimg meaningful to the learner, related 10 the educational goal from which it
is derived’ and “desirable in terms of the present and future expectations of
the school and its related groups.’ Finally, such an objective should be Sfeustble
Af there is a good probability of its being achieved’. If objectives meet these
criteria, the entire set of objectives should be reviewed by asking the following
questions:

I Does the ser contain an appropriale representation of cognitive
behaviours?

Does the ser contain an adequate representation of affective behaviours?
Is the set of objectives broad enough 1o cover the subject adequarely?
4 Are all of the objectives internally consisrent?

L o
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To screen objectives, Steiner suggests matching cach terminal course

objective with a purpose.

Behavioural Objectives: Some Problems

In spite of the appeal of behavioural objectives, there have been a number of
objections to them on philosophical, educarional and practical grounds, For
instance, Tumposky (1984), in an article teilingly entded ‘Bel mvm.raE
Objectives, the cult of efficiency, and foreign language learning: are they
compatible?’, points out that the development of bebavioural objectives was
assnciated with the scientfic management movement in education during the
period between the two world wars, Bobbin (1924}, a curiculum specialist
concerned with the need for efficiency, ‘atrempted to apply the techniques of
business to the schools. In the pame of efficiency, he gave paramount
importance to the setting of acceptable performance 5t1nmrf£: and 1o their
measurement.” The attention given to efficiency and predicted sutcomes
brings us to the heart of much criticism of behavioural objectives and
illustrates how all aspects of education are value-laden. If education is viewed
as a voyage of discovery, the pre-specification of outcomes inherent in
behavioural objectivés miy be seen as conflicting with the essendally
speculative nature of the educational process. Indeed, Stenhouse (1975:82)
takes the view that ‘education as induciion into knowledge is successful 1o the
extent that it makes the behavioural cutcomes of the students unpredictable,
Sockett (1976:50), like Stenhouse, is philosophically opposed to the
prescriptive character of the objectives model and he is suspicious of the
dogmatism to which the rigid adherence 1o an objectives model can give rise.
He points out that the demand for ohisctives to be measurable ‘presupposes a
dogmatic attachment to the one way of making scientific progress’ and ‘that
different teaching practices are ruled out’, while ‘the teacher is scen as a
technician or a manager.’

Indeed, as Tumposky observes, Bobbiw's views resembled those of the
advocates of programmed learning in that both ‘give the impression that their
products are, ar should be, “teacher-proef™. Such a view of the teacher as
technician, working to 2 plan provided by an expert, is strilingly similar to that
advocated by Fries; whose views are in line with a reconstructionist ideology,
but i cenflict with progressivism, which values consultntion with and
participation by teachers and learners in decisions affecting prafessional
practce. Thus it is not difficult to see why behavioural objectives are treated
with such circumspection, particularly when they become associated with the
politics of education and gquestiens of control, power and authority.
Tumposky’s critique is clearly motivated by more than questions about the
educarional value of behavioural objectives.

One of the strongest arguments which advocates of behavioural objectives
put forward les in the claim that they enable goals to be specified
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unambiguously. However, ag {Tayl or and Richards (1579700 point out,
‘objectives cannot have exact, true and real meaning, because the meaning of
words depends on thé way they aré used, and the way they are used does
vary” This is especially true in the teaching of language itself, and efforts 1o
produce a list of agreed behavioural objectives for a language curriculum can
founder on differences in ‘values and interpretation underlying superficial
agreement on objectives’ {Taylor and Richards 1979, Another pmb!em is the
tendency to concentrate o much on low-level objectives which car be maest
readily specified, although it does not follow that “rivial outcomes need be
emphasised at the expense of those of greater importance’ {(Nicholls and
Nichalls, 1978:34). :

Davies (1976:72), while rehearsing the arguments against behavioural
objectives, suggests that the sirongest argument for them

iies in the power of the methadology as & means of exposing underlying
assumptions. Unee obfectives for a learning expenence have been
isolated and defined, it is possible o go beyond them to the very value
structure that they apparenty reflect. Objectives are the CORSEqUEnces
of values, and it is these values — rather than the objectives themselves —
that need o be revealed when previcusly they may have been concealed.

Indeed, Davies sees attempts to specily chjectives as

a very useful stimulus to clear thinking as well as a means of allowing

teachers to communicate with each other in a relatively precise and

unambiguous manner. They force you to come down to earth, and start
] 7 M sy £ =) 23 o B ! =3 J £ H

{hn?km.g i specific terms rather than in terms of vague hopes and

aspirations.

The last point should be kept in mind when we come to discuss the issues
mvolved i the management of curriculum innovation because of the
importance of an unambiguous understanding of beth the current posiiion
and future intentions. To the extent that objectives can act as a means of
focusing thought and discussion, they will serve a very useful purpose.

Although, as we have seen, behavioural obiectives are open o criricisms on

many grounds, ‘even two of the foremost critics . . . accept thar behavipural

objectives have a part to play, though necessarn ih a limited one’ {Taylor and
¢ .

Richards 1979:71). One of these lecs, E sner (1977) distinguishes

tvpes of objective that can be used i (

tirriculum design;
objectives, which can be expressed in behavioural terms; evpre

sive obiectives
which are concerned with personal responses and are not su%ccphble to
behavioural specification; and finally, what he calls Type 217 objectives, which
specily problems, the solurions 1w which are left o pupll inttative and
justification.
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Another crific of behavioural objectives, Stenhouse (1975), suggests that
education has four aims: saduction into knowledge; {nitindion into social norms
and values; Laining and inspruction. Though repudiating the _r()lc of objectives,
he acknowledges that hehavioural objective:j, may apprupzm‘m‘ly be .used to
specify the goals of training and instruction, but not of mdu;;_nou and
iitation. To Stenhcuse, ‘knowledge is not something o regusgitale, but
something to think with’ (Taylor and Richards 1979:72) and he believes 1iha1_
education is concerned with speculation about ideas and not mzxstcryuof
behaviour. Improvements in education, he believes, come from raising
teachers’ awareness and self-criticism rather than from specifying obj?cmes
with precision. Instead of objectives, Stenhouse proposes priuu.ip!us fo.r.zhe
selection of content, the development of a teaching strategy, making decisions

about sequence, and so on.

The distinction Stenhouse raises between training and education, betweenk
mastere and speculation, is at the heart of much argument about the auns ol
teaching. Tumposky’s objections o behavioural objectives in language
teaching mirror the values implicit in this distinetion: training is concerned
with the incuication of fixed forms of behavivur, education with the
development of unexpected outcomes. Clearly, there 1s an ideological di.v‘iclg
berween those who regard educaton as training the stadent in pi'@~5pec1f1f:d
behaviours and those who see it as liberating the student w deal effectively,
autcnomously and creatively with the novel and uuplunned.

We may be unwise, however, © join Stenhouse and Tumposky in
1'cp11ciiatiné‘ so completely the role of objectives, since it can be a:"gued thai‘in
teaching we are not satisfied merely with fostering or seeking o effect
learning, we quite properly look for evidence thal learning is occurring . - . iL
is not necessary to suggest that “gmstery” Is cur goal to lnsist that qualities of
performance are of vital copcern Lo us in educadon’ (Skilbeck 1984:223).
Skilbeck goes on to say that

The implausibility of predicting detailed performances {when there can
be unexpected outcomes) and the inherent freedom of the learner in an
educative process are not reasons for supposing that we cannot or st
not try 1o specify performance objectives. We can agree that stmdent
performances (a) cannot or should not be prespecified in detail and (b}
are & part but not the whole of what we mean by education, but why
should cither of these considerations be inconsisient with staling
objectives as the directions in which we are tying to guide student
learnings?

In fact, as we are about to see, a process approach to curriculum which
foruses on means as ends is not directiontess, while the specification of alms
is not necessarily inconsistent with a focus on the processes of learning or on
the procedures involved in developing cognitive sldlls. Skilbeck’s argument
mav serve as a reminder to the language curriculum designer that, alihough
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COITIT tve competence involves being able 1o use language creatvely and
in unpredicrable ways, this ability isel{ constnites an alm which suggests 3
criterion against which to measure learner performance. Thus, in designing
language curricula, there will certainly be a place for aims, the nature of which
will depend on the level of bruhaviour concerned. However, we must not forget
that such aims are, as Skilbeck observes, ‘a part but not the whole’ of whar is

mednt by cemmpiunicalive compeience,

The Process Approach

In chiapter 1, T suggested that one approach to curriculum was analogous to
working out the plan of 4 dwelling from the viewpolnl of the inhabitanis. In
his survey of how teachers plan their courses, Tavlor (1970) discovered that
the steps (olluwed by teachers were rather like this model of curriculum, and
much less like the medel proposed by rational planners. The contrast is

summarized in the diagrams below.

. oy
Rational Plaers

Alms/Purposes-——-z- Objectiveg—— Learning Taperiences— Dvaluation—

L ;

)
i

Cottext————g= [earning Sifuation

g Al Purposes-

As we have seen, in a rational planning model aims and objectives are defined
first, and content, leaming experiences and evaluation follow in linear
scguence, although as Wiseman and Pidgeon (1970) and Davies {1976) point
out, the entry point can, in fact, be at any stage in the model, which is
recursive tather than siecty linear

Teachers, in acmal practice, tend to begin with the context in which they
are working (ie. the dwelling), taking due regard of sequence, time and
methods. In other words, practical concerns figure prominently in their
approach to curriculum design. Nexi, they consider the pupils’ interests and
the seicction of subject-matter. It is only after such pracrical factors have been
considered that teachers attend to aims and purposes, which come third and
not first in the sequence of planning stages. As Kelly (1977:34) says, waking
his cue from Sockert (1970),

It may be that they have thus come to realize, long before the
curriculum theorists got onto ir, that to state one’s objectives in advance
in terms of jntended behavioural changes and to stick dgidly 10 such a
plan or programme is o (il o take account of the complexities of the

we Lyaluation
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curriculum and of the importance of the individual context in which

every act of teaching occurs.

A process spproach to curricuium turns out o be closer to m’e practice Of.l‘h(’.
posals of some curricalum theorists.

.

teachers in Taylor's survey than o the p
What is also notble is that a process approach allows for the personal and
professional autonomy of reachers and the exericse of their judgement on the
spot. A process anproach to curriculum is Armly based on the school and the

- is viewed in terms of

classroom. Finally, 2 !
procedures rather than in terms of content, behavioural outcomes or
measurable products. It is, in short, concerned with the process rather than
the product of learning. In this respect, it is more like {htr seeond view (if
curriculum which T proposed in chapter I, namely curriculim/house =
construction systerm.

This is not to say that a process curriculum is without aims or direction,
Instead of tighty formuiated short-term’ objectives, Ucnc}ai principles "are
defined and it is these overall, Jooser aims which provide direction 1o the
curriculum. Implicit in this 1s a view of education being concerned with
mitrinsically vatuable content, the development of understanding rather than
i ve, and the promotion of individual autonomy and a

the acquisition of knowled
capacity for continuing learmung. .

The psychoiogical basis for the process curriculum may be found in the
work of Piaget {1967) and Bruner-(19560). Piaget's concern was 1o explore the
arowth of intelligence and to establish how a child is able 1o 1{-2.(111-1, and he
advocated adapting teaching methods w© tht, ways in which the child’s thought
processes develop., Educational applications of Piaget’s work are found in
active learning and the enquiry and disco techniques common in primary
school educadon. A second important principle is that active experience
cannot be displaced by verbalizing sbour experience, while a third is the

importance of social interaction in children’s cognitive development.

Bruner, too, sees learning in terms of copnitive growth. Tt is through
learning thai children master their environment. Learning fivst 1o cope with
wion, children proceed o images and pictures and

the world through ac @
evenrually 10 symbnlic means, usun 1;\ through the use of language. Like

L
£

Plaget, Bruner emphasizes the importance of expericnes for cognitive growth;
the task of the teacher is to provide stimulation dn(‘ (0 L()mcr{ what is known
into a form that can be mastered by children.

Bruner’s own application of his theories to cducarion were in MACOS
(Man—4 Course of Study), descrbed In Bromer {1960). In this course ‘the
bl()dd <1lﬁl‘: Of hﬁ. ’3;(7”‘(‘ cenire di’ﬂtl!‘zd thﬁ. DIOCEeSSes Dl !(’&H‘H“z(’ E'l[]‘&i 1&1]

the producrs, and inchade reaching children the skills of encuiry; helping them

[ SRR
to develop methods of ohservation and research; encouraging them to reflect
Tert e . il
on their own experiences; and hf*.pmfr them to use original source material
and o evaluare it critdeally’ (Kelly 1977:80). The spoovlative namre of
mowledge which is > ¢ nd in the
knowledge which is a feature of Bruner's approach is also fou

Longuage Curriculuem: Valves end CQplians 35
guag (e

Humaniries Curriculum Project, associated with Lawrence Stenhouse who,
re;ecanv' an objecttives model, claimed that a process model is more
appropriate in areas of the curriculum which centre on knoewledge and
HTTdC‘l\Tdﬂuﬂl” a5 f]"‘;“ﬁ‘i‘:‘ﬂ o IT'HIHUO‘

In the Humanities Curriculum Project, the emphasis was on defining
acceprahie mﬂ“fpf s of procedure for dealing with such issues as protecting
divergence of opinion within the group, with developing cvitical srandards by
which evidence can be appraised, and with extending the range of reicvant
views and perspectives accessible to the group (Stenhouse 1970). A series of
themes was chosen: war, poverty, education, relations between the sexes.
These formed the basis for discussions involving the pupils, with the teacher
as neutral chairman, The novelty, for both pupils and teachers, was that there
were no preordained outcomes, since the ideas and procedures were
a{cnuatu by the pupils themseives. What was important was that the group
would develop wavs of hand] ing discussion and divergence of opinion and
extending the range of relevant views. In other words, the emphasis was on
the processes involved and not in reaching a predetermined goal.

Taylor and Richards note that Stenhouse’s version of the process
curriculum has yet 1o be subject to wuch evaluation, although  certain
difficulties have been revealed in applicadon, notably the demands it makes on
teacher competence. Furthermore, assessment is difficulr given the absence of
prede teimmpd outcomes. Finally, althoush Stenhouse denies that it is a
means-ends approach, First (1975) argues that it is still concerned with ends,
even if they are not specified in a behavioural manner.

From the vicwpoint of language curriculum, the process model offers an
importznt aliernative o an objectives model at a time when applied linguistic
theory and rescarch is devoting more attention to the processes of fanguage
learning {Faerch and Kasper 1983); to the strategies and techniques used by
language learners (Cohen 1984, Cohen and Hosenfeld 1 1981, Naiman et al.
1978, Wenden 1986} and to the effects on inferaction and learning which
rcsuli from varying forms of classroom organmization and activities {Bygate
1987, Donghty and Pica 1986, Guss and Varonis 1985, Long 1975, Long and
Porter 1983,

There is a significant coincidence of viewpoint between a process approach
to education and the views of such applied linguistics as Widdawson (1583)
and Bramfir (1984¢) on the open-endedness and creafivity of language.
Language use cannot be predicted in advance and the prepackaging of
Llngu&ga:, implicit in an objectives model, is simitarly rejected in a process
curriculum. Likewise, the distincdon between training and education, which
Widdowson (1933} equates with the dichotomy between ESP and ZGP leads
to & consideration of preparing learners for “the purposes to which learning
will be pur affer nc end of the course’ (Widdowson 1983:7) ~ in other words,
to unexpected and unpredictable ous

The influence of progi

MRS,

sm and of a process curriculum model is most
conspicuous in the proposals of Breen and Candlin {1984), to be discussed in
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chapter 7. Tt is ne coincidence that telr proposals for language syllabuses
should so closely resemble the model summanyed anove, both in ideclogy and
terminology. And it is no coincidence that such a racical approach to the
i ends view of the language

desion of language programmes will upset a means A :
teaching process. In fact, what we have in this product-process Jichulomy & a
tersion  which must always exist in language teaching between the
sredictabiliy of
d srgaaization
- and the non-

Cunaroiduble’ means—ends view noted by Stern and the

language use, stressed by Widdowson; between the linear, g
of content, which is such a strong tradition in language L-.?ad g A
linear, organic growth picure of language learning, which is emergng from

second language acquisition (SLA) research.

The Situational Model

Having reviewed two curriculum mudels whose Wdeulogical busis has been
traced o reconstructionism on the one hand aid progressivism on the other,
we now come to the third model, which stands apart from the other two.by
using the context in which curriculum planning is o take place as the srs.vrtmg
point. In this respect, it might be best called a curriculum rezemal 11"1udd since,
unlike reconstructionism or progressivisim, it begins by acknowledging existing
practices. [t does not begin with the assumption that cupricuduam proposals are
to be written on a blank slate - or even that what is ulveady on the slate d}lt}iiid
be obliterated. In terms of the analogies suggesied in chapter 1 the mode] we
are about to discuss adopts the third perspective of curriculum/house =

dwelling. - 1
The situational model propesed by Skilbeck (19843} has 115 basis 10 cuity

3 3 N ] oF Phe wohoa] siiaontt -"a"_
is and begins with an analysis and appraisal of the school situation iself

analy :
Such an appraisal s, in any case, an wnporiant sturuag poitt, since one of

4 o ~ S T I Avvelomment
Skilbeck’s major concerns is with school-based curriculum development,

. L
Slementation and evaluation of a

which he defines as ‘the planning, design, o aua
orogramme of students” learnings by the educational nsiitution of which these

; ) - . T . N sy hatr  an
students are members’ (Skilbeck 1984:2). He goes on 0 say lhai an
it, dehned

)

educational institution ‘should be a living educativnal ensvireniu H
and defining itself as a disgner enziry and characterized by a clefmi%e pa.t‘tc.z'l_m of
celationships, aims, values, norms, procedures and roles.” Si;iib‘cci\‘ points ou
that curriculum development will be something internal to ihe l;"iaili.ulii)i?, aot
imposed from without, but at the same tme ‘the curficuim}i should n(?t e
parochially conceived” because the ipstitution is part of a network of
relationships which include stake-holders other than mcmrbeArs of the school
itself. Among these stake-holders are the students, and Skxlfo(—:c% ad
participatory decision-making in the curpiculum which will m\-;mt.] ihe
students ‘o determining the pattern of expuricoces they are o undergo’.

In advocating school-based curriculum. developrisat Skitlbeck is well aware

oy

oiates
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of the effects of controls which ar

neither the |

extrinsic to the school and he notes that

pendent  initat of the school nor those larger
external forces m the cwriculum are by themselves sufficient for
achieving the svstemwide kinds of changes that are needed. Imposed
change Tom without does not work, because it s nut sdeguately thought
out, or it is not understood, or resources are not available to carry it

thirougly, or because 1t §s actively resisted. Within-insttction change is,
by its nature, situation specific, ofien piecemeal, incomplere, of mediacre
guality and so on. Lach process requires the other, in a well worked out
philusuply and programme of developments, {Skilbeck 1984a:5)

Here, Skilbeck raises issues which we shali not meer again when we come to
consider-the managemenr of curriculum innovation.

“Shilbeck’s swnmary of his situaiional model for school-based curricuium
development is set out in the diagram below (from 19842:231).

e the situation

'

Debne objeciives
¥

Design the toa

y

Interpres and implemens the programme

¥

Assess and evaluuie

FOINE PrUgrdnune

Skilbeck acknus

ledges thar ‘such a disgrammatic representation of the
process of cwricalum making must simplify and risk distertion by its very
brevity and apparent oederllness.” e says, ‘Let us be ready to take
concurrently or even in reverse what may suggest themselves 1o the orderly-

n,” thus echoing the point made
and Pidgeon {1970) on the overlupping of activites which will
occur in any truly effeciive developmental programme.

The wseluloess of such a sequence of actions, Skitbeck suggesty, lies in
three things:

First, we may use it to provide a resunie, a kind of prospectus of tasks 1o
be wccomplished. Second, it can be the basis of agreed acton and hence

help in reducing arbirary or auld

in decisions, a matter of some
uportance when hierarchies may feel challenged by unstructured
dews and evaluatons. Third, 1 will be useful i it encompasses, in
simplified ways, crucial and produc

Linds of action. . . . Fourth, what
is proposed is useful i it helps in the presentadon and comnunication
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to interested parties of what is planned and is happening i the
curriculum. (Skilbeck 1984a: 232)

Skilheck deals with each element in more detail, as follows (1984a: 234-06

1 Analyse the Situation

The question to be asked here is, “What are our curriculum problems and
needs and how can we meet them? In arder to answer this question, Skilbeck
proposes a set of key questions to ask and answer in a sitnational analysis,

These are set out below.

Within the School
1 What is the existing curriculum including the school rules, riruals and

value sets?
What is the students’ experience of (performance in, perception of} the

2
curriculum?

3 What is the curriculum context within the school (ie. social climate,
patterns of conduct, etc.)?

4 What are the strengths and capabilities of the stafl?

5 What are the available resources for the curriculum?

Wider Environmeant

What kind of neighbourhood, community, society are we serving?

2 What are the key educational polictes o which we should be responding
(Local Tducation Autherity, national)?

3 What kinds of resource/support can we draw upeon (LEAs, teachers’
centres, community, feacher education, research, etc.)?

4 What are some of the changes, proposals and developments in
curricwlum practice and ideas that could be useful for us here?

2 Detine Objactives

Objectives are not a once-for-all matter which occurs at an initial stage of a
planning model, and the question of objectives will already arise during the
sitational analysis. Skilbeck makes four points about objectives:

1 Objectives in a curriculum should be swied as desirable student
learnings and as actions to be undertaken by teachers and those
associated with them to affect, influence or bring about these learnings;
they need to be clear, concise and to be capable of being understood by
the learners themselves.

2 Objectives are directional and dynamic in that they must be reviewed,
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modified and if necessary reformulated progressively as the teaching—
learning process unfolds, ) .
Oh]c-cmes gain their legitimacy by being related systematically both to
general aims and 1o the practicalities of teaching and learning, and by the
manner of their construcnon and adeption in the school, || it is desirable
to try 1o show that the objectives have a rational and legitimate basis,

(U5}

4 There are several types of objectves: broad and general-specific; long
and short-termy; higher order cognitive —lower order informaticnal:
subject-specific — global; and so on. Working groups . . . .need 1o selec;
and plot types of objectives.

5 The construction of curriculum objectives has o be participatory
im‘r}_]‘a'iﬂg students as well as teachers, parents and community as well at:
professionals. )

3 Design the Teaching—Learning Programme

[he general procedural principles advocated by Skilbeck refer to:
1 fundamental orientation of the curriculum, as for example areas of
experience in a core curriculum, or academic speciatizasion or leisure
Interests in the electives part of the curriculum;

2 the groupings and combinadons of subject mater:

3 the groupings of students, for example mived abahry, ot special interest
ETOUDS;

4 the relatonship of learning in the different subject areas to the overall
objectives of the curriculum;

5 the scope, sequence and structure of teaching conteng

6 space, resources, materials, equipment;

7 the proposed mﬁif‘“da of teaching and learning;

8 staffing needs and allocatinns;
timetabling and scheduling.

O

Skilbeck lays stress on the school’s autonamy in making curriculum decisions
about defining objectives und interpreting and implementing programmes. It
,ES worth noting, given the items enumerated above, that Skilbeck’s proposals
m many ways match those praciices which are characteristic of the successful
business enterprise (G d Clurterbuck 4 ich are
st ‘U.{u_kum. {(Goldsmith and C,}prtubud\ 1984), among which are
clarity of and agreement on long term objectives and the basic philosophy of a
company or organizatinn.

4 Inferpret and Implement the Programme

Fhe interpretation and implementation stage is both crucial and problematic
v H . -y < aday P - T 3
as it depends on ‘achieving what was envisaged, coping with uncertainty,

C()I1EU 108, Tesisty &x
sion, resistance perhaps or indifference, bf:mcl flexible enough 1o adjust
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and modify according to circumstances’. (Skilheck 1)8{&23 73 E.urtherrnom{
d expectations, of differences of

‘Problems of commumdation, shared values an ; o, O e
interpretation, of inadequate implementation, Ircq;uc_ni«} -hd'”}b:.} , 1::}3
suggests that school-based curriculum de\'ﬁlupﬂthHL, }1‘1_10\\' _lzc f;tbcp;.z?w
interpreting and implementing it also inﬂuenccd.i.ts design, should be m
effective because ‘the curriculum is nor an acuq .
essence of the institution.” However, successlul er}L)Et.lalerltatitwn cannot be
taken for granted — and this takes us Skitbeck’s fifth step.

enral extra; but is of the

5 Assess aond Evaluate

Skilbeck distinguishes berween assessment and &wluaiima.ir} the ﬁoﬂowug:
cerms: ‘assessment in the curriculum is a process o_f dctg:mmmg and }"JﬂbeIlg..
s learning potental and performance; e\fa%ual_mn
and making judgements about the curriculum
d implementing it (p. 238).
£ assessment

judgements on students’
means assembling evidence on
including the processes of planning, designing an i
From a cursicalum viewpoint, continuous rather i'hcu? SUmmativ et
is indispensible, which means a change in evaluatmn. aims and p’fO(,Cdl.]lI f_.S (lielﬁ.
Parlert and Hamilion 1972), w.it.h:ev-alum_j_zg_{gr_g&uag_ part of planni 1.5
cyelical provess. In fact, evaluation has come 0 0CCUpy 4 C(")ﬂti”;jﬁ placng :‘1>1
much rece lam development generally and language

" much recent discussion on curricuiun t : esass
teaching specifically {c.z. Alderson 1985). As such, it is an issue to whch Wwe

shall return in chaprer 9.

The Situational Model and Language Curriculum Design
The simational framework can embrace hoth gbjectives and QLJL,L»‘H:C{TEM:,
hich aspects of the curriculum are being designed. Skilbedk,

depending on w fesiy ’ :
: , el being in conflict and,

in fact, doesa’t see the objectives and process niodels as on] ;
a5 is clear from the steps enumerated in his model, the definition and
£ aims s crucial. One appeal of this model is that ity olves an

redefinigon o an
res gathering

; H , Gte T
Jerstanding of the situation as it currently exists, » hich 1
saformmtion from which a definition of a problem may emerge, Another appea
of this model is that the development provedures which are advocated take

account of the problems involved in i }i}l"&i‘jitnﬂi}g.Clli'l‘ltllfiui'n %1.1;;\;»';11’1?;1 f(i
that, far from being divorced from the arena in which change wzﬁ occ.;%n, t 3(_
situational model rakes this as its starting point. Or, to put t ai.‘,aOi}.lEF sway, we
Sewin with the dwelling and the way it is used and perceived by i mhab&mms_a.

The rationality of Skilbeck’s framework encourages a moderately sys{ea‘:ﬁ;.ut.ac
approach to curricwium development, and it p;‘m"\.dcb a useful scheme X_V:;‘Lhiia
\.\;hich o plan language carricula and, indeed, in some ways 1 SE;’V;SS )to
praciice in language curriculum development. l"pith{-_rA
more, as language curriculum development has tende@ ‘m. be d}osel}f f(zfuslecﬂl
on questions of content and objectives, the breadth of Skilbeck’s model may

systematize existing
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serve to open up the field in a way that should be enormously helpful. Finally,
his emplasis on curriculum development as school-based matches the rise of
focal as opposed to national initiatives in language curricula, and thus it can
inform and guide an existing trend. In short, it secms to me to offer both a
practical as well as a rational basis for dealing with the complexities involved
in language curriculum renewal, and it integrates well with the approach 1w
the management of curriculum Innovation o be outlined in chapters 8 and 9.

Conclusion

As we have scen, there is a wide range of options when It comes to curriculum
planning and development. Any approach to curriculum is, as | have
suggested, influenced by the value system and attitudes of those invalved. No
curricelum choice or decision is value-neutral.

These values are expressed i the different ideologies and models of
curriculum which have been described in this chapier. Both reconsuructionism
and a means—-ends model have the amraction of rationality and clarity. Both
are essentially a plan of the building yet 1o be constructed, The association of
behavioural objectives with this model is not entfirelv fortuitous, given the
concern with pre-specifying outcomes. Accepting that a means—ends view is
difficult to avoid in language teaching, the appeal of this model of teaching is
obvious.

The process approach and progressivism, with their focus on exploration
and growth, also have an appeal, given the fact that language learning involves
growth and development. However, there is a conflict of interests (and values)
berween means-ends and process models. The process model tends w
substitute only a very vague idea of what kind of house we might be building,
and instead focuses on the procedures whereby the dwelling may be
consiructed.

The situational model, which atterupts 0 provide a plan of the house from
the occupants’ and users’ viewpoint, offers a third approach, The flexibility of
this model is one of ity atracdons. It also provides a comprehensible
introduction to the process of curriculion renewal, and it does not rule out the
use of rational planning and an objectives models if this is appropriate.
Asgpeets of the process model are not excluded, either, since concern with how
learning takes place well as with content and cutcomes i3 an important aspect
of curriculum renewal within the siruaronal model.

Suggested Reading
General

There is an extensive curriculum Hierature, including specialist journals. The
review in this chapter is no more than an intuducition, but it helps establish a
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broad context into which different aproaches to and proposiis angiag
curriculum design may be placed.

Valve Systems

Diiscussions of the value systems underlving the diffe.ie_nt CUFI‘}(?H}LH"{}
approaches dealt with in this chapter appear in Davijas (1?:()), ().fl‘!{:’)("."i‘l‘-{;'. zz
Crrricalum Design, and Skilbeck (1976), “Three educational ideologies’, which
is also used by Clark (1987). 7
For activities on value clarification, see Simon, H 7

(1978), Values Clarificarion;: a handbook of pmr!imf. strategics for .f‘:’rTr v
students. An enlightening account of some of the }.1}(‘111@.110(:3 on experientia
learning, one of the cornerstones of progressivism, may be found in
FExperiential Learning by Kolb {1984).

owe and Kirschenbaum
v gnd

Curriculum

Often cited, though now out of pring, is Taba {19§2), whose (?;‘H‘r::“z,‘;’i(m
Development: Theary and Practice established a foundation upon whwd} mu.cil_l
subsequent curriculum thinking and practice has been based. Tyier's Basic
P;‘i??f‘iﬁ:]a\' (1949 is gvailable in a 1973 reprint.. o

For general introductions to curricubum studies, see .B:er‘ow (198}),).;“.1.}35
Teacking Back to Teachers, Kelly {1977), The Curri Theory {.r‘r;frf }T{:’{T‘Mf’,
Nicholls and Nicholls (1978), Deelopimg a Cu mod Pmmm(frc,ur.iff,
Sockett (1976) Designing the Curriculm, and Taylor and Richards (1979), An

i wlim Studies, .

A review of curriculum development within the UK context, which mCIUfh-‘sa
an historical survey by Stenhouse, is to be found in Galton and Moon (1963.),
Changing Schools . Changing Capricuhon. Armong the papers assembled in
this collection are several on evaluation.

Behavioural Objectives

Barrow's title indicates the trend of his wide-ranging di_.t:us%ir}:ﬁl,y which
includes a consideration of behavieural abjectives, also dealt with by Kelly, as
well as by Rowntree (1982) Educary in Cas
a very clear and extensive account. :
objectives appears in Gagne (1975), 7 : ) e
Meanwhile, Raths (1971) proposes teaching withaut specific (iblectrves, F HI(CH(‘i}"
and Nathan (1930} consider them essential for EL'L, and T ump‘os.;ky A(US#)
casts serious doubt on them. There is & discussion on graded objecitves by
Rowell in British Council (1984). _

In an encyclopaedic collection of papers on curricuium, Cdl’[‘(id by r(}olby,
Greenwald and West (1975) for the Open University, there 15 Mc})om}d
Ross’s much cited critique of objectives, together with discussions on

hmont 1n
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objectives by Fisner and Davies, as well as Cronback on course improvement
through evaluation.

The Pracess Curricuium

The late Lawrence Stenhouse is one of the most stimulating and influential
figures i curriculum studies, and there is a substandal philosophical basis to
his theories, while the significance he attaches to curriculum development and
teacher professionalism has important implications for all teachers. See An
Introd s Research and Developmons (1975). Rudduck and
Hopkins have edited a posthumous collection of Stenhouse’s writings,
Research as a Basis for Teaching (1985,

i

The Situationa! Curriculum

Skilbeck’s situationa! model and his proposals for school-hased curriculum
development are lucidly oudined in Skilbeck (1984a), Schoel-based Curriculum
Developmenz, which also containg a clear and helpful survey of the main
appreaches o curriculum development.

Curriculum and ELT

Stern is one of the few writers in the field of language pedagogy to see a
relationship between language teaching and curriculum studies, which he
discusses in his Frundamental Concepts of Language Teachimg (1983} Part 6,
‘Concepts of language teaching’. Strevens also adopts a curriculum-based
perspective in his New Orientations in the Teachivg of English (39773 and in
paper on feacher training and the curriculum in Bridsh Council (1982,
Another important contributor to the evolurion of such thought in ELT is
Brumfit. See his paper, ‘Key issues in cwrriculum and syllabus design for
ELT” in Brigsh Council (1984a). For further veading, see also Dubin and
Oilshtain (1986), Ullman (1982), Wilson (1976) and White {1983).

Psychology and Education

Entwhistle {1987}, in Understa

o Classroom Le

¢ mrng, opens with a helpful
perspoctive on psychological theories which have influenced cducational
thought and practice, ranging from behavioural objectives to process curricula,
while the rest of the book provides insights for anyone concermed with
fearning In classroom settings.



4 Language Syllabus
Design: Two Types

Introduction

In chapter 3, three models of curriculum were df:scril?ed ':md a (.IOI?HGCU?:
suggested beiween these models and id‘eolog}':‘ 4 1'a{1§)11;11-:pianrmng\ F-HOL,L;
tends to be associated with reconstructionism while a process model s %mktc
to progressivism. A similar set of ciistind@ns gnd a.aauua;murg U'CW-Z ;H.lx the
types of syllzbus reviewed in this and the following bW ulmp{c-m, 11_1 ,“,..)"&_f],zas
with the clussification of curricalum models, two basic types .\x';l_i be propused,
cach reflecring quite different orientations o language, learning and ieaching.

Language Syllabuses: Types A and B

lum and the underlying value systems
ey to language syllubuses,
¢ ¥ consider 1o be the

The two main approaches to curricu
discussed in chapter 3 are reflected o tw appa‘gach [
which 1 calt Type A and Type B. [ have summmue.d wha e
creristics of these two types, drawing upen the curricwium

salient char [ these o 1y
classifications suggested by Davies (1976).

TypeA Whatis to be tearnt? Type B Howisitto be learni?

Interveniionist . _

External to the jearner Internal 1o the learner

Other directed {aner directed or sell fulfilling
A=

[ i [iry levutiated between learners and

Determined by authority MNegotiated between les

teachers

T earner and teacher as joint

decision makers

Teacher as decision-maker

Content = what the subject 8 o Content = what the subject is to
the expert the leamner .
Conrent = a gift 1o the learner Content = what the learner brings
from the teacher or knower and wants

Objectives defined in advance Objectives described afterwards
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Type 4 What is to be learn?? Type B How is it to be learnt?
Subject emphasis Process emphasis

Assessment by achievement or by Assessment in relaticnship to
mastery learners” criteria of success

Doing things m the learner Doing things for or with the

learner

Cerlain points emerge from this summary. An approach which emphasizes
process, while giving attention to socially desivable behaviour and the
formation of approved atitudes, may lose sight of culturally valuable content,
while an approach which stresses the acquisition of approved content may be
ners wwards conformity rather than divergence and independ-
ence. In one case, the approach tends towards intervention in the learning
process through the pre-selection, spedification and presentation of content,
while in the other, the approach eschews such intervention by an authorizy,
such as the eacher. In either case, the sipnificance of different value systems
will be obvious,

In relalion to language teaching syllubuses, these two types can be

oricnating leo

summarized in terms of the distinction between an interventionist approach
which gives priority 1o the pre-specification of linguistic or other content or
skill objectives on the one hand, and a non-interventionist, experiential,
‘natural growth’ approach on the other, “which aims to immerse the learners
in real-life comuunication withoul any ardficial preselection or arrangement
of items’” (Allen 1984:63).

Discussing this distinction, Prabhu (1987:89) notes that the syilabus as an
Glluminative construct’ ‘is concerned with the product of learning: it is a
specificazion of whart s to be learnt, in terms of 2 conceptual model which
aims to provide an understanding (hence the term “illuminative™) of the
nafure of the subject area concerned.

1

He conrrasis such content syllabuses with the syllabus as an ‘operational
construct’, in which

The syllabus is 2 form of suppert for the eaching activity that is planned
in the clussroom and a form of guidance in the construction of
sppropriste teaching materials. It is concerned, from this point of view,
with what is 10 be done in the classroom, not necessarily with what ig
perceived to be taughr or learnt thereby; its role is essensially to make it
possible for one teacher to draw on the experience of another (B, 86).

The list of tasks which a reacher had found “feasible and sarifying’ would
constitute what he terms a ‘procedural syllabus’ “with the inrention of
indicating that it was only a specification of what wmighs be done in the
classroom — that s to say, only an operational construet.

Whereas, in Prabhuw’s terms, a ‘content” syllabus ‘may be said to be an
dluminusive construct which is also used as an upera

ional construct . .. a
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| canstruct which is deliberately different
casts the conirol of learning through
ith the development

procedural syllabus is an operationa
from iluminative consiructs’ and he cont
understanding, which is the basis of a content syilaburs, W he oprmen!
of “organic growth’ through the provision of favourable conditions, which is
the starting peint for a procedural syllabus.

In the content syllabus, knowledge of the su ; R
role, and Fllis (1984) suggesss that what 1 have te.rmed & Type A sy 1.“,&?5
contributes directly to analytic L2 knowledge, which is the kind of. kn'mv!eldgf
mvolved In knowing about the language —its pz%rts, rules and o1 g‘m.n(sztao‘n.v t)l;
this kind of knowledge which; he suggests, 15 0ol availahie vioz unplanne ‘
discourse’, that is, the kind of language usc which occurs in sponfaneous
communication where there is 1o tme or opportunily 1o prepa}:e.what will be:
said. In comparisen, a Type B syllahus conwibutes to wi'mt Ellis )has calﬂl}ea
‘primary processes’, which automatize exising z?onwaml,ync knowledge. This
type of knowledge is available for ‘unplanned discourse’,

The approach found in Type A can, i’ fact- give vise o syl buses whi
may appear 1o have littde in common simply because of. differences in .f(m{w{f,'
A structural syllabus, for instance, will specify rather differﬂm_ content o Eh‘“.
o functionsl syllabus, which is defined in ferms of categories .of
communicative lapguage use, while a skills syllabus }viil list those SkiH.‘S \chh
are characteristic of the proficient language user. Whether Ehe‘fecus is form,
function or skills, the basis for such syllabuses remains essentially the same,
however: it is on objectives to be achieved, content to be learned. indee_d, any
such syllabus will be based on lsis of items to b.e ie{:l{mtﬁwhethef‘ ?hese arc
gramumatical structures, categories of communicalion funcion, mp@s, themes
or communicative and cognitive skills. Such lists may run to IT?‘AI})-‘ ﬁfms,. as &
glance at the Council of Europe’s Threshold Level or Munby’s (1979) list of
‘Tanguage Skills will reveal. . ' )

By conirast, in & Type B syliabus, content is subm_‘c?m;atc to l_tfaf}?lll.gj
pméess and pedagogical procedure. The concern of the sylbus de ?er i5
with ‘How' racher than ‘What and the basis for such a syllabus will be

[ Gasestor |
| language syHabl

biect assumes an Hnportant

labuses which

CONTENT SKiLL METHOD
FOLM TOLI(: LANGUAGE LEAPRHN! PROCESS PRrCLC "DUEAL
Siructural  finformational fzemptive/ Skl ‘i;”;q \,\.‘OCUS e
i . £ setivm H k: 1
focus e produetive Learnar Task-basad

SITUATION FUN(ZT‘L
Contextual  Notionall ¢
focus focus

led

Figure 4.1 Bases for language syltfabus design

Longuage Syllohus Design: Two Types 47

psychological and pedagogical rather than linguistic, the view being either a
learner-centred or g learning-centred one. Accardingly, is such a syllabus, the
selection and grading of language content will be ‘roughly tuned’ in rerms of
selection and difficulty, and there is little or no atternpt o inlervene in the
language learning process through the selection, ordering and presentation of
content by the syllabus designer or teacher. Such syllabuses call for the same
kind of radical break with wadition as Stenhouse’s process curriculum, as we
shall see.

We shall begin a review of different svllabus ypes (see fipure 4.1) by
tooking at content syllabuscs. There are 2 number of reasons why it is
important to be familiar with such syllabuses, Firsdy, they represent the
conventions upon which the most widely used language course books have
been based and, indeed, the mest popular newly published materials continue
o draw upon this traditon. The reluctance o break away from established
tradition reflects, no doubt, widespread teacher and student preferences and
expectations on the one hand and the caution and realism of publishers on the
ather. Secondly, it is unwise to dispense with an existing tradition without first
beeoming familiar with it Thirdly, it is as vyer roo early to accept
unhestitatingly the proposals of process syllabus designers in the absence of
any substansial evaluation of the approach they advocate,

The Type A Tradition

The inwoduction of a functional-notional language svilabus in the 1970s
provided a powerful and useful new set of categories for the syllabus designer.
It was motivated by a reconstructionist concern with bringing about social
changes through developing international understanding via functionally based
language leaming goals; however, this innovation was not, in one sense, as
radical as # seemed at the tme. Both structural and functional svllabuses
were, in thelr time, motivared by similar considerations and both took coneny
as their basis, even though the definitions and details are different in each
case. Furthermore, the selection of content depends on the priorities of the
syllabus designer so that a structurally based syllabus will tend to give more
importance to the artful sclection and orpanization of structures, A
functionally based syllabus however, will take communicative functions as the
leading element, with stwuctural organization being largely determined by the
order already established by the funcdonal sequence. In practice, syliabus
designers will try to balance structural control and functonal requirements,
and today a typical Type A syllabus will consist of a combination of both, as
we shall see in the discussion of proportonal and hybrid syllabuses in
chapter 6.

Discussing the question of organiziag language content, Alien (1984:66)
says ‘It seems that some form of grading, either implcit or explicit, s a
aniversal requirement in language teaching.” Grading — or ‘gradation’ as
Mackey prefers to call it — answers the questions: What goes with what? and,
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f 7 3 £ e 1% A SYSTE ATOUES
What comes before what? (Mackey 1965:204), If language 15 @ SySiei, argues
i - deal: © ans b o cannot start
Mackey, then gradation matters a great deal: It means Ehi_t X’&-t c. : £ st !
anywhere or with anything; for in & system one thing fits into another, on
thing goes with another, and one thing depeads on anuther. )
¥ 3 3 i ot et Byastviesn s _:_'. %
Halliday, McIntosh and Swevens (1964) distmguish between T 1.11 re;
idely used term. The division of a
This is related to the number and
: they mean

aspects of grading, w revert 1o the more W

course into time segments they call siug
frequency of lessons and the intensity of teaching. By sequc ,
deciding the order in which the items should be iaugh?. Smgmg.' is 1;1)p9i‘t-‘1111{
in deciding how much of any given item o reach dur%ng the dme available,
while sequencing is concerned with decisions about which elements inay hm:-c?
o be taught before others are inroduced. [n spite of the wealth ‘of cm-mplcs
of g]'éldiﬂé in syllabuses, ‘there exist very few .gta‘%tmcms Qf prhmplcsﬁf@r the
guidance of cthers whe wish to do likewise” (Halliday, ;\'ithlwbI.l agd .bli'c\«cns
1964:210) and, ‘In facy, for an intelligent approach to sequenc.mgrzt is almost
essential fo have practical tesching experience with the puplila‘ for whom a
given course is intended, because here above all the teaching programme
must be sensitive to the precise needs of the puplls, both in gencral terms and
Although there is, as Falliday, Maolotosh and Strevens have

in close detail’ :
ading, a number

noted, a surprising lack of published guidance on syllabus gr
of criteria have been proposed and have become accepted t].n'ough‘use, and
these are Hsted below according to focus: structural, topic or functional.

Criteria for Selection and Grading

STRUCTURAL TOPIC FUNCTIONAL

frequency interest and need: immediate and
affectvicy long term

coverage need uility

availability pedagogic merit poverage/

v gencralizability
simplicity/complexity relevance interest
learnability/teachability  depth of weatment  complexity of form
contbinability practicality
conrast uriliey
productiveness/

generalizability
natural order of
acquisition

Selection and Grading

The selection and grading of vocabulary provides a good starting point for
leoking at the criteria to be used, since these have been subject to much study
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and discussion over the vears. I have already noted, for instance, Michael
West's concern with vocabulary selection, and many of the principles he
advocated remain in use.

The first of these 18 freguvaey, the toral number of vecurrences of an item in
a given corpus of language. Frequency counts are made by tking samples of
the sort of material which the learners are likely to read or heay, and counting
the items that occur most often, and arranging them in descending order
according to their overal]l frequency. Obviously, the larger the sample, the
more refiable the frequency figures are likely w be and the best known
published Mrequency counts are based on a very large corpus (e.g. The General
Servive List).

There are, however, difficulties with taking frequency as a basis for
selecton and grading. The most frequent words are few in number. Indeed,
the 1,000 maost frequentdy used words make up about 95 per cent of the rotal
aumber of words in any rasdomly chosen corpus of language. Another
problem arises when we consider what we mean by 2 ‘word’, since one and
the same written form may have many different grammatical functons.

Furthermore, high frequency words wypically have a muliliude of mesnings, so
snme decision has to be made about which particular meaning of a given item
1s the most {requent.

Related to the multiple meanings of 2 word is the criterion of woerige,
which refers to the number of things which can be expressed by sny given
itern, If there are two more possible words of similar frequency, the one which
covers the greatest number of uses is preferable. For instance, a verb like go
will have a far wider coverage of meaning than other verbs of movement, such
[, move or malk. Coverage is an important criterion because it enables
the selection of s restricied quantity of vocabulary with a wide rangé of meanings.

as

Tt is this principle which is behind Ogden and Richards’s Busic Euglish, although
k { 4 & &1,

raken io exiremes, the ‘system will break down because the language that it

produces will conflict with whar people actually say” (Howatr 1965:10).

Eange, a third criterion, 5 also complementary 1o that of [requency, Words
found i a large number of texrs within a given corpus have a high range. By
contrast, some words may ocour in only a limited number of texts within the
rotal corpus, so that their range would be restricted. Obviously, both
frequency and range need to be raken into account in vocabulary selection to
ensure that items selecred are representative ol a wide sample and so that high
frequency is not merely the formitous result of high occurrence in a restricted
area of the total corpus.

Another criterion for selection is This term refers

ity or dizy ;
to the readiness with which a word is remembered and used by native

speakers 1n cerain situations. For ce, salt and pepper are equally
available to an English speaker, even though they rank very differently in
terms of frequency. Taking availability Luto cor 1ion s Important because
it draws upon the native speaker’s knowledge in @ wav which may not be
revealed by other selection criteria.

Pde
JHLSS



The final criterion Mackey {1965) lists applies o both selection and
grading: fearnability. He gives five factors ~which are taken into account when
considering the learnability of a word, although simmilar considerasions apply to
structiures as well. The first factor is that of similarity of the L2 word o its L1
equivalent, e.g. French dfasse and English dass or German schule and Inglish
schonl. Secondly, there is the demonstrability of a word, an fmportant factor in
its teachability. In general, concrete terins are easier to demonstrate (and
easier to understand) than abstract ones. For instance, a concrete noun like
cor is easier to learn than an abstract noun like »or, Thirdly, we have
brevity, on the assumption that long words are more difficult w learn than
short ones. According to this measure, car should be an casier word to learn
than awmakite. A fourth factor is that of regularity of form, e.g. a new verb
with a regular past tense will be easier 10 learn than & new verb with an
irregular form. Finaily, there is the learning fnad represented by a new word,
Some items will be easy to learn because one OF MOE COMPONEDTS Are ko
already. Mackey gives as an example the word handkag, 1§ both elements are
already known separaiely, the effort required to learn the new word will be
low. Similarly, if some constituents of a new structure are already knewn, the
learnability of the new structure should be increased.

Mackey also points out what will have become obvious, that ‘some items
may be justified by one principle but not by another’, and that some conflicts
may have 1o be resolved so as 1o permit the selection of items for reaching.

There are two further criteria which Mackey does not mention, but which
can taken into account. The first of these might be termed opportinism, by
which is meant that some things are availabie within the immediate situation
or are felt by the teacher to be useful to the students. Opportunist items
include such pieces of classroom vocabulary as b wekboard (or whitchoard), pen,
book and paper, while cassette recarder, video and computer are likely to be part
of the beginner’s vocabulary requirements in the up-to-date language school.
Few, if any, of these words are likely to be high in 2 frequency list, yet the
aced for them is obvious and their selection on opportunist grounds can be
justified.

The second influence on selection and grading is that of anfres of interest.
These can range over 2 wide variety of areas, mcluding such categories as
transport, food, clothing, work, leisure, travelling and entertainment. Clearly,
selection of vocabulary made on this basis should be informed by a survey of
the siudents’ imerests —a notoriously difficult area ol study and always a

slippery basis for organizing a syllabus.

fructure Selection

The term ‘structure’ is generally used to include not just sentence sructures
or patlerns, but other formal features of language at lower levels, notably the
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e TEa Iy por oo o 1 vy

noun .md xuj{) phrage and inflections of both nouns and verbs. T will use the
term it all of these senses.

The selecti . . L .
i selection of .smactuim could, in principle, be subject 10 the same
;?term as -those which have been outlined for the selection of vocabulary
Towever. fremuoncy has n - ied ot oot Areros
m ever, {requency h:.\h not been applied to the selection of sentence parterns
\C\;HJ;_ the same enthusiasm as it has @ the selection of vocabulary (but see
sreens 1973 and Turano-Perki 7 ugh, as we si -
Greens 1975 an Turano 161!\11‘15 1979} though, as we shall see shordy,
frequency counts have been applied to the selection of elements at a lower
rank than the sentence or clause, Likewise, range and availability do not
appear o have been used as a basis for structure selection. Coverage is
relevany, however, since some structures allow for a wider r'mc;é of
- - . . . e
substitntion within a given pattern than others.

he final criterion, that of learnability and teachability, is relevang, since the

s‘e!ec'uou of sentence patterns appears to be motivated by two principles. The
frst ISPE}ME -the smzpier‘ patterns are more easily learnt than the more complex
ones. The idea thar difficulty should influence selection and grading can be
traced back ro Palme as Mc i 50 nts )

ack to Palmer, but as McDonough (1980:311) points out,

}?S}‘CE‘;OEOgiSTS have objecied that there is no reason to assume that
hnguis{ic.cmnphxisy 15 itself a cause of learning difficulty because many
constructions that appear complex in terms of counts of elements or
underlying rules are used by native speakers with no hesitation or
greater difficulty in exccution than apparently simpler ones, in
jﬂppmpﬁm‘fc context. ... This 1s not to deny that constructions do d)ii'}‘er
mf C{};]xp]e?.i!i_v and learnability, rather it is to claim that the only measure
of learnability is actual learning and | edictions derived fi

linguistic description alone. ; ot predietions derived from

The second principle mwolved in learnabiliy and teachability is that the
structures which are most different from those of the native languase will be
those that are most difficult to learn. However, several Dfactt:)rs nhavc:
contributed to the decline in the significance arached w contrasiive z;naivsiﬂ
as a i)a.sis for organizing a language syllabus. As a lnguistic pmced;lrel
contrastive analysis was married to behaviourist psychoh{)m’ as a lfzal'ﬁiilt;
theo‘ry with its cmphasis on the systematic shaping of i‘BSpO:;SGS throush f’hf
careful ordering of elemenis w be learnt. The rising awareness of unicver;::i
dt*‘f'{:‘%opl‘l’lf‘ﬂm} sequences in learning a second langu;ge has been linked tt’)"l
cognitive view of learning in which the learners themselves may determine 1h;
optimally efficient order of acquisition. The effect of this has bcen’ timL: lirtle
syste@atic atiention has been given 10 constrastive features i structural
selection and grading, even though reference to such features has not &:e{n
abandoned, as we shall see.

When w . lements ar ;
nen we come to elements at a lower rank than the clause, we find that

there are a number of frequency studies, includine s
a number of frequency studies, including several on the verb phrase.

One of the most substanti SUnts is "G 194 i
nost substantial accounts is that of Gearge (1963), whose findings
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are largely confirmed in the work of Duskova and Urbanova (1976) ’m_d
Kramsky (1972), What George and his colieagues found was that ahe.n;()?t
: chosen English corpus were the Simple

frequently oceurring tenses in thew P
. - - actual, the Simple Past actual and the

. . s
Past narrative, the Simple Present Past actual :
‘ i M vmd llerimaitohey Dehveet
Simple Present neutral. George, it should be noted, distiniguisnes bet ;.;
- 1in Tens adine. ‘Acrual’ refers to Tat s
different tense uses under each main tense heading. ‘Actual L,efczs o :
or that time’, ‘neumal’ has no specific time reference, while narralive: relers
b
0 a sequence of evenis.
George’s survey alse ook int . e
forms: stem {or bare infnitive), stem + s {the inflecied 1.1_11rd person siwple
present form) and sem + ed (the preterite or past tense form). Out of every
‘ 3 Gl i FeIE ACE 2d far 575,
1,000 verb-form occurrences, the fellgwing items accounted for 573

o account the ocourrence of different ver

(=3

Form Lise
Stent imperative

afier imperatve ‘don’t
£ ¥ : " < ¥
stermn/siem + 5 simple present actual (referring o ‘Dow)

simple present neutral (without time refereoce)

sterm -+ ed simple past narragve
1 1
simple past actual (‘at that time’}
past participle of oceurrence

pasi participle of state

The verb survey also revealed that the Simple Presenl tense referi‘mg es] ‘1‘1f)w’
was much more frequent than the Present Progressive by a ratio ol t\&f"cAmjv—mkm‘
occurrences to one, a inding which confounds expectation 9rd uuniiu}s '*.%.iﬂ‘a
¢he occurrence of each tense in many structural s;»‘;l.ﬂ\\_x.;cs."Tm‘_m'mm}"ef'kms
(1979), in a smaller investigation hagsed on a corpus of TV interviews,
confirmed the frequency of the Simple Present [ense.
George and Kramsky 2lso investigated the noun phiase, an overed that
the predominant fype was simple, with Hitle modification. Thess fuadings are
confirmed by Quirk etal. (1972} whe found thar ‘less l’h.‘dl’l.{)ﬂﬁni‘hlrd of the;-
17,000 noun phrases in a sample are “complex™ within the range 63
complexity that they defined. i ’ o
Regarding the implications of such findings, (Jegrgs' claims that ‘a great
formal simplication 18 possible by selecting far inclusion into {he garly paris o.!_
a teaching program those verb forms which have a high f.requen-c_\,f‘ of
aecurrence in the ordinary use of the language’ (George 1972:24), A ilar
principle can be applied to the noun phrase as well. o
© George was concerned with simplification of input to promote efficient and

e, and discovered that

O O
dic evidence that he draws upon — nutably in the
pusals for careful

effective learning. The linguis
frequency studies - has largely been ignored, while his pro
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grading of input are out of step with rmore recent thinking. However, with the
return to strucinral syllabuses as the basis for some popular coursebooks, the
pricuiples advucated by George may yet provide a useful basis for grading,
il onie course based on these principles has been less successful than
sume of 18 rivals, no doubt because the application of a ser of principles in
pure {orm vields materials which condlict with such factors as teacher
tipns, interests and needs.

and

student expeci

rading: Structures
Kelly (1969) credits Palmer with laying the foundations for modern ideas on
grading. Palmer (1917/1668:240) stares thar

there will be found to be five bases of gradation —that is to say, fve
different considerations governing the choice of matter and the order of
presenting it These . are:

{a) Fregueocy

{5 Ergonic combination
{£) Concreteness

()} Proportdon

(e} General expediency

Palmer's ‘ergonic combination’ 18 what we would now call srructural
combination, while proportdon refers to the balance of recepiive and active.

Palmer (1917/1968) also stressed the imporance of grading ‘in accordance
with the capacides of the average student, 1o work from the easier toward the
more difficuls forms of exercise, 1o select the more used in preference to the
less used ergons {structures], and to avoid abrupl transitions.” Thus, for
Palmer, the prime consideration in grading was not linguistic, but rather the
abitity of the student ro cope with the various aspects of the foreign language.

However, as we have already noted, judging ease and difficulty is no simple
maltter since this is a queston of learning rather than linguistics. There are,
indeed, quite different considerations in grading when the criteria are

peychological rather than linguistic. This can be seen in applying the criteria
of combinability, grouping and conrast, whick are based on linguistic
considerations.

‘Combinability means that simple stuctures can be combined to form
longer and more complex structures. Given the hierarchical nature of
linguistic structures, this is an obvious criterion for grading. A swucoure such
as the simple noun phrase, e.g. determiner + noun, can be combined with a
preposition 1o form a preposition group, and the preposition group can be
combined with another noun phrase 1o form a post-modified aoun phrase,
thus:
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the book
on the table
the book on the table
) ini i use s ¢ deld more varied and
Combining 2nd rearranging clause clements can vield
complex patterns, too.

Maria is reading
Is Maria reading?
Why is Maria reading?

X is V+ing
Is X V+ing?
Q word is X V+ing?

Clearly, combinability is an importaAnt‘facror in grgding su‘ucm.;ez 51{10;;
building up more complex SIAUCTUrES IN T 56ges of a syllabus will depend
on the combinability of struciures intraduced earlier. . ‘
Grouping, the second criterion, may bring Eogethf.:r st'ru-ctu.xics which aie

similar on one level but different on another. On lmgu.lstac groundfs, §u<,h
grouping may seem justified since substitutibility of c;en)cnt‘rs within ‘a
structure s an impormant structural feature. T:hus_, within ahe. patrm‘n
Subject + Verb + Complement, a number of substitutions are possible, e.g.

This is a car

This is an American car

This is American

This is big

- 5 : bt such erouping can lead o what he calls
George {1972:105) points out that such grouping can lead to w a; he ¢
‘eross association’, which may be clearer from the example he provides:

IN OuT

This is a books= =T his s a book
e T his is Sita

‘black box’ o
-={"his is book

This is Sita» s This is a Sita

Where the student is already predisposed by the nature of the L1 o omit
vartous strucrural features of English which, as George obser\«'cs., are us;m!.iy
redundant in terms of communicating 2 message (thus the orission of the
indefimite article before a singular count noun, such as ‘box’l, does little o
damnage the message), grouping together such items as thovsiﬂ given G%‘O‘vs’f_’ ma}y
lead to the wpe of erroneous cutput which appears in his example. If sm,l
grouping together of structures does product;: ermrs,J then ?1@‘&{1}', gt‘"a‘dmg
requires careful thought as well as the kind of knowledge which comes from
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observation of student output. The implication is that some elements may be
better separated rather than grouped together in potentially confusing
as/ocianon,

Another criterion for grading is that of contrast. As noted in pur historical
review, contrast is an important feature of the structural inguist’s method of
identifying elements in & language. Furthermore, there are MANY COTIrasts
within any language system, such as the contrasts found in plurality and
singularity, past and present fenses, perfective and continuative aspects, and
$0 on. Such contrasts ate, like the grouping together of similar Structures,
essentially a Hnguistic phenomenon and although in terms of the linguistic
system contrast may be necessary for full understanding of the elements so
contrasted, from the psychological point of view the learner may be confused
rather than aided by having items presented in contrast,

So, then, the picture which emerges on grading of structures is by no
means clear-cut because there is obviously a conflice berween linguistic and
psychological considerations. Linguistic criteria must be augmented by
psychological criteria based on evidence from students’ output. It was the
failure 1o take account of such evidence which, in part, led to disenchaniment
with structaral syllabuses. However, it could be argued thar such disenchan:-
ment was premature and that with more careful use of evidence from learners’
outpuf, strucrural grading based on psychological principles would have
vielded better structural svllabuscs. What is striking is thar, in spite of the fact
that unti! recently there was no empirical evidence to zuide structural grading,

syllabus designers seem to have a relatively homogeneous idea of the
order of difficulty of various grammatical devices of simple English.
Some kind of empirical validation of this, or empirical challenge, is
required, because despite gradual replacement of structural eriteria by
communicational eriteria of seguencing in recent texthooks, the
presentation of grammatical constructions is stll ordered according to
intuitive ideas of relative difficulty. (McDonough 1980:318)

In fact, empirical evidence which could challenge intuitive ideas of relative
dithouly is mow available in the findings of SLA research. An early attempt to
work out the implicani

as of such findings for organizing language syllabuses
was made by Valdman (1974), who discussed whether the process of
pidginizaton could be used as a basis for grading teaching material. The
result would be a ‘liwle langnage’ which could be cxploited from the carliest
stages for acrual communicadion. The problern would be, of course, that this
litde language would contain stigmatized forms, which could become
fossilized. To avoid this, Valdman proposed the ‘Focus Approach’, which
Pienemann (1985:51) swmmarizes as follows:

1 The learners are allowed to use reduced and deviant forms in

communicative activitiss.
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2 However, these forms will not be brought inte focus in the syllabus.

3 The learners are exposed to a ‘fully formed input filtered only by the
application of pedagogical norms’. (Valdman, 1977:68)

4 The syllabus will be graded according to what is casy to acquire.

Piencnuans himself points out thar, in fact, ‘natural order’ and textbook

grading of structures (albeit of a very restricied range) are not widely

divergen, and, following Harch {1978), he compares the two:

Narural Order Textbook G i‘LL'\[iilg

________ N
ING f . ARTICLE
PLURAL PLURAL
COPULA COPULA
AUXILIARY i AUXTLIARY
ARTICLE C = ING

IRREG. PAST
e POSSESSIVE
REG. PAST
GULAR

IRREG. PAS

REG. PAST
SINGULAR 54
POSSESSIVE-

Other structures, notably inversion as part of interrogation, tend to occur later
than in many textbooks — or than for the demands of real life communication.
Asking yuestions is an early need for most learners, whether o natural or
rutored contexts, but such quesdons tend 1o demand grammatical develup-
ment, such as subject/verb inversion and the use of “dummy’ do, which i
beyond the learners’ exsting stage of grammatical compelence.

With this in mind, Pienemann (p. 35) outlines some general guide-lines

based on natural prading:

1 Do not demand a learning process which is impossibie at a given stage
{i.e. order of teaching objectives be in line with stages of soguisit

2 But do not introduce deviang forms.

3 The general input may contain struerures which were not introduced for

production.

ria, but that one way

He points out that conflicts will arise between these ¢
round such conflict is 1o vary the focus of the language and o bring sbuul a
match between input and intended outpur. Thus, at that slage in the
progression al which inversion is required, it would be applicd in the general
input, although ‘inversion is neither instructed at this poinl nor would 1
suggest reacting, e.g. by “correction” o the corresponding  “deviant”

imerfanguage forms which are bound to cccur at this stage’ (p. 03).

General input

The general input containg the learning

obiectives plus the ‘structural

consequences’
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Figure 4.2 Communicative syliobus and interlanguage development

{from Pienemann 1985)
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In order to allow learners to perform the function of ‘asking tror.f} the
sta introducing non-inversion question forms

earliest stage, Plenemann sugg . jon form:
{e.g. intopation guestions which preserve statement w:s;;d o‘rder). Typically,
thc:se are not introduced for some time (if at all) in tmdz‘(_wmal sm?ﬂure‘-b;?sed
syllabuses. e proposes incorperating such a gﬂ':xmm@cal gaiacimg within a
cbmmu_nica%ive syllabus, and figure 4.2 is his illustration of the proposed

implementation (p. 66).

The syllabus is split into two parts: the general Input (r,vo the left in {the
figure]) and the learning objectives (the right}. Acco;dmg tg rh-e renets
of communicative syllabus consiruction, the learning ob;'ectzvcs arc,
systematized in notional/functonal 1erms (fasking’, ‘tﬁemp(:)ra! refere_{}ce
ete.). The structural devices to fulfll these notons/functions are taken
from the developing interlanguage system.

“This is in line with the principles summarized above. Moving fmm top to
botom of the 1able in figure 4.2 ‘represents the chrenelogical a,.\JiS {ff both the
interlanguage development and the progress in for_mal instruction. -

What Pienemann has proposed is a marriage of & natural order grammar
syllabus with a notional — functional syllabus; the requirements of the Jane!r a}rc
met by focusing on grammatical forms which are not beyond the current Lev?l
of language development of the learner. He summarizes the advantages of his

approach as:

1.2 items are focused on in the order they are learnable. o

1.2 forms arc introduced which have proved to be communicatively
effective in natural 1.2 development. .

3 The focus on meaning can be maintained in the instruction, while the
required L2 items ave selected and graded according to the above

oD ek

principles.

Obviously, Pienemann’s proposal leaves unanswered a number of questio.ns,
one of them being the precise sequence of natural acquisition of grammatical
itermns beyvond the very restricted dozen or so ftems so far investigated. Another
point which Pienemann does not consider is the role of such unanalysed chun‘ks
in language acguisition, as discussed by Peier§ (1983;1-:-1?@ 1983%}),.\,&110
suggests that learners make communicative use of such hoizsue, gr;mm}at;caliy
unanalysed phrases or sentences which are ‘bevond their compelence’. Thus
it may be that what is called for in a sylabus is @ combination of grammatically
tuned and grammatically unanalysed input and output whereby learners are
zhle to communicate (if in a restricted way) in the target Janguage, their
competence and performance gradually expanding as their own g‘r.ammatical
systemn evolves as a result of increasingly rich and complex input and
challenging communicative demands. .

It is clear that abandoning teaching and following ‘natural order” is not the

I
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answer, even if natural order as revealed by SLA studies may ultimately
provide a guide to the sequencing of inpur and what can reasonably be
expected of output from learners a: any given stage of second language
tearning. Tt is also clear that learners’ output will {and does) lag behind input
in terms of grammatical development. In other words, learners will continue
to make errors. A well-planned grammatical syllabus will be arganized in such
a way as o ‘caich’ the learners when they are ready to proceed to the next
developmental srage. Attempting to force them to learn a grammatical item
before they have reached this stage of readiness mav, in fact, fead o a
distortion of their evolving competence. Unfortunately, the state of research
on the one hand and of the art of teaching on the other does not as yet enable
us to fine rune language grading to match the developing competence of the
learner.

Conclusion

I have suggested that syllabuses fall into two main categories: Type A and
Type B. The former focuses on content, the traditional domain of syllabus,
and both the wadidonal structural as well as the wore recent notionalk-
funcrional syllabuses belong to this class. Tradition, largely following the lines
laid down by Palmer, rather than empirical evidence, has determined the basis
for selection and grading of vocabulary and structures in syllabus design.

Although the principles of selection and grading have been widely exploited
in the design of fanguage svllabuses, evidence from learners’ cutpus, which
has formed one of the main sources of data for SLA research, was largely
fgnored because the prevailing view duting the heyday of structural syllabuses
was that errors were instances of deficient learning or of intesference from the
L1 George, while not rejecting L1 interference as a factor, noted that the
presentation of structures in combination or contrast could promote error, and
pointed out the need w0 avoid such ‘cross associations’.

More recent research into S1LA has indicated a natural acquisition order,
thus giving rise to the possibility of developing structural selection and grading
principles in tune with this natural order. Pienemann has suggested modifying
grading to bring the two in line, though without requiring learners to produce
correct forms before they are ready to do so. While non-devians input will be
provided, focus on correct forms in learner oumput will be planned to coincide
with the learners’ stage of readiness to produce such forms. As yet, however,
the kind of detiled evidence on which to base such a progression is lacking,
although the accumulation of research in SLA may result in the eveludon of
new criteria for organizing language input to learners to avoid some of the
learning problems which appear to have arisen from syllabuses planned
according ta traditional criteria for structural sequencing.
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Suggested Reading

Selection and Grading

Contrastive analysis, onge ap impaortant principle in soruetural syllubuy design,
is reviewed by James (1980) in his book of that ttle. A very detailed and
comprehensive account of selection and grading is provided by Mackey,

Language Teaching Analysis (1965), while a less intensive but more readuble

account appears in chaprer 7, ‘Language teaching and language learning of

Halliday, Mclntosh and Swrevens (1964}, The Linguistic Sciencer and Languige
Teuching. MeDonough (1980) is virtually alone in considering the psychols gieal
aspects of sequencing.

Syllabus Design

Howars clear discussion of course design is included in The Edinburgh Course
i Applizd Lz-:of;m-w edited by Allen and Corder (1974), while m his
Intraducing Applicd Linguistics Corder (1974) also devotes a chapter to syllabus
organization, and apart from demonstrating the complexity and dithcultes of
grading strucrures, suggests a scheme in which elements are recycled
intervals throughout the syllabus. In Linguisiies in Lunguage Teaching, W 11Lms
(1972) gives a critical review of the organization of structural syllabuses,
showing how the terms in which such syllabuses ave specified tend to be
ambiguous and imprecise.

George’s discussion of selection and grading appears in Comumion Lrrors in
Languase Learning (1972), an applicadon of his principles being provided by
MeEldowney (1976}, with their realization in a course book, English Right from
the Siart, being made by Hore and Hore (1982),

Horaby's The Tracking of Structural Words and Seut:

3 Pestteres (1(}‘9 66)
pref;ems' a classic example of structural syilabus design. An updated structural
DHMUU\ hag been prepared by Alexander, Allen, Close and O Neill in English
o Stractere (19753,

Second Languoge Acquisition (SLA)

I 1974, Valdman made an sarly response to the findings of SLA research,
while Pmncmann s more recent proposals are in Modeling and Assesving Second

edited by Hyleenstam and Plenemann (198%). Other
contribuuons 1o this discussion have been made in a seies of articles by Long
(1975, 1981, 1983} and by Pica (1983, 1984, 1987).

For a way into the rapidly expanding literature on SLA (of which these are
instances), refer to Hatch, Second Languuge Acgalsition: a Book of Reading
(1978, Ellis, Classrwom Second Language Development (1984) and U
Second  Language Acquisieon (1986); Faerch and  Kasper, Sirutegies in

dunding

Approach: Levsguage Aoy
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; e (1983); Krashen, Principles and Practice in Sew
RS T TN TP Yy 3
Language Acqusizion (1982); MoeLaughlin, Theorics "ff Svrond Language Learning
1987); - ] cl
{ 1)]. and Ritchie, Seewn: A tieir Resewrch (1978), Apart from
preseniing a weli-grounded accovat of the field, McLaughiin also puts the
work of Krashen into per%peczivr:

Hitesd ;rwn

T ™
LNieran e (.

Languag

Pedugogical proposals based on SLA research have been srmounced by

Krashen and Terreli, who promise more than they deliver in The Nuiwraf
g ;. N i ;

. \ #oin the Clussroom (1983). More carefully
considered, if more modest, mdications of classroom  applications  are

diseussed by Bygaze (1987) in his bock on speaking.




5 Where, What and How:
Other Bases 1o
Syllabus Design

Introduction

In chapter 4 1 suggested rhat there are fwo main approaches 1o syllabus
design, and we reviewed the tradidonal structural basis to content sy __.ibq.\.e‘:“,
woting the as yer imperfectly realized implications of SLA rescarch for
graznnatical sequencing and grading. In this chapter I shall continue the
survey of conrent syllabuses, endmg up with a discussion of skills-based
syilabuses, which represent something of 2 half-way-house between the
content syllabuses of Type A and the process syllabuses of Type B.

Situcional Syllabuses

CONTENT

SITUATIONAL

Contextual focus

In chapter 2 | referred 1o Homby's so-called ‘siruarional’” method, in which
classroom situations were used to demonstrate the meaning of a new language
item. In his use of the classroom as a serting for presenting language and
meaning, Hornby was adapting a feature of direct method twaching, and such
demonstrations of language irems, using real objects and activities which can
be performed within the classroom, have become part of the repertoire of
conventional language teaching procedures,

The ather use of the term ‘situational’ matches the layperson’s view of
sitzation, that is, it refers to the contexts in which language and behaviour
occur in the ‘real world’, outside the classroom. The relationship berween
language and context, long recognized in the British tradition thauks to the
work of Malinowski and Firth, has — quite intuitively ~ long formed the basis
of many phrase books produced for travellers and traders.

Basically, in considering the various aspects ol a situntion, we are concuned

with
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the setring {(Where?)
the participants {Who?)
relevant nb ecty within the seting (Whart?)

Thus, to take an example, we might have the foilowing:

Setting at a bank

Participants bank clerk, customer
Relevant travellers’ cheques, passport,
Objects bank forms, currency

Such a combination of elements will be associated with fairly predictable
language, in lexical, stractural and functional/interactional rerms, e.g

ot

A Good afiernoon. Could T cash some travellers’ cheques, please?

£ Yes. What currency are they?
A: Sterling. They're Thomas Cook cheques.

£ Will you fill in this form, please? And can I have your passport?

Variations on the zhove will soon suggest themselves, based on experience,
although in such service-encounters the range of possibilities will be relatively
restricted.

Tn a sircationally based syllabus & series of situations will form the main
organizing principle. Often, the situation will be closely linked with a practical

activity or task of the kind which tourists might have to undertake. Typically, a
restricted range of language will be covered, the emphasis being on getting
things done rather than learning the language system; some attention may also
be given 1o grammar, but usually enly to the extens that it is helpful in
generating further utrerances of the type represented in the model.

In fact, it is difficult to find any publications organized on an exclusi vely
situational hasis. As will probably be obvious, it is not easy to take situations as
the main element in syllabes planning because there are difficulties with the
very caregory itsell A ‘sitvation’ can be defined with varying degrees of
precision or generality and the more broadly the category is Ct‘ﬁ[}td, the less
useful it is likely to be. Thus, a general situational category like ‘banks’
provides such a wide spectrum of possibilities as to be practically useless. It
hecomes necessary, therefore, to specify the situation with moere precision.
Then there is the danger that the situation will be so special and the | language
30 situation-specific that the content will have relevance to only a limited
number of students.

An example of a situationally based course for wurists will Hlustrate some of
the features involved. The BEC have developed the useful ‘Get By In’ series,
and the list below is wken from Ger By Jn Jtadian {1981). Each unit is
organized under a general heading, with subheadings for specific activities. As
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will be clear, a series of typical tourist situations is used in conjunction with
associated activities. Thus we have shops, restaurants, sweets, the station, the
post office and hotels as wypical settings, with buying things, asking the way
and ordering a meal as typical activities within these settings.

Ordering and puying

Helloes and goodbyes
Ordering a drink

Simple numbers and money

Shepping around

Buying an ice-cream

buying food for a picnic .. . ham, cheese, bread rolls

Huying stamps

Buying a waliet

Travelling wround

Asking the way . . . o the cathedral, the swation, the post office
Catching 2 train — tickets and platform

Catching a bus

Getting somewhere o stay
Booking into a hotel

Getting a place at a campsite
Opening tmes

A weal and a chat

Ordering a pizza meal and wine; the bill, woilets
Meeting people

The weather

Cince the situations have been selected, a language syllabus can be devised,
hased on the language associated with the situations concerned. The basis for
grading and sequencing the syllabus will be less cbvivus than in a purely
seructural syllabus, since there are no clear criteria for grading sitmations, The
syliabug  designer may, therefore, simply order them accurding t© a
chronological sequence based on arriving, staying and Jdeparing, or group
situations together according to similarity, so that service-encounters dealing
with everyday needs might go in one section, while cultural activities {Tnuseum
visiting, theatres, etc.) might go in another. Alternatively, a structural grading
of the associated language might be used ns a guide w0 the sequencing of
sitations.

In fact, the category of situation has become one of several which the
svllabus designer usually takes into account, and the typical courscbook will be
based on such a combination of catcgories. Indeed, the concern with
authendcity and realism which has exercised materials writers during the past
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two decades has epsured that situatons as well as functions have been an
integrai part of most lunguage syllabuses.

Topic-based Svilabuses: Selection and Grading

When linguists refer o an idea as ‘pretheoretical’, they are, in effect, saying
that the concept m guestion 1s messy, imprecise and insufheiently rigorous as
a basis for scientific study. Such, in general, is the atitude towards ‘topic’,
which is regarded as ‘a very attractive pretheoretical notion’ {Brown and Yule
1983). Auractve though the concept may be, there are, as Brown and Yule
show, a number of difficuldes with it. Simply defined, topic is what is being
tatked or written about. Unfortunately, there are no formal characreristics
which enable any particular topic to be defined unambiguously, unlike
granunatival categories which, by and large, can be defined in rerms of
objective formal features. {For instance, @ noun, among other things, has a
plural form, marked in regular nouns by the —s suffix} Topics are defined by
meaning, not form, and meaning is a notoriously slippery concept o work
with.

A second problem, deriving from the difficulties of dealing with meaning, is
that defining what a strewch of speech or writing is about may be very difficult
in lweif. Brown and Yule (1983:73) point out thar ‘there is, for any text, a
number of different ways of expressing “the topic”. Each different way of
expressing “the topic” will effectively represent a different judgement of what
is being written (or ralked) about in a text” There are also other problems.
Topics can be thought of in varying degrees of generality, some so general as

to be meaningless. Thus, topics like wavel and shopping can mean many
things to many people and uldmately almost anything could be included under

such coment headings. By contrast, topics can be limited to things which are
so minutely pardcular that it becomes difficuls to decide whether the focus is
topic {in the general sense of subject matrer) or vecabulary {in the specific
semse of labels for things, actions and experiences). Meanwhile, the
interchangeability with which ‘nodon” and ‘topic’ appear to be used creares
further contusion.

Yet, in spite of all these problems, topic continues o be a category which
most Type A syllabus designers use, even though few syllubuses are entrely
topic-based. There are, however, two justificativas {or a ropic focus lor the
languaye syllabus. One justification is broadly educational, as argued by
Abbott {1987), who suggests that learners (specifically European children in
his example) ‘could learn a great deal throsgh Fnglish’, and that ‘much of the
content of the English syllabus eould well consist of a revision, illustration and
broadening of other parts of the school curriculum.” Although he does not

refer o Widdowson in his discussion, Abbuir appears to be thinking alone
similar lines by advocating learning the language through exposure to content.
in a content-based syllabus, the geography or history lesson becomes both a
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vehicle for language learning, as well as 2 means of providing content of
educatonal value within the total school currieulum.

The second justification for topic-based syllabuses is a purely motivational
one. In their search for new and stimulating bases for courses al advanced
levels, some syllabus designers and text book writers turn to topic, Such was
the motivation of Fein and Baldwin {1986) apd their colleagues teaching a
pre-university course in the USA. They report that their students ‘had no
intrinsic interest in English’ and, seeing the English requirement as necossary
for university admission, simply ‘went along with the skills-based approach’.
So ‘members of the faculty saw the content-based approach, with its
incorporation of the many features of college courses, as a way of motivating
such students, as a way of providing “free validity” 1o their Fnglish
instruction.’

The result was a course organized on a modular basis, each module was
equal to one content area (i.e. topic) and lasting approximarely three weeks of
the ren-week quarter. Modules and sub-topics for one level are (Fein and

Baldwin 1986:2):

1 ‘Marketing’ (creating products, advertising, markering abroad, consumer

protection).

2 “The Environment’ (ecology, man's negative and positive impact on the
environment, problems of the future). A

3 “The Brain® {physiclogy, hehaviour modification, memory, abnormality,

cognition, and altered states of consclousness).
Having identified their topics, they then selected and organized the readings
which were to form the basis of input for each module. Selections were made

which

1 did not require simplification;

2 represented a varlety of sources, types of sources {books, newspapers,
magazines) and points of view;
3 were neither to0 long nor too technical

Although interest, need, utility and relevance appear to be the main criteria in
selecting topics, it is probably the case that the interests of the syllabus
designer will also be an impertant and covert influence, a point acknowledged
by Fein and Haldwin, who conclude their account by pointing our that ‘in a
field where burnout is all too common, teachers have the opportunify to
replenish their energies by expanding their own knewledge of a variety of
exciting subjects’ (p. 2). Whereas in stuctural grading there are some

linguistic criteria, there is no established theoretical basis for the grading of

sopics, Fein and Baldwin and their colleagues adopted the following criteria
for content selection:
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i Pedagogic meril, by which they avoided topics likely to become 100
similar to introductory university course material. Topics with an
academic orientation relevant to a broad specrum of students were
given priority.

Affective consideratons, by which sdmulating topics were selected,
which would also expose students te various aspects of American
culture.

3 Practicality — hasically, what materials could easily be found.

™2

Another criterion which can be applied 1o wopic grading is depth of treatment
{cf. Reynolds 1981). We have already noted that topics can be considered in
terms of specificity so that in grading it is possible to move from the more
general and superficial t a highly specific and detailed weatment. Grading by
depth of treatment will, therefore, probably involve such considerations as
length of texts to be dealt with and conceptual {zarures, the latter being
concerned with the familiarity of the conceprual field to the learners, its
conceptual complexity and the number of mental operations mvolved in
dealing with textual marerial.

At this point, it is diffcult 1o keep conceptual factors separate from task
factors; in other words, m-depth treatment of a given topic may call for
performing increasingly complex skills involved in the comprehension or
construction of discourse. Fein and Baldwin (p. 2) note the importance of
providing a range of skills aciivities appropriate for their students: ‘Care is
taken to sequence the skills, from the receptive {reading and listening) o
the productive (speaking and writing). In additon, the teacher can make
use of supplementary exercises ranging from vocabulary reviews to error
analysis activides.” A factor which Fein and Baldwin do not mention is the
uglity of given topics as a vehicle for language. The problem here is that
topics can be relegated to an instumental role, being simply a way of
operating the hingusge rather than an end in dheir own right. Tt s also
important to realize that reactions 1o topics are particularly influenced by the
attitudes of both syllabus designer and students —¢f. Fein and Baldwin’s
‘affective considerations’ —and while few stake-holders will question the
choice of language items in a syllabus, the selection of topics can arcuse
constderable controversy on religious, moral or political grounds.

Another development in topic-based syllabuses is the use of literature as a
source for language work. language-based approaches 1o the study of
literature ave not, in themselves, an innovatdon (cf. Leech 1969, Widdowson
1573}, but there has of recent years been a growing interest in the teaching of
language through Jterature (Brumifut 1983), in which literary texts (embracing
works which fall ourside the traditional Hierary canon) are used as a resource
for language, The focus is not on the literary canon as classically defined, nor
on the study of literary forms and genres and eriticisin, Rather, literature and
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the topics which are embodied in literary texts are mcorporated m:;o the
syllabus on a theratic basis. Texts sharing a common theme but drawn trom a
v“ariery of sources (including imaginative wriging)_wiiiv be exploited ;js 1:41ng-uag-c
material (Brumfit and Carter 1986), as exemplified in a texthook by McCrae
and Doardman {1984). ) '

In general, topic selection and ordering will be dgtu“umd by cdu:‘;:‘f:m:mi
rather than linguistic criteria, as the value of topic hc‘;s in the provision of
meaningful and relevant conteat to stmulate motivation and fead to
opportunities for meaningful discussion. The teacher can still derive 1-(11_1g"uage
focused work from the textual material, of course, though when the material is
organized by topic rather than considerations of ii}lgt‘iislifi gr?ding) the’
language exposure may be somewhar random aud. only rgug_;a_iy tuned
grammatically. However, in so far as the content is both .sv'lgmhcam and
comprehensible to the learner, such rough waing may be less fportant than
the fact that learners are being provided with the kind of language inpur that
may stmulate successful language learning —a point to be taken up in the
discussion of process and procedural syllabuses in chapter 7.

Skills Based Sylabuses

SKI'|LI..,S

r i

!
LANGUAGE LEARNING
Receptve/Productive Skifl Acquisition focus

In this sectivn I will consider two ways of looking at skills: firstly, in terms Qf
e waditional division into receptive and productive skills, and secondly, in
rerms of the similarities between language and skilled behavieuwr. [ will ftv.lso
sugeest that there is some overlap between these two views which might
usszli}y be incorporated within syllabus design.

Language Skills

Traditonally, the so-called receptive and productive skills —lsiening and
. Iri : Yo v T adl et ©
reading, speaking and writing respectively - have been regarded as the "four
skils’ in language syllabus design and ir is these which fall into the frst
category in the diagram above. In syllabuses for general {as opposed to specific)
purposes, these four skills have been given more or less equal we:g}mng,‘
although a glance at any general language textbook will usually show th%}t of
the four skills speaking will have been given more weighting than any of the
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others, even though reading and writing will have been used as a means of
presenting and practising the language.

The realization thar equal weighting for all four skills is not appropriate to
ali learners is ome of the insights provided by ESP and needs analysis. The
tradivional idea that science swmdents, for instance, needed a ‘reading’
knowledge of German is at the basis of the principle of defining different
skills requirements for different purposes. The development of needs analyses
in wssucluton with E5P in the fArst instance, and subsequendy for the so-
called general learner, has strengthened differeniintion among skills and Jevels
in such ¢ ons as the Royal Society of Arts Examination in the
Conmmunivaiive Use of English as a Foreign Language.

In this examinution, students can opt for different levels of performance in
the four skills, so that it is not necessary to achieve uniformiry in all of them.
Thus a student for whom reading is an important requirement can aim at a
higher level of performance than in, say, speaking, which may be less
imporiant — or the student can even opt not to be tested in speaking. Similar
differentiations are o be found on the Graded Objectves in Modern
Language Teaching. Another change is the greater significance attached ro
listening and speaking as examinable skills so that nowadays most public
examinations confain listening and speaking components.

These changes have been reflected in the development of supplementary
skills materials by most publishers, so that language teachers now have the
opportunity of using a core course book augmented by a range of skills-
specific materials. In curdculum terms, the vpening ap of supplementary skills
materials has greatly broadensd the options available to teacher and learner,
with a considerable expansion of aims and objectives as well as of learning
experiences and evaluation requirements.

I spite of the greater awareness and importance of specific language skills,
less attention has been given o designing skills svllabuses than to structural or
functional syllabuses. There are, however, siens of change, partly because of
the already noted growth of interest in these skills, and partly because work in
applied linguistics, psychology and edocation is providing Interesting new
insights into the skills of reading (er. Carrel 1983, Goodman 1967,
Olshiavsky 1977, Pugh 1978) and wriiing (e.g. Freedman, Pringle and Yalden
1983, Nystrand 1982, Pellegrini and Yawkey 1984) in particular. One result
of these new insights is that views on the very nature of reading and writing
are changing. Another consequence is that there is & redirection from what
may be broadly called product-focus 16 process-focus in teaching reading and
writng. In other words, instead of atiending to the text (either as a product 1o
be read or written), interest has shifted to the wavs in which readers interprer
texts and 10 the processes whereby writers compose them, Such a change of
focus is in line with the general trend in curriculum studies and 1 shall return
to a consideration of such process skills in the account of the process syllabus
in chapter 7.
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Language and Cognitive Skills

All language use involves the mastery and deployment of numerous skills
other than linguistic ones. Activities such as writdng and spcakmg can be
broken down into their sub-skills; some will be Lnpguistic, others will be .the
kinds of process skills referred to in the carlier discussion 0{. ti}e fo.ur skills.
Although the evidence from skills psvchology suggests that holistic rgthe.r thanﬂ
atomistic practice of skills may be more effective when synchronization of
sub-tasks is important, it has slso been noted that concentrating 00 fsub:~tasks
mav be berter when there is a wide range of them. Thus the identification of
sub-tasks may be a useful stage in syliabus design as a prelude to organizing

the various skills in a graded sequence.
Munby (1978) has provided an extensive, though non-graded, raxonomy of

language skills, which can form a useful starting point for such a specihicaton.

HMis list of language skills is, of course, only one component of ‘sevami in his
syllabus model (to be discussed in the section on needs analysis in chapter 6).
The list is specified in terms which partially resemble behavioural objectives.
Fach skill is szated in terms of a verb:

understanding
EXPressing
mterpreting
extracting
recognizing
indicating
expanding
planaing
initatng
maintaining

terminating
The verb is followed by a noun phrase object:

information
the script
relations within the sentence

the discourse

More specific detail is supplied in the modifving phrase or adverbizl which
follows:

explicitly
of a language
using especially, elements of sentence structure
how 10 initiate the discourse
Typical examples of language skills specification are:
understanding explicitly stated information
manipulating the script of a language:
forming the graphemes
catenating grapheme sequences (spelling system)
using punciuation
using indicators in discourse for
introducing an idea

developing an idea {e.g. adding points, reinforcing argument)

Munby’s taxonomy, exhaustive though it is, has its limitations. It is not
organized hicrarchically (Widdowsen 1983:52), although it is quite clear that
some of the skills are of a lower order and subsumed within others, while the
relatinnship of the skills to language use also remains unspecified. Nor does
the taxonomy distinguish between language skills in the sense of being able to
use the langnage code (as in articulating stress patterns within words); cognitios
skills (such as planning and organizing information in expository language);
and sty kil (such as skimming to obtain gist). (See Yalden 1983 for an
adapted version of Munby’s skills taxonomy.) Furthermore, although Munby
lists such composition skills as planning and organizing information in
expository Janguage, and usiag rhetorical functions, he does not specify other
compositon skifls such as generating ideas and revising, Nor is any reference
made to the skills involved in drawing upon existing world knowledge and
schemata in both reading and writing, or to the heuristic skills (cf, Hughey,
Wormuth, Harfiel and Jacobs 1983) which are increasingly seen as being
lmaportant in writng.

In terms of behavioural objectives, the list is also deficient in that it does not
specify the conditions under which the skills are to be used nor the degree of
skill to be exhibited. Tn fact, by 4 cumbersome matching up of skills with other
specifications in the model, seme such statement could be arrived at. In
principle it is thus possible to state that the skill of wndersranding explicitly
stated information would oceur within a specified physical, occupational and

psychosocial setting, in interaction with = given set of addressees, through
specified channels of communication, invelving interlocutors of a given
regional and social class origin, and w specified standards of length, speed
and complexity.
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Even accepting these limitagons, Munby’s list of language skills g‘uvides a
usefu! checidist of sub-skills involved in skilled language use, both in general
and in respect of the four receptive and productive skills. For writag, by way
of iltustration, his list vields about 24 language skills, inc : :
already noted above. In addition to his lisy, there are other skills W'Ihg:h
research into writing processes suggests should be incorporated in a wning

wWing some of those

syllabus. These include:

using mvention and discovery rechniques to generate ideas;

organizing ideas according ro various criterin, including the writer’s own
writing plan as writing proceeds;

identifying and developing a thesis;

identifving and developing a theme or viewpolnt;

providing thematic unity to a fext through the use of lexical and
grammatical devices such as synonytay, cotlocation and parallelism;

establishing a shared frame of reference with the reader by idendfying
shared and privileged knowledge.

As <hould by now be clear, organizing these various skills into 2 gradeq
syllabus is Ii.kwcly to be difficult. Some skills, such 45 munipulating the script of
a language, would be regarded as basic and therefore preceding o‘-;hmg, such
as providing thematic unity 1o a text. One set ol criteria for grading might beﬂ
concreteness versus abstractness of the skills — cliaracteristics which are, of
course, difficult to measure. One set of skills cuunld be esmbiénh‘cd on &
Linguistic basis, such as expressing relations within the sentence, for which
formal criteria could be invoked, while another set of skills, based on
conceprual criteria, would include generating, planning and vrganizing.

Because writing (in the sense of composing) involves aumurous skii.ls
operating both sequentially and in paraliel, it sould be lmpurtant t0 ah\'.oad
specifying a writing syllabus as a sexries of nprelared sub-skills. Insread, writing
activities could be specified in which the focus on sub-skills would Chapgc
from one task to another. Thus, any part of the syllabus would spectly a
aumber of skills and the degree of importance of any sub-skill could be
indicated for each part. Likewise, the importance and difficuly of various
skills would lead to their being recyeled throughout the wiriting syllabus.
Obwiously, this begs the question of how impuriance and difficuity can be
established. In part, this will depend on the view of writing espoused by the
syllabus designer; and b will also derive from expurience with students similar
to those for whom the syllabus is being prepared.

We have seen that, in principle, skills syllabuses could be based on wo
categories of skill, of which the second, dertved from shills psychology, n; as
yet only imperfectly realized. There is, however, a cuming L’Ugﬂh(ﬁl; of the
rraditional four skills’ and those such as behaviour in the specifications
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offered by Munby and others. The skills which are specified can be grouped
into several classes: language skills, cognitive skills, composition skills, and
study skills. The conditions and levels of performance for these skills can be
specified, though attemnpis to achieve the precision called for in behavioural
objcctives are Hkely fo be cumbersome and difficult and ultimately impossible
1o operate. Even so, the grouping together of sub-skills and a varying focus on
these skills throughour a language programme couid provide a basis for a
skills syllabus. Such a syllabus — or syllabuses, given the range of skills 1o be
covered — would, however, form only one component in a language svllabus
since there are other aspects, such as feawres of form and meaning, which
would alse have 1o be covered by a comprehensive syllabus.

Conclusion

Alihough the svliubus types reviewed here are very disparate, each has a
contribution to make to the design of a fully realized, integrated syllabus.
Language structure cannot of isell form the complete basis, unless it is as an
object of study, when the language system rather than its use becomes the
focus of learning. Language use must be contextualized, and any interactive or
social use of language occurs in a siuation invelving instirudonally defined
relationships which influence stylistic and interactional fearures. Thus the
categary of situation is an imporwant element in syllabus design, although It
does not by imelf make a sound basis for organizing a language programme.

Fven when language has been contextualized, the participants must have
something 1o talk {or write) about, and the category of topic pruvides the basis
for this aspect of conrent. Topic can, like situation, be considered at greater or
lesser deerees of generality and it is a difticulr category to define precisely. At
their most general, topics can be grouped under thematic headings at a macro
level, while at their most spacific, they ¢an be very pardcular subjects at a
micro level.

Arguments have been put forward for the educational value of content-
based svilabuses in which topics from other parts of the curriculum can
wionally worthwhile content as a vehicle for language learning.
Such content-based programmes can also serve a motvating functon, The
use of very wide-ranging literary content, organized on a topic or thematic
basis, has also been advocated by those who propose using literature as a
vehicle for language input

Finally, the traditional (our skills and the cognimve skills invelved in the
expression of purpose and meaning, and in the creation and interpretation of

provide e

messages, provide other bases for syllabus design. Again, they consiitute only
one aspect of a complete syllabus and need to be viewsd in relation to the
other categories already outlined in this chapter and chapters 4 and 6.
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Suggested Reading

Language and Context
approaches to svllabus design have
h in the way of literature. For an accessible discussion of the

074
f language and contexi, se¢ Trudgill’'s Sociolinguistics (1974),
uatinn 'mfi stvle,

Neither situadnnal nor topic based
spawned muc

relationship o o
while for an account of the relationship between spesch it

see O Dannell and Todd's Fariery in Cantemporary Englich (1980) and Gregory
and Carroll’s Language and Sitmation {1978). A key ka in the discussion of

. (1064
language variety is Crystal and Davy, B Seple {1969).

Fruestigating Foa

Content Bosed Syllabuses

For a discussion of a content basis to the language sylinh'&xs, see \l’addmmfm;j,
Learning Purpose and -Langiige Lise {1983), while ifor 1;11101130‘?:1?-:;5‘?”
approaches to literary stylistics, refer to Widdowsan, Sﬂ] stics and h(: ¢ T{gé
of Literature (1975). A colleztion edited by Brumfic (1983) fﬂCU‘?tt‘».O!’l( 1
issues of teaching English literamre nutside of Brirain, while Brumfit and
Carter, in Literature and Language Teaching (1986), provide an up~t0—‘c§fei
review of the held. An interesting example of theme- hq?ed ljterature mat;xiii
may be found in McCrae and Boardman (1984), Reading Between ”i’f? [‘[,m;
whase content is grouped under such themes as war, authorliy, rebellion an

R d written
A very gond aceount of the differences berween \{mken an eri
| 4lg

language is provided by Brown and Yule (1983), who in Diseonre e also

devote chapters to the role of context and topic.

Skiffs

Om skills psychology, see Reed in Lunzer and j\-’I‘()}-ris {edsy (1968), Ho‘)d:mg
{1965} and Wellord (1976). For a discussion of skills and lang m;m ic’m:amg‘
see Herriot (1970), dn Introduction 1o the Pgyehol “;’FI,‘:;?{;M(?EE»’ evelr (1975),
Johnson (1986) and McDonough (1981), Psychi in Foreign I,.m'—wn-’
Teaching. For the realization in Tcaahmn material of rmmf of the composition
skilis rewewcd in this discussion of writing, see White {1987b).

6 Type A Syllabuses:
Notional-Functional

Infraduction

In this chapter we come to the most recent form of conteni-based Tvpe A
syllabus: the notional—functiopal syilabus. Essentially a product of the 19705, a
notional-functional approach introduces two important elements to syllabus
desigru firstly, a notional or conceptual aspect, which is concerned with such
concepts as time, space, movemeni, cause and effect; and secondly, a
funetional aspect, with which the intentional or purpasive use of language is
ed and classified. Neither notions nor functions were in themselves an
innovation, because language teaching has always been concerned with
teaching concepts {e.g. pos “T'his is my book’) and functions (e.g.
using interrogative forms to ask for information, or the past tense to report
events). What was new was the proposal that syllabuses could ke
notiomal—functional categories as an organizing principle. Thus, syllabus
arganization would no longer be determined solely by grammatical consider-
ations, hut would have o take communicative categories into account ag well.

Where functional categories hecome a principal feature of Tanguage syllabus
content, the issug of needs analysis soon follows. Whereas no lenmer could
actually be said o ‘need’ the past tense, many learners might need to be able
to report evenis and narrate stories. 5o, associated with functional syllabuses,
though by no means unique to them, has been the incorporation of needs
analysis as a stage in notonal-funcrional syllabus design, and a discussion of
needs analysis will form the final part of this chapter.

Waystage and Thrasheld Level

"The prototype notional-functional syllabuses are the Threshold (Van Ek (1975))
and Waysrage (Van Ek and Alexander (1977)) syllabuses prepared by the
Council of Europe. *Syllabuses’ is, however, something of a misnomer, since
they lack some of the critical features of a syllabus according 10 Brumfe's
definition (chapter 1), It is notable that in neither of them is the conten:
prcscmuﬁ in a4 graded and sequenced order, so that what we have is surpi a
checklist of items under such categories as ‘language functions’ and * topic’.

There is more to these fists, however, than meets the eye, since they are the
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oroduct of applying the criteria for grading functions listed on page 48: need,
uiility, coverage and interest. Thus, the lists which appear in the Council of
Furope syllabuses are not simply random selections of functions, topics and
exponents. That this is so can be nferred from the topics and functions
chosen for inclusion in Waystage, of which the following are examples:

Topics
personal identification dentifying
health and welfare reporting

food and drink greeting people

Unforrunately, the Waystage listing suffers from some of the flaws inherent in
a functional approach. The first problem is fmpossibility of defining functions
with precision and clarity, Although speech-act theorists {Austn 1962, Searle
1969) have proposed conditions whereby a given speech act may be defined as
performing a given functon, no reference is made to such specifications in the
Council of Furope syllabuses — nor, indeed, i any other similar listings. The
absence of a specification of conditions (or contestual factors) which lmit or
determine the interpretation of a given function means that there is at best,
some ambiguity, and, at worst, total misunderstanding over what 15 meant by
Von, expressiig ome i/is not whiiged to do

such functions as evprasing
ting OT expressing disals .
The second difficulty, related to the first, s that the Interpretation of
defimition of a Ametion is, in considerable measure, determined by context,
including the other language in that context. Indeed, the functional
interpretation we place on virtually any utterance depends upon the situation,
the role of participants, the various purpeses of the speakers so far, and much
clse besides —including cultural knowledge and knowledge of the world,
Further complications are that, firstly, one language function may be
expressed in many different ways; and, sccondly, one exponent my express
more than one (unction. There is not, in short, a one-w-one relativuship
between comtext and [unction, or functicn and exponent. This may be
clarified by leoking al the following examples:

£

We're thinking of going to see the new Woody Allen film tonight.

uple 1

N

How about going to see the new Woody Allen filin tonight
If you're free tonight, shail we go and see the new Woody Allen film?

Would vou like 10 see the new Woody Allen film tonight

Have you seen the new Woody Allen film? Because if you haven’t, you
- - - >

could come with us tonight.
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Dvample 2
A What about the camera?
. N .
B Ir's in the cupboard in my stady.
A Whal Wb

B Tder’r think P take it

ut the camera?

)i Cooha pmemanre v B Te 1 swill : : y

Alb of the exponents in Example 1 will immediately be recounized as forms of
a. althioush some of thems el aicn 1 -

it bn, aithough some of them mighr alsu be interpreted 25 exponents of
- ot alea P SRR Qo LY EREE TN 1 "

the funetion of making & suggeston. Without {urther knowledge of the

context, It is y

invisitd

o1 lack of congruity berween form and function.

) The WO exchanges in Example 2 provide further demonstration of this lack
OF congruity, together with the fact that one and the same exponent can be
mte;"p}‘cﬁtd in guite different ways, depending on dhe context and the
purticipants’ shared knowledge and assuuiptions. Clearly, in the Frst
Fx@ungc, participant BB has imterpreted A’s question - request for
information, specifically about the location of a camera. In the second
exchange, B assumes thar A is meking u suggestion, specifically o take his or
her camera with therm. ) L

The third difiiculty with functional selection and grading is very closely
connected {0 the issues we have just noted: language functions do not usually

vceur in isvlation, & point emphasized by Cronibic (1985) in ber discussion of
what she terms ‘binary discourse values’. For instance, the funclions of
accepting and declining an offer or inviaton usually oceur as part of an
exchange in which offeriog or inviting appear in a preceding stage, thus:

A Invites B 1o the cinema.
B Acceprts A's offer.

or

Preclines A’ pifer.

The value or m
R TS N, [ S

A’s. Thus, the va deciine within such an exchange depends upon
the relutivnshlp with /wvie. The binary units which oceur above mav be
s T mvad by £10e . o 1 s B . -
followad by further units, each linked in a similar way.

PP E oy o X ¥ T 3
:ing of B's nrerance depends upon the value or mesning of

e of i

‘

.};!‘ft
B Accepts A's offer.
Asks for further details.

Or
B Declines A’s offer,
(rives reason for declining,



i
'

ft is unusual for any stages in an cxchange to occur in isolation, unrelated 1o
ather steps or segments in the exchange. Warnings, insults and threats would
be among the few instances of such segments having unitary rather than
binary value or function (Crombie 1985:3).

Curicusly, in the Waystage, there i3 no reference o the binary nature of
most functions so that, while the functions of “accepting’ and ‘declining an
offer or invitation’ are Hsted, ‘making an offer or an invitation’ is not. Thus, if
applied unthinkingly, the Waystage functional list could lead to the bizarre
sitsation in which a lnguage learner might know how 1o recognize and
produce an acceptance or refusal, bur not be able to make an offer!

Omne way of avoiding weating language functions simply as an unrelated list
of irems is w0 follow Crombie’s (1985) approach, and regard them as binary
values {or mutually dependent paired functions). The pairning of segments is
realized at several levels of abstraction. Thus, she suggzests that we can ke
notional relations, such as cause—effect, or discourse reladons, such as
question/reply, or clause structure, such as interrogative and declarative, or
even specific linguisdce itemns, such as O {queston) word mwhar. The outcome
of her proposals is what she calls a relational spllebns. Although the emphasis
on the reladonship betwsen functions and structures in discourse is
admirable, her proposals do not appear to have overcome the problem of
achieving functional coherence with structural control.

Funciion and Form: the Problem of Combining

What is certain is that the expopents and the structures used 0 express
various functions may be highly varied in frequency and complexity. Thus,
there will almost inevitably be a conflict between principles of simplicity,
combinability, teachability and learnability when applied to exponents and
structures on the one hand, and need, utility, coverage and binary relations,
applied o funcions, on the other. Further criteria in addition to those
traditionally applied to stuctural sclection may also have to be evolved.
Canale and Swain (1980), for instance, have suggested five calegories in
addition to that of grammatical complexity: wansparency with respect to the
communicative function of an utterance; generalizability to other communi-
cative functions; the role of a given form in facilitating acquisidon of another
form; acceptability in terms of perceptual strategies; and degree of
markedness in terms of social and geographical dialects (Yalden 1983:120).
The problems inherent m structural grading while operating within a
functional framework can be seen in some of the Waystage items:

Hdentifying This is + Noun Phrase
P'd prefer + Noun Phrase/Pronoun
I'd tike + MNoun Phrase/Pronoun

Expressing preference
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e

Inguiring abour want/desire . Would vou like + Noun Phrase/Pronoun?
Do you want + Noun Phrase/Pronoun?

Typically, in a structurally graded syllabus, the modal verbs such as honld and
would arve introduced after such modals as shedf and will, which means that the
actual structures required to operate the rwo functions given above would not
appear at an early stage. However, need, udlity and coverage might dictate
that these two functions and the exponents and structures here associated with
them should accur early in the svilabus. In fact, this very problem has had to
be faced by courschook writers in the post Waystage~Threshold era, and one
solution Is to introduce such exponents as mould you fike and social formulas
as grammatically unanalysed units, standing ourside the structural sequence
found efsewhere in the syllabus.

Mixing and Matching

Another solution is o interweave [unctional and structaral elements. Various
proposals for such interweaving have been put forward, giving rise o a range
of communicative syllabus types (Yalden 1983). Basically, the range of ypes
arises from the differing combinations of stuctural and functional elements

- - . - -
which can be summarized diagrammatcally thus:

A B C D E F

i T w0 %
; 4 A
Lo B & ]
Rk + 7+ opooooo
# W K I T I )
R 7 T GOOOan

R
FEE bt

R R L%

EH - f . T o 5
Key = functional, ++ = stuctural, oo = free, unspecified

In wpe A, a substntial functional component is followed by an equally
substantial structural component. There is not necessarily any connection
between the two components; each could be quite independent of the other. It
makes sense, however, t¢ establish a link between them so that the structural
component would develop grammatical and lexical fearures which had already
been presented and practised in the functional component. The role of the
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structural component would be to systemabize the grammar, which would not

have been presented in a gmzmmticaﬂy ordered sequence within the sepurate
functional component. In short, there is a change of focus from one
component to another, with e functional one providing ‘roughly tuned’
ararrmaiical input, and the grammatical ene focused on selecied grunmatical
itemns with, possibly, an emphasis on formally correct output. (See the earlier
discussion in chapter 6 of Valdman’s and Pienemann’s syllabus proposals.)

Type B is similar to A, but here the arder of elements is reversed, with the
structural preceding the functional. In this case, the learner would first be
systematically presented with language forms. These would then be followed
by a functional/communicative phase in which some or all of these structural
eiemﬁats would be used to perform whatever communicative acts had been
planned for that section of the syliabus. Tn type B, organized and focused
structural input would be followed by a communicative phase in which
structures would be roughly tuned.

In wpe C there are two parallel sweams, one grammatical, the other
functional, Tt would be possible, as in types A and B, to have no connection or
integralion berween the functional and grammatical elements, but in fact the
conception here is of the two elements acting 1o umison, with the content of
one reflecting and interacting with the content of the other. Learners are thus
given a systematization of the grammatical input they receive in the functional
element.

Type D) is a variant of A and I3, but here the separate functional and
structural components are arranged in shorter sections. In effecr, this might
mean having a functional lesson followed by a strucrtural lesson or vice versa,
whereas in types A and B the relationship between the two elements is seen in
rerms of unit or sets of units, so that in actual practice a functional ¢lement
might cover several lessons or even weeks of work, the structural element
being of equivalent length. The spreading out or bunching tagether of
structural and functional elements will be influenced by the syllabus
designer’s or teacher’s theory of learning and knowledge of learners’
preferences.

In type E there is a combinaton of the iwo slements in a spiral, with the
seructural and fupctional elements integrared in such a way that there is
revision and recycling of both as we move up the spiral. A spiral or cvelical
model emphasizes revision and expansion, a feature not implicit in types A to
D. A good syllabus, like a good curriculum, should incorporate recycling so
thar the learners are given an opporiunily fo revise items previously learnt.

The cyclical or spiral svllabus does not merely provide a return 10 an carlier
point, however, for the concept of recycling embodies the ides of adding
something new to what has been learned before. For instance, a given
function could be reintroduced in a new serting, new exponents of the same
function might be presented, an expansion of stylistic variation provided, or
the function linked with a different topic or topics. Indeed, given rhe number
of different elements which can potentially be incorporated into a sylabus,
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vecycling provides the syllabus desigmer with an opportunity to ‘mix and
match’ elements in a variety of ways. Tt also makes it puaai‘oic to fine-tune
grammatical content and to change the focus as the students proceed through
the syllabus. '

Finally, gpe I s identical 1o wype E, but with “free’ elements in which
reachers are at liberty to include whatever they wish. If they feel that, however
desirubie a carefully planned syllabus may be, the learner should be exposed
to a rich selection of language input which has not been adapted or simplified
for pedagogical purpuses, then it is essenizl to allow for such exposure by
building in ‘free’ stages whose content would not be specified in advance.
Indeed, both objectives and content would derive from the preceding stages,
but by having free space, there would be opportunity for flexibility, catching
up, innovation wind adapladon. Indeed, there is a good argument for designing
a syllabus so that the specified sections are stated in relatvely general terms to
provide an overall soucture and  sequence for the learming/reaching
programnme, while simultaneously allowing for opportunities to respond o
formative feed back., Such provision is in line with the give-and-rake which
tends to be part of any pedagogical prograrune. (See chapter 7 on the process
syllabus for further discussion on this point)

A further solution to the problem of reconciling functional and structural
demands on the syllabus designer is outlined by Yalden (1983) in her
Propusis ylfabus, which offers a close interweaving of strucrural and non-
structural, systematic and non-systemaltic elements over time, as illustrated in
fgure 6.1

J

Structurai o Specialized
phase Communicative phases phase
i i
| | |
| Formai component ety
: -
-
-
//
-
-
-
- . .
. L i P Specialized
Linguistic | - contaat and
farm - o rfa P
: - surface featurss
of i sga
Functional, disoourse,
rhetorical components
Duration -

Figure 6.1 The propaortional syllabus
lfrom Yolden 1983)
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Identifying Form: Function Relationships

In carrying out the mixing and matching implied in most of the syllabus
models just received, it would be useful to have some information on the
typical exponents of particular functions in various contexts. In an earlier
discussion of grading, [ noted that there is some empirical evidence regarding
the frequency of structures, but there is a dearth of such evidence for
functions. Applied linguists with an interest in register study have attended
to the formal characreristics of certain varieties of the language (see Chiu
1973, White 1974a, 19748), while specialists in English for Specilic Purposes
have also looked at such features {e.g. Selinker, Trimble and Trimble 1978).
The vogue for such studies has declined, however, and has not been revived,
even though Wilkins (1979} has noted the need for observational research into
the realizations of communicative calegorics.

One consequence of the lack of such empirical research (though see
Sinclair and Coulthard (1973} on classroom discourse) is that functional
syllabus and textbook writers tend to depend on inmition when it comes to
selecting exponents and structures for the functions they have chosen. On the
one hand, exponents may be chosen with hall an eve to such traditional
structural criteria as simplicisy and combinability, while on the other, they may
be selected on the basis of such criteria as authendeity or frequency.
Unfortunately, it is rare to find these latter criteria being evaluated by actual

[

observation.

As yet, other criteria based on language acquisiton studies (see Eliis 1985),
have not emerged for functional grading. This is partly because much of the
acquisition research has focused on a distinctly limited range of morphological
features and little attention has been given to the functional development of
language (but see Ialliday 1975, Wells 1Y83). Even here, though, there are
problems: a natural order of acguisidon of given functions by a child learning
its native language does mnot logically provide a basis for grading and
sequencing language functions for the SL learner, while the differences in
both the needs of the SI. learner and the sitwations in which the targe
language is used will give rise to further differences between the functional
development of first and second languages.

Functional Syllabuses: Conclusion

The selection and grading of items {or functionally based svllabuses relies on
such considerations as the needs of the learners, both in terms of classroom
functions and in the ‘real world’, usefulness, coverage or generalizability,
interest or relevance and complexity of form. Issues of matching functional
and formal selection and grading have proved 1o be problematic. Various
models have been created with a view 10 providing a satsfactory mix of form
and function, though there is an absence of any evaluation of the models
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proposed. Similarly, syllabus designers lack amy empirical evidence upon
which 1o base their selection of structures and exponents when working within
a functional framework, and to date there has been an unsatisfactory refance
onintuiton. )

What may be provided by the svllabus models reviewed above is variety of
forms of organization which can be maiched to various exigencies, while the
implications of FLA and SLA rescarch are that some vaviation in svllabus
organization along the lines discussed here might very well match, in broad
terms, the sequence of SLA. In particular, there are planning implications in
the account of SLA by Peters (1983a and 1983b), who suggests thas there is a
stage involving vnanalysed chunks and sequences which are used funcidonally
and appear to be stored in the memory pending Jater grammatical analysis, If,
in fact, learners do operate two different but complementary and inferactive
systems — memory and syntacic - In tandem, there would be some justification
for mainining o different swands in a language syllabus, one of which
would be broadly funcrional/communicative, the other analytical, with conrent
from memory feeding into the syntactic system for analysis. Such a two-level
model of language learning fits into the two-element syllabus models just
discussed.

Following such a maodel, the leamer would be presented with contextualized
chunks of unanalysed language which could be used for communicative

purpnses in interactive practice. Subsequeatly, the student would be
introduced to exercises in which the chunks already known and used would be
analysed grammatically, and opportunities for producing new variations on the
elements concerned would be provided. {The precise nature of the
grammatical work is left aside in this discussion. One important consideration
would be whether such work was inductive or deductive in nature)) Variants
on the spiral and other syltabus types summarized on p. 79 would readily
lend themselves to such a combination and sequence of language focus.
Another coniext in which one of the ahove syllabus models would he used
is in the all-too-famibiar situation in which a group of learners is either
strongly wedded to a particular approach (e.g. rule-based grammar manipu-
larion) or is afflicred by a desire o reject the aditional. In the former, it
would be unwise to abandon the familiar, and so retaining form-focused work
would be essential as part of the transition to a meaning-based approach. For
the latter, the adoption of a funcional syllabus with a grammar safery ner
would fit the bill. In any case, given the mixed characteristics of most g;oups
of learners, it is unlikely that the teacher could assume an all-or-nothing
approach by switching over to a totally new type of syllabus. Thus, a hybrid or
labus would provide a valuable and viable compromise.

Al

& proporfional syl

MNeeds Analysis

Meade analuoie - gy g - 1 Helitve
i\et,cis] d!m.]} sis, to return {0 the house-building analogy once more, has
parallels with the curriculum == house plan, only in this case the plan is based
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on an existing dwelling, which is to srovide the basis for a dwelling owned by
someone else. Briefly, in fieeds analysis the teacher or planner investipates the
language required for performing a given role or roles. The specification
derived from this forms the plan for the language syllabus. Thus, it is rather
as if an architect were told 1o look af someone else’s Lisuse as the basis for the
dwelling he or she is about to plan for the client.

The resulting needs analysis specifies the ends which the learner hopes to
achieve. What a needs analysis does not specify is the means by which the
ends will be reached. In other words, a comstrucion sysiem is not desaribed.
For such a plan, a means analysis is required. The means anabysis will concern
itself with the resources (in terms of people and maicrials) available for the
realization of dhe product specified by the needs analysis. Whereas in the early

1970s much attention was given fo needs analysis and the spevifieatio: of
objectives, recently thers has been a realization that means anaiysis is equally
important, since without a clear understanding of resources and constulnts
the teacher/planner may face difficulties in achieving the goals specified in the
needs analysis.

The impetus for needs analysis came from recognition of the link between
janguage code and language use as manifest in the notional-funcrional
approach. When, previously, the focus of languige teaching had been on the
code, it was not possible to define learners’ needs except in terms of the
language systemt itself. Thus, in this sense, a learner ‘needed’ the affirmative
before the negative or interrogative; or ‘needed’ the present iense indicadve
before the past; and so on. Once, however, the functional use of language is
admitted, the learners’ needs take on an cntrely different perspective
hecause these needs are determined not by the content of the fanguage system
but by the exploitation of that code by users in the world of affairs.

Thus, the purpose for which language is (0 be used becomes a key
consideration in defining the content and objectives of a language syllabus,
And once considerations of purpose arve admitied, 4 number of other factors
st be taken into account. It is no great step from this peint to the
realization that what is required is a sociulinguistic deseription of the language
use needed by a given set of learners when carrying out the target roles of which
language is a cruciat part. In this way, the esyentdly descriptive categories
outhned by Fymes (1966) become the basis for o predictive account of
learners’ needs.

Not surprisingly, the development of needs analysis as a stage in syllabus

design and as a set ol procedures evelved in associutivn with languages for
specific purposes (L.3P), aiready noted in chapter 2. LSP is that branch of
language teaching most closely allied fo training in such flelds as industry,
commerce, science and technology. In LSP, the language is not being learned
as an end in itself; it is being learned as a means, these being hudicated in the
SP of the ritle. As a branch of vocational training, LSP is thus associated with
a battery of procedures and technigues which have evolved in this feld.
Adopting a training model {see figure 6.2), Bell (1981) propuses 2 stage in
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Figure 6.2 Ten steps in the design of iraining programmas
{from Bell 1981)

wlhich job reguirements and learner charucteristics are matched, the deficit
bet.ween the two then defining the needs which have to be fulfilled on the
. Ino N Ut AP ng ] iy F foar H

Lram‘mg Programme. fhe question which now arises is, how are language
needs o be defined?

‘ Essentially, this depends on establishing n number of caregories whereby
language needs can be described. At its simplest, this would mean describing
needs in terms of L

Whao?

Where?
When?
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very influential proposal for this was published by Munby (1978), whose

Ty e T frrpems ey Ky : ! : ’ :
Ilagguage skills in Cammmnivarive Syliabius Devign have already been mentioned
Tis approach, which is summarized in figure 6.3, has been described by
Hawkey (1979:8) as directed rowards ESP contexrs,

stions such as the ones below will refine the

In addidon, other que
specificarion further:

informed by functional views of language and biassed towards a
50(:1:01in-'bmistic interpretation of competent languzge use. Hymesian
notions of contextualised langnage use and Flallidavan views on the
functions of language were thus reflected in a systemastically oreanised
sequential, cumulative and comprehensive set ofprocedurestbr Eeﬁnin;
the communicative needs of a particular potential language user. ;

A stranger? An equal? A superior?

A familiar situation? A saessful and noisy one?

During working hours? In the evening’

How often?

What purposes are involved? What degree of reciprocity is there?
What topics are to be dealt with? Are these specialized? general?

What medium (or combination of mediaj 15 involved?

He points out that it is Important o recognize what the model ‘did and did
not claim to do’. '

oaa e 5 (0G 5 p - o
3, only two g = C ok [ i
1 k ¥ W eps needs profile a (i {arge

Are productive and receptve skills involved? syllabus — towards course design. Jr did not ke account of implemen
Al

What level of performance is reguired?

What kinds of levels of cultural knowledge are required? ‘ Participant I

Answers to questions of this kind were sought by Richterich and Wilking
(1975/80) and Richterich and Chancerel (1977/80} in their Council of Lurope
orojects concerned with the definition of neads for adult learners. Mindful of
the fact that ‘one of the characteristics of the adult learner is his desire to
learn rapidly something he can use immediately’, Richterich and Wilkins
(1975/80:46) proposed defining language needs and content by obtaining
Guantiative and qualitative statistical data from polls and surveys. ‘Analysis of
content means observing and examining the oral and written use made of a
language by a given person or class of persons, and then deducing objective
needs which are foreseeable and generalizable’ (p. 48). They point out that a
person about to learn: 2 foreign language ‘has only a vague idea, if any, of his
future needs’, and thevefore a survey of the language needs of a pre-
determined category of aduits should be carvied out by analvsing the language
use ‘among persons already using the language in the same field as the
caregory of persons concerned’ (p. 49). They also advocare surveying the
learner group ‘in order to discover their motivations and their opinions as 10

R A S
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needs ‘

;

Processor

¥

Mearning
Drocessor
Language skills ‘ l

J salector |

..... ~ ; —
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| LingLlistic ‘
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;

their needs’.

The Council of Europe project was concerned with the definition of needs
for European adult language learners as a means of standardizing specifications
across the member stares — essentially 2 bureaucratic approach which has s
counterpart in the various forms of standardization which have cheracterized
the Council’s commercial counterpart, the EEC. Such standardization for
‘general’ adult learners is, as the authors acknowledge, very difficult. -

Less difficult is defining needs for learners with specific requirements. A

o

i Comimnunicative —l

Figure 8.3 Model for specifying communicative competence
ffrom Howkey 1979)
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tationul constrainfs: the svilabus specification could be adinsted later. {‘)
distinction was thereforeJden berween rarget syllabus and pedagogic
syllabus, It did not specify how data should be CO-HﬁC.tCﬁ ari(% an;{}ysed. It
did not claim to generate directly fanguage realisarions. The first step
was 1o define: who will be using English, for what purpose, where, f‘wth
whoim, i which media, using which dialects, at what level, to Qertor‘n‘n
what activities, to convey which tones. The second .step Wwasg to 1(;161111.1}'
the skills, notions, functons (and possibly forms) 'wl'ucr}z were required in
order to satisfy the user's requirements. {(Hawkey 1979:8)

d from the Munby model involve gystematically

The procedures derive el v . alt
g 4 ‘Communicaton Needs Processor’,

corking through a series of sleps i ‘
2f;iinfng wit; a profile of the learner .(calie.d‘ ‘Para:ic.i;f)apr’)_, ;\éle;\:'t, rrh;,
pufposive domain {e.g. educational, UCCup&[l?Il‘&l) is 1dem1hca.i, toge‘r_.}u m;:
the setting, both instirutional and psyclmsocml,_ Next come Interaction {x ;
social relationships involved) and instrumentality (_th—e medium, inod.ewan.‘
chapnel). After this the dialect (both for Lmd.(—:fstat.admg and pyf)aa‘ictw‘aai)‘ lb.
defined, followed by target level. This is specified in some detail, 111.cul‘ucmg;
the size, complexity, speed and flexibility of Ianguagc. for receptive ani
productive purposes, together with the conditions upder which it is used, SH.L h
as tolerance of error and stylisuc  failure. Fm;ﬂy‘_, the.re comes  the
communicative event {e.g. attending lectures, negotaing with cgn\zmcmrs}
and communicative key (the style of imteraction, such as soclable, co-

erative, thoughtful}. 7 7 .
Opi’c\gﬁnb)i’s moodel ha)s been the subject of criticism (e.g. Davies 1‘5}81\, éﬁi\eard
1982) on both theevetical and practical grmm.ds. It wmilq be1 tiresome :{f
catalogue these orificisms, but two are worth taking note of, in aadzuz?n Eo.mc
criticigm of the pon-hierarchical narare of his language S%{IHS spemﬁ_cahon,
already discussed in the section on skills-based syllubuses in chzxtpterfa.

The first point is that the Munby model does not addres§ ltSt’:iT T the
political, ecoﬁmnic, administrative and personnel factors which mcwtlabl};
influence planuing and outcomes. In fact, Munby quite {'}‘.ﬂ‘niy states that thi.‘
considerat_i(m of such constraints must be deferred until gf[cr thc‘ S}f’ﬁﬂbl-i&
content specificaton, based on tearners’ nem}s, has been arrm.;d at. A}‘th_(fuih
such an approach reduces the complexry of the syﬂabus_dcsz.gn process, fy'
deferring means znalysis, it begins by ignoring the current 51[1‘1350{‘),‘ which may
prove to be the most imporant factor in the whole equatlon. i\f!orc recent
work in ESP by Holliday and Cooke (1982) and Holliday (1933) has raiged
the status and éigﬂiﬁcance of means analysis, serving as a ran}mdfzr that any
syllabus design proposal exists within the wider context wh:cfh‘ is suchrnn‘
important part of Skifbeck’s siruational cgrncuium maodel. fhpsi 1.Ti6<1}1'1:‘:
analysis should be regarded not as a subsidiary, but as an equal stage 1n the
svliabus planning process. A
5}1:;;? S{lzioud mc[;iticism, celated to the exclusion of implementational
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constraints, is the tendency of the Munby model o encourage needs analysis
in the study or office instead of on the shoo floor, as is clear from the
exampies which Munby himself provides. Whereas the Richterich approach to
needs analysis encourages surveying the user commuaity, Munby’s model
seems to encourage & ‘hands-off” approach whereby the needs analyst, using
the ‘Commuaication Needs Processor’, analyses by remoe control. The
danger is that the analyst will impose his or her own perception and
Interpretation of needs on the learner.

It is only by checking with the user community and with the learners
themselves that a rounded picture of needs can be obtained. There are, of
course, a number of practical difficulties in the way of doing so. The first
probiem is actually gaining access to the user community whose language use
forms the basis of the learners’ needs. Stories of attempiing to record oil rig
operalives on the job are legion, and may serve o highlight the diffculies of
on-site duta gathering. Although there is a long vaditien in industrial training
of job analysis, this has tended to focus on psycho-motor rather than linguistic
skills, so the peeds-cum-job analyst will be ploughing 3 new furrow when
waving his {or, even more problematcally, her) tape recorder under the nose
of an oil rigger.

Approaching the learner may be less onerous, and gquite large-scale
attempts have been made to engage would-be learners in a definition of their
manis. Clark (1979} reports a survey carried out in Lothian among secondary
school pupils, in which they were polled on such quustivns as;

What language did they want o learn? (French, German, ete)

What reasons did they have for learning i?

Which jobs did they have in mind in which 2 foreign language would be
useful?

Which areas of language {In particular, immediate v deferred use of the
language and role relationships)?

Which usdes of communication?

What Hstening/reading/writing activities?

What physical settings?

Which spoken communicative activiies/functions?

Which topics?

The answers to this survey became an impormat source of information for

Clark and his colleagues In plansing a new secondary schools language
syllabus which

would maich the aspirations and cxpecrations of the pupils.
The result is a graded obicctves syllabus of the kind now becoming pupular
in MLT in Britais.

Eliciting such infuumation from clens, spunsors and prospective learners
remaing a problem, however, as may he obvious from questionnaires in which
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respondents are ‘asked to rank the importance they give to such language

functions as:

expressing want, desire, intention
expressing bewilderment

forbidding someone to do something

fes of many of the functions may be provided, &.g. blaming
the unfamiliar terminelogy can prove confusing to
informants. In any case, there is, as T have already noted in the discussion of
language functions, some ambiguity in the definition and realization of any
function, the context playing a crucial role. Thus, a questionnaire of
decontexmialized functions, catalogued rather in the manner of language
structures, may not prove to be very heipful when attempting to define
learners’ needs, whereas having the informants afk through those situations
hich they are required to use the target language may prove
he needs analyst. Unfortunately, such procedures do

Although examp
(t's your fault...),

and episodes in w
more enlightening to t
not form part of the typical needs analysis lirerature.

As will have become obvious during the discussion of the basis and
outcomes of needs analysis, the specification of learners’ needs tends to be
made in behavioural terms. Indeed, the Council of Europe’s specification was
quite comsciously formulated in this style. Such use of behavicural objectives
raises another issue, that of the pre-specification of outcomes in precise terms
to which the course designer, twacher and learner are expected to conform.
The contraversy surrounding behavionral objectives has already been aired in
chapter 3, from which it will be recalled that there is implicit in this argument
the conflict between fanguage teaching as training for ordained outcomnes on
the one hand and education for unexpected outcomes on the other.

There is, however, another side to necds analvsis because, as Johnson
(1982:41) points out, it ‘enables us discriminate between various learner
types, and to produce syllabus inventories (and courses) especially geared to
their needs’, although, as he observes, this only works satistfacrorily ‘as long as
we are dealing with groups having the same needs. In lingunges for general
(as opposed to specific) purposes, it is varely possible 1o predict the needs of
all Tearners. One selution to this difficulty is to attempt to define a common
care of functions relevant to all learners. [t is precisely this which the Council
of Europe project attempted to do. The funcdons listed in this COTINEN COre
include those which are associated with the general area of social interaction
rather than with specific occupations. Thus, all doctors or sceretaries or
dentists or engineers will greet, introduce and ask for information. Richterich
and Chancerel (1977/80) point out that needs analyses will contribute
information not only before the course, but during it as well. The formative
effects of needs analysis thus overlap with the formative influence of
evaluation, to be discussed in chapter 9. Indeed, many of the concerns and
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procedures of needs analysis and evaluation are similar. Each is concerned
with Informine decielan- fime - R

l?tlthiO.F{l ing decision making abour the aims, objectives, content and
methods of a learning programme. Although needs analysis has tended to be
regarded as a pre- ee 1t as {i) : i i
: C,h 1 d as a pre-course stage, I see it as an on-going process which will help
YO e o r RPN SRR H - ~1 . .

earners and teachers by providing ieedback according to which

SLIC.CE?E,.d]I}g stages of a programme can be modified, and in doing so, needs
analysis can make provision for the unexpected outcomes which, as we have
noted, are seen to be such an importnt aspect of education.

Type A Sylicbuses: Condlusion

What Type A syllabuses have in comumon is & basis in content. In this respect
they conform to the madidonal definition of a syllabus as an oreanized
statement of content of things o be learnt. AR syllabuses are ba;eti s}n
principles of selection and grading, although these will vary according to the
c‘ontent of the syllabus, Syllabuses which give priority o g‘i‘amma{iczi form
(1..e. structural svlabuses) will be based on such criteria as frequency
simplicity, leamability and teachability. Syllabuses which have meanine 1:*:
their priovity will tend to be based on the needs of the learner, which C‘;zm,f
aceording to whether they are short, medium or long term. )

SLA research has, as yet, had little impact on contenr syllabuses, although
it is clear that the concept of a natural order of acquisiticn must be taken incr.o
account in syllabug development in the future. It is also clear that abandoning
atiemprs af selection and grading would be premarare. Rather, a remnside:
arion of selection and grading in the light of SLA findings would seem to be
advisable. While input to the learner would lack the grammatical fne-runing
characteristic of traditional structural syliabuses, such syllabuses would varz‘:’
the language focus to march the developmental progress of the learners, since
attcmp[ing to teach items well beyond their existing competence is wasteful
amd. ineffective.  However, provision would also have t©o be made for
capitalizing on learners’ capacity 1o acquire, store and use unanalvsed chunks
as a Preiimimn'y 1o processing these items as part of grammatical dével@pment.

With the.,\tu%vstmnmn of functional for souctural content, needs analysis has
become an important stage in sytlabus design. The principles of needs analysis
are somplmgum?mnHy based, and procedurcs involving both the user
community {i.e. the 1arget language users) and the learner have evolved. Many
of LhLSL overlap with evaluation procedures, and in so far as needs ana.l‘;'sis iz
on-going, it merges with formative evaluation as a means of shaping both
syllabus and course. Hoth make use of similar technigues rincti,udin- ;
questionnaires and interviews. ) ;
Al

Ial

'!:(?ugh needs analysis has tended not to give much atrention to simational
constraints  on the content, scope and methodology of the !nm'v;:wc
curriculum, recent trends have emphasized the importanvca of means euia!v;%
as a stage in language curricuivm development. By attending to the pres;(:‘n\t
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situation rather than the situation in the future, such a shift has matched the
concerns of needs analysis with those of situativnal analysis and thus the
concept of needs-based syllabus design has been greatly extended and
enriched, albeit at the cost of adding a new set of variables.

While content-based syllabuses have become the norr, there are other
approaches to syllabus design, one based on topic and the vther on skills. The
former falls within the content-based category, while the latter forms an
intermediate point between Type A and Type 3 syllabuses. In fact, a complete
syllabus specification will include all five aspects: structure, funciion, situation,
topic, skills. The difference between syllabuses will lie in the priority given 1o
each of these aspects, any 6ne of which can become the leading or organizing
principle upon which the others are dependent.

The more elements which are included and specificd i a syllabus, the richer
it is, and the more complex the process of specifying the syllabus beeomes.
Furthermore, the richer the syllabus, the less choice is given to the teucher
and learner, thus raising basic issues regarding the educational effects of the
behavioural objcctives which are commonly associated with such syllabus
specifications. Ultimately, such syllabuses can become su rigid a scaffolding
that there is lile room for adaptation, improvisaton and growth. An
alternarive basis, which aftempts o make provision for such fexibility and
growth will be found in Type B syllabuses, the subject of the next chapter.

Suggested Reading

Overview

¥

A review of the state of the art of Janguage syllabus design from the vicwpoint
of the late 1970s was published by Shaw in a review article in Language
Teacking Abstracs i 1977, A more recent review, containing @ very good
selection of papers by Widdowson, Candlin, Breen and Yalden, has been
edited by Brumfe (Briush Counail 19844} in the LT Documents Series, and
indecd it is Brumfrs definition of syllabus from this source which has been
cited in chapter 1. Another collection of articles in the same series may be
found in ELT Dsciments 108, Nutional Syllabases (British Council 1980,
Meanwhile, the Jatest overview of syllabuses is found in Breen (1987).

MNotional—Funciional Syllabuses

The best introduction to notional—functional syllabuses is provided by Wilkins's
Notignal Syllabuses (1976). To find out what the Council of Furope’s praposals
contained, see The Thruhold Level, Van Ek (1975) and Hagerage, Van Ek
and Alexander (1977). ‘Their syllabus proposals stimulated a lot of discussion
at the dme, as is reflected in the fact that muech of an issue of L ipplied

]
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Linguistics was devored to this topic: vol. 271 (1981). Ir includes papers by
Brumfl, Paulston and Wilkins. For further discussion of notienal categories
in language teaching, see Crystal {1976}

A uriticisim of the notional-functonal basis 1o syllabuses by Widdowson is
found in a collection of his papers, Feahing Language As Commanicatio
(1978). A lucid review of syilabus design, including notoenal-functivaul
syllabuses, has been contributed by Furey to Trends Lunguage Syllabus
Design, edited by Read (1984). A discussion of the design and procedural
issues arising out of the move to semantically based syllabuses appears in

e Syllihus Desion and Methodology (1982).

For an example of the application of functional theory to syllabus design,
see fupp and Hodlin, ndustrial English (1975). Examples of syllabuses also
appear in Yalden, The Commuicutive Syflutws Luolutive,  Design and
ion {1983) and FPriciples of Course Design for Languuge Teaching
(1986). For a discussion which moves from syllabus to materials design, sec
Dubin and Olshtain, Cowrse Design: Developing Prograns and Materials for
ing (1986).

Realizativns of the functional syllabus in published materials can be found
in such representative series as Stuiegles, by Abbs, Ayton and Freebairn, and
Abbs and Freebairn (1977 onwards); Network, by Eastwoud, Kay, Mackin and
Strevens (1980%; and AMain Cowrse Fnglish, by Garton-Sprenger, fupp, Milne
and Prowse {1979}

Johason, Compunia

Fpleneen

Language Lew

Needs Analysis

Muaby's Communizative Syfubus Design (1978), though open to criticism (see
Davies 1981 and Mead 1982}, has provided a widely adopted and adapted
madel for identifying learners’ nesds. A seminar, in which the Munby model
was put o the test, ook place in 1979 and the outcomes were published by
the British Council (1979) as one of their Dunford Seminar Reports. For a
duta-bused appruach 1o needs analysis, see Freihoff and Takala (1974), while
for an evaluation of approaches ro needs analysis, see Cunningsworth (1983).
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introduction

in chapters 4, 5 and 6, 1 reviewed the characterisdes of anci._prifcipicsr
underlying Type A syllabuses, which are based on the pre—sq?ﬂcshc:mon of
content. T also reviewed skills-based syllabuses and noted the Importance of
incorporating a skiils component infto the language syl]_ab.u3 I DOW D L(j t}:}e
Type B wadition, which represenis a mave, ala‘ca.dy implicit in the‘ ok_u?
approach, from contept 10 Processes of 1earmng and Pr()f:c@mes 0f
reaching — in other words, 10 me(hﬁéoiog}': I shall begin by reviewing ;_O”‘.e_o
the principles underlying the Type B tradition, i.iﬂd then go on to look at the
process and procedural syllabuses in some detail.

Methods-Based Syllabuses

METHODS
’ |
| |
| B A
PROCESS PROCEDURAL
Learning focus Cognitive focus

Learner-led Task-based

; 111 1 o 2] 1555 ) 71 £ -
Under the Type B tradition, T have classified two rather cilfagrcni wypes of
syllabus united by a commen basis in methodelngy rather than i content. In
a s are very dissimilar, however, being based

most other respects, the syllabus
on rather different approaches. Of the two, only the procedural S}’“_:lbliﬂ has as,
yet been evaluated. In India its originator, Prabhu, has mried out this type of
syllabus on an experimental basis in a number of classrooms. By contrast, the
p'mcess syllabus, advocated by Breen and Candlin, has as yet to be evaluated,
one of the difficultes undoubredly being that it is by its very nature learner-
led rather than teacher-directed (as is the case in the procedural syﬂabus).
But what does ‘learner-led’ mean in this context? And what Is the
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difference between a teacher- and a learner-led syllabus? Briefly, there are a
number of bases
syllabuses are conte
broadly} selects and greanizes the conteny, following those criteria which have
been reviewed in the discussion of Type A syllabuses in the preceding
chapters. A more radical approach involves basing the syllabus on
methodology {or means), in which tasks rather than content form the focus.
While the aim of such 2 syllabus is to promote effective language learning, the
emphasis is on tasks through which languaze is used and learned. Such a
syllabus is still teacher-led, however, since the teacher is in control of the
selection and organization of the tasks.

A learner-led syllabus, by conmrast, will rake the direction determined by the
learners, so that it is fmpossible to predict in advance exactly what route the
syllabus will follow, since it is the pace and direction ser by the learners that
will dictate its shape. The fact that learners do follow some kind of internal
syllabus has been referred 1o on a number of occasions, and it is this kind of
learner-led syliabus which consttes the basis of the programme to be
followed.

Fo return to the house-building analogy, a learner-led process syllabus is
rather like building a house a scction at a ume, with only a general idea of
what the final dwelling will be like. The only aspect which is likely 1o be
agreed on in advance is the ultimate outcome, though even that will have 1o be
negotiated among participants before construction. This does not mean that
the teacher is completely powerless, entirely at the mercy of the learner. What
it does mean is that a very different view of the teacher’s and learners’ roles is
implied by such an approach, and, as we shall see later in discussing
innovagon, such redefinition can be a powerful factor in inhibiting change. In
this, among other considerarions, we may discover a reason for the striking
shortage of pgible examples of the process syllabus.

upan which a syllahus can be developed. Traditionally,
t- and teacher-led, that is, a teacher {using the rerm very

Approaches to Learning

Both the process and procedural syllabus are influenced by views on the way
learners learn 2 language. An accumulating bedy of research into learners and
learning (see below) has given support (o the iden that some learners are more
cificient language learners than others and that different people have different
ways of learning. In one sense the picture has been clarified; in another, it has
been made more complicated.

The growth of interest in the learmer has been one spin-off of the
Chemskyan view of langnage, from which has evolved 2 rcassessment of the
role of error in both native and second language learning. Instead of being
viewed as ‘vicious tendencies’, errors could be viewed as evidence of learning,
and, indeed, the systematic study of learners’ errors has revealed that in both
L1 and 1.2 learness proceed through progressive stages, each governed by a
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cunsislent set of rules whose salient characteristic s that th(jzyl differ Af’rom the
rule system of the adult form (in the case of children acquiring their L}% oz
the target language form (in the case of second language i.ear';‘mfs).. .IH b?fz\m,
Inieranguage’ is the term given to This lasguage sysiem which is independent
of both L1 and LZ. ' .

Puaralicling the linguists’ concern with the processes of hmguage.ac%umu-n?
has been the development of a similar intercest amony educationists a;)d
educativnal psychologists (€. Entwhistle 1981) in ic;xi‘m.;zg processes, bd.bl;'-d
on cognitive theories of information provessing and learning. F.rgm a conc,.‘f’zm_
with f;ndl..ug out how learners learn, it is no 5;@111 step to organizing a learning
programme around the enabling skills thus identified. Such an appro.aicF to
curviculum will be means- rather than ends-based, alihough some nouon.()f
farger performance skille must be taken into z%ccm.m{, ‘bi;C:iusc an FXCI?S:%V?
copeertl with means can lead 0 the provision of a directionless set of learning
EXPETIENCES. o A -

There are three main sources of informarion on th‘e way leamm."s g0 about
jearning a language. The first consists of that body of 1'8:5(::11‘@1 A hicl: 15{ (.)ﬂen
subsumed under the heading ‘Goed Language Learner S‘iudms. (c.g. Naiman
etal 1978 Pickerr 1978). The second is a collection of investigations based
on subicuiil\‘c data derived from introspection and self—s'eport {e.g. C?}wﬂ aAn.d
Aphek 1981, tosenfeld 1976, 1977, Wenden and Rubin EQS(}I). The _t}md
falls outside the field of language learning as such, and is based. on
invesligations inte cognitive styles and strategies on the one .haﬂd, and (mm
smudents’ approaches to learning on the other (e.g. Wilkin etal. 1962,
Frarwhisde 1981). o

Of the two approaches to syllabus design subsumed under E ype I3, the
process syllubus shows the greater influence from these suurces of m{fn:mﬁaun
on how learners approach learning. Indeed, as we shall see, Organizing the
svilabus aronnd learners’ learning preferences Is an luportaut feature of the
p&ocess syllabus proposals. In comparison, the procedural syllabus shows
more direct influence from SLA theory and research.

The Process Syllabus

METHOD

PROCESS
[.earning focus

Learner-led

The rationale for the process syllabus is an educational rather than a linguisac
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one and this is reflected in the proposals Breen and Candlin have put forward,
the latter pointing out that ‘targets {or language learning are all too frequently
set up externally to learners with little reference to the value of such targets in
the general educadunal development of the learner’ (Candlin 1987). Candlin
(1987) and Breen (1984:86) bath repudiate a means-ends approack 1o
curriculum, observing that ‘cven & predesigmed plan . . . is inevitably and
continually refuterpreied by ourselves and by our learners.” Farthermore, they
say, there is always a disparity between intention and reality, and Candiin
(1984:32), while acknowledging that such a tension between ‘what is” and
“what shuuld be” can be valuable, asserts it can only be 5o ‘if the should-be is
personal and unchartered, not imposed and pre-defined.’ The similarity of
this view to Stenhouse’s is not accidenial, since Candlin guite overtly draws
upon his curricelum philusophy (as described in chapter 3).

Candlin (1984:34) goes on o argue for an interscrive syllabus ‘which is
social and problem-sobving in orfentation rather than one which transmits
preselected and often predigested knowledge’ and he suggests a refrospuctive
syllabus, the product of the kind of negovation and evolution which actually
goes on in the learning milieu. Indeed, it is likely that most reachers, if asked
to compare initial plans with eventual ourcomes, would acknowledge that what
they and their studens aciually did during the course of a vear did not exactly
match what they thought they would do. Inevitably, there is a process of give
and take (or negotiation) which determines the eventual journey and possibly
even the destination. Candlin’s proposal is, in part, to build this process of
negotation into the system rather than o ignore it

Candlin summuarizes his proposals in figure 7.1, in which the planuning of
language learning and teaching occurs at two levels: curriculum and syllabus:

Prospective
STRATEGIC PRINCIPLE

Curriculum guidelines

£5 |
Iz § Dialectic process
% © 1 1
o >
W @

\ + + i 7 af learning

Syilabus accounts of contant
_of procedure
TACTICAL ACTHON Planning level i

Retr
and prospective

Figure 7.7 The process model
{from Conrdlin 1987)



98  The Type B Trodifion

At the level of curriculum guidelines we would find statements about
Jearning in general and fearning of particular subject-reatter, indicatinns
of learning purpose and experience, [Ergets and modes of evaluarion,
role relationships of teachers and learners, as well as banks of learning
items and scripts with accounts of procedures for drwing on these,

exploring and expanding their boundaries. (Candlin 1987:5}.

The joint planning between teacher and learners concerns ‘everyday decision-
making’, which leads to three kinds of syilabus: (1} language learning, (2
content and (3) actions - tof what was explored and how that was
accomplished’ (Candlin 1987:6): “What we have, then, as {the figurc} indicates,
is a dialectic process between the level of guidelines and the level of
syllabuses, by means of which the accounts of classroom work can effect
curriculum change.” Breen takes such proposals a step further in a model
which moves away from knowledge of abifites and skills for commumication
and from ends towards means. He suggests that, in addition to a comtent
syllabus, there should be a second kind of syllabus, co~existing and supporting
the frst. This second kind of gllabus “would be a phan relating to the teaching
and leaming process made available by the classroom’ (Breen 1984:54). The
process syllabus he advocates would involve the learners in designing the
programme of learning, and the approach atempts (o deal with the question,
‘How might we best realize and involve the learner’s own principles or
()rganizat;en when confronted with new knowledge” Such a syllabus will be
concerned with joinr parteipation by teacher and taught, with the procedures
to be adopted and foligwed in negotiating content, methads and objectives,
and with the decision-making related to these. In short, the svliabus addresses
the question, “Who does what witt whom, o what subject-matter, with what
resources, when, how and for what learning purpnses? Figure 7.2, from
Breen (1984), provides his own summary of the process syllabus, in which it
can he seen that there are a number of levels through which participants
proceed in a continuing, cyclic process.

As ousdined by Breen, the syllabus appears =
cither incomprehensible or unwarkable. This s unfortunate, because,
whatever impression may be given by the terminotagy and the diagram, the
proposals are not as allen as they might at first seem. Any teacher even

bstract and, to many teachers,

vaguely familiar with individualized learning and the organization and use of

resource centres will find much that is familiar, since both of these involve
jdentifying learner needs, wants and preferences and directing the learners 0
ApPropriate TESOUTCES.

What Breen is proposing is in many ways an extension of such a practice,
but whereas individualized learning and resource centres have tended to be
something exira attached to an exsting programme, here they would become
part of the very basis of the syllabus. At Level 1, the class and teacher will
negotiate general aims, procedure and content, thus providing an overall
direction to their activities. The processes of discussion and participation
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; .
level 1— ¢ Decisions far classroam language learning

Relating to participation, procéduré and
subject - matter
Who does what with whom, on what content,
with what resourcaes, when, how and why?}

Level Z - j Alternative procedures i
|
]
Ta be chasen from and agread upon as
basis for 'working contract’ of the
classraom
Level 3 - { Alternative act!

To be selected from on the basis of
appropriateness to decisions at
ievel 1

Level4— ¢ Afternative tasks ]

To be sgiected and undertaken within
activities

On-going evaluation

of chosen tasks, activities and procedure
concerning their appropriateness and
effectiveness in relation to initial
decisions made

Main characteristics: Framework of questions requiring
joint decisions in the classroom and an ‘index” or ‘bank’
of alternatives reguiring agread choices. Each level or
elermnent interrelatas with the others — a higher level
entailing those below it

its actual use involves continual evaluation and, thereby,
a cyclic process through the levels from tevel 1 to 4 and
from level 4 back to level 1 again,

Figure 7.2 The ‘levels’ or elements of a process syllahos
{from Breen 1984)
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through which agreements are reached are regarded as important, bcc:Au%e
they will involve genuine communication and personal commitmens within
what is termed ‘the classroom arena. The syllabus will, in other words, be
based on opportunitics made available by the classrcom and the processes of
learning.

In the second level, the teacher and students will agree on procedures to be
followed in reaching their agreed upon aims, while in Level 3 alternative
activities will be chosen i so far as they are appropriate © the aims and
procedures agreed in Level 1. Fach activity will embody a range of tasks, {rom
which, again, a negoliated selection will be made. Throughout the protesses
of discussion, selection and agreement, students and teachers will be
evaluating the tasks, activities and procedures in the light of their :)riginai aims
and plans, made at Level 1. Such evaluation will be continuous and ffm':nauv.c,
informing decision-making at each stage and, if necessary, resuling in
alterations to earlier decisions or changes to the choices about © be made.

One can imagine such a process syifabus in action. At the beginning of a
course. teachers would review their knowledge of the students — their
t‘,harac{eristics, their previous language learning experience, their past resulis
and future needs. The students’ perception of their needs would be elicited by
questipnnaire and discussion, as would their preferences for content, skills
and learning activities, It might be, for instance, that the students were
particularly keen 1o be able te understand public announcements in the targe
language, possibly because of recent experience on recent of plannec‘i trave
ahroad. Students and teachers could together decide what kinds of public
announcements were cnvisaged, how well the students wished o be able to
comprehend them, what difficuldies they had had or anticipaied, and so on.
Dhiscussion could then focus on available materials and how they mighr be
exploited, c.g. in the language lab, in small groups in the classroum, as a
whole class activily, etc. An agreement would be reached on how, how much
and when such lstening materials would be used and how teachers and
students would evaluate suecessful learning.

After this stage participants would begin work, following the agreed
‘oom activity and teaching maierials, Evaluadon of the

methods of cls
learning expericnces would take the form of discussion in volving both learners
and reachers, and such matters as the match between methods and student
Jearning strategies and techmiques could be aired, and solutions to the
learning problems could be shared. Such guestions as the following would be
asked {cf. Candlin 1985, citing Dam 1985):

What are we/am [ doing?
Why are we/am 1 doing it?
How do we/l go about it?

Whar can it be used for?
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Through such discussion, both the content and the processes of learning
would become part of the language learning experience. At the same dme, the
learners would be assuming some control over the directon and methodology
of the teaching/learning programme.

Clearly, the stmulating propo
forward are a nuanifesiation of progressivism, and they draw on the curriculum
philosophy articulated by Stenhouse as well as the ideas set out by such
radical educators as Freire (1970}, whose concepts of praxis and dialogue ave
an integral part of Breen and Candiin’s approach. However, like all such

5 which Breen and Candlin have put

utepian propusals, there will be problems of implementing them in the world
of everyday affairs, and it is as well to consider what some of these contraints
might be.

The first problem is that there exists no evaluation of such a model in
practice. The fact that language curriculurm cvaluations are thin on the ground
does not invalidate this criticism — all proposuls for curriculum development
should be evaluated ar every stage, and the process proposals are not exempt
from this requirement. Secondly, as with Stenhouse’s process curriculum
proposals, the process syllabus calls for considerable professional competence
and cunfidence on the part of reachers. Although curriculum development {(of
which syllabus design is an aspect) may be a good vehicle for teacher develop-
ment {by extending professional skills through INSET (in-service education
of teachers), there are situations where such development is at worst not
feasible or at best Is very difficult (cf. Kouraogo 1987},

This brings us 1o the third criticism: there is inadeqguate provision within
the proposals for relating the syllabus to the context in which it will oceur.
There may be many cultural barriers to the implemeatativn of such a syllabus
which, by its very nature, tends to challeny
of authority. Pourth, and related to this last pomt, is the redefinition of roles
which such an approach to syllabus design entails. It is not only the teacher
who has to change roles — the students do wo. Lven in a situanon where
students may hope for or demand more | i
their learning, accepting such participation reguires the assumption of
responsibility and efforr, neither of which may be willngly shouldered by
students when the fime comes (see Rudduck 1973, for instance)) Further-
wore, the ubdication of certain areas of authority by the reacher may be very
unwillingly undertaken.

re comventional or accepted notions

dun in decisions to do with

Quite apart from these problems, there are other practical ones as well.
i involves the ubandoning of the single textbook, the
mainstay of many language courses in which the textbook equals the
curriculum. It s difficult to see how a process syliabus as outlined by Breen

Such a process sylh

and Candlin would be compatible with the wuditional reliance on a textbook,
even when it is supplemented by shilli-based materials. Instead of using one
main exthook, the teacher would be required to draw on a bank of matertals,
some of which could and would probably be published wxtbooks and
supplementanes, Questionable though reliance on a textbook might be, itis a
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tradition which dies herd, while in many situtaions the coursebook is all the
fard-pressed or underskilled teacher has to rely on. What price the process
syllabus, then?

Finally, we come to the question of aims and ohjectives. As we noted in
chapter 3, behavioural objectives are regarded with suspicion or even distaste
by some educationists, thongh such suspicion may derive more from the
source of the objectives than from the aims themselves, as there is a tendency
for objectives to be defined by authorities other than the teachers, stll less the
students. This places teachers in a dependent and non-participatory role
within the decision-making process, and such a posture is, within the ideclogy
underlying -a process curriculum, untenable. One response is to reject the
presetting of ends and to concentrate on MEans.

Within language teaching, such a position seems equally unterable, given
the means—ends narere of language pedagogy (cf Stern 1984421, 501}
Although the process model does nor advocate ignoring aims, the emphasis on
process and procedures rather than on outcomes could result m an aimless
journey. There is litle point in substituting a pedagogical magical mystery
tour for a reasonably well-cdefined educational destination and such a warning
may need o be kept in mind when replacing prescripton by negotiaton.

The Procedural Syllabus

METHOD

PROCEDURAL
Cognitive focus
Task-based

The procedural syllabus is associated with the work of Prabhu, who has
developed a ‘learnigg-centred’ (as opposed 1o learner-centred) approach to
language teaching. Working at the Regional Institute of English in Bangalore,
Prabhu shared the growing dissatisfaction with the Structaral-Oral-Situational
method which had been developed and disseminated as the pedagogic
orthodoxy in the 1960s. Taking the work of Palmer, among others, as a
theoretical inspiration, Prabhu has evolved an approach which is based on the
principle that the learning of form is best carried out when attention is given
to meaning, and since 1979 in India 8 classes of children ranging in age from
% 1o 13 vears have been taught by the methods developed by Prabhu and his
colleagues. Early in 1984, the project was cautiously but favourably evahpated
by Bereua and Davies (see below), and their report was published in FLT
Journal a year later, Meanwhile, and almost inevitably, some controversy has
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suir‘oumled the project, finding expression in a paper by Greenwond (1945).

‘fherf:mare S.EVCI‘ZII notable features to the Bangalore/Madras Communi-
catiomal Teaching Project {CTP), as it has come to be known. Linlike some
theo.rists (e.g. Krashen), Prabhu has been very modest about the wider
app.hs:nrian of his approach, which is based simply on the fndings of the
project Also, unlike the process syllabus discussed earlier, the Banealore
project and the procedures to which it has given rise have been suhjic[ to
public scrutiny. Indeed, it could be said that a project which has for the most
part been described in relatively obscure publications (mostly emanating fom
the Regional Institute, Bangalore) and which has involved about 300 c}?iidren
Eli.'ld less than a dozen teachers” in southern India, has generated
d?.fspmpgri:iomue amount of professional interest. Forrunately, Prabhy has
.%umseif now provided an account of the project which will be available to an
international audience {see Prabhu 1987) and it ts from this source that | have
largely drawn.

At the basis of the CTP are tasks which engage the learner in thinking
processes, the focus of which is compledon of the task rather than learnin;
the language. Such task-based teaching is intended © enable the learners, in
due course, to achieve ‘grammatical conformity in their use of language’
which is helieved ‘to arise from the operation of some internal svsrim C>of
abstract rules or principles’. This process of ‘internal system«deveiopmem’
was believed 10 go on ‘at a subconscious level of their minds’, and the system-
building would be "

activated or furthered by immediate aceds v understand and express
meaning but, once activated, capable of going bevond what is st}ictl}f
called for by those immediate needs, achieving grammatical conformity
in addition to communication. Leamers engagad in task-based acrivit;'
are, af any given tme, meeling the demands made on IheiJr
understanding and  expression by bringing into play such internal
systems as they have developed so far {which, being in formative stages
may lead to miscomprehensions or ungrammatical expression) bu, ir;
deing so, they are also developing those svstems o lirtde further.

I have summarized the CTF madel below.

lask ~» Learners” Cognitive Processes — Task compledon
Conscious Meaning-bulding Meanings undersrood

or conveyed

Unconscious  System-building Grammatical system

developed

“Fask-based teaching’, says Prabhu {(pp. 69-70)



104 The Type B Tradition

operates with the concept that, while the consvious mind is working out
some of the meaning-content, some subcunscious part of the mind
perceives, abstracts or acquires for recreates, as & cogiitive structure]
some of the linguistic structuring embodied in those entilies, as a step in
the development of an internal sysiem of rules. The intensive exposuirc
caused by an effort to work out meaning-content is thus a condition
which is [avourable o the subconscious abstraction —or cognitive

v
1L

e

formation — of language struchure.
Ie points out that the acquisition of any element in language structure is 0ot
ake several instanves of intensive

‘an instant, one-step procedure’ for “it may
abstraction s made, or

exposure to different samples of language before any
formed, and partcular instances may or may not Jead to
any such result’ Indeed, it is only ‘recurrent effort at comprehension fwhich]
thus leads to recurrent deployment and o the gradual growth of an internal
linguistic competence.” Prabhin repudiates any attempt o develop the language
s, poiniing out that it is not the job of language

system by formal means,
teaching to discover the various aspects of the internal system (this is the

linguists’ job), but 1o devclop the system iz the learners:

cognifive structure

the internal svstem developed by successful learners is far mure cunpiex
than any grammar vel constructed by a Hnguist, and it is therefors
unreasonable to suppose that any language learner can acquire 2 deploy-
able internal system by consciously understanding and assimilating the

rules m a linguist’s grammar. (p. 72}

He emphasizes (e point that “teaching a descriptive grammar is Jikely - as has
pointed out at varivus times in the history of language pedagoygy — 16 promore
in learners an explicit knowledge of that grammar, rather than a Jeployable
internal system.” Prabhu also draws attention to the nismatch between the
prganization of a descriptive grammay and the organization of the learner’s
jaternal system —a point which T have already noted in references 1o research
into language acquisition. He notes that the wssumption that ‘the developmont
of the internal system is a discrete item, additive process . .. goes couniet 10
the highly plausible perception in interlanguage studies that the process is a

holistic one, consisting of a sequence of wansitional systems.” Thus, a
linguistically graded syllabus s rejected in favour of a task-based one, in

which the tasks are selected and graded in terms of coguitive compiexity. The
language selection which arises from such a sequence of tasks will be based
on ‘the needs of the activity/discourse and manageability for learners’.

The Tasks

Since a grear deal of whar is done in the procedural syllabus i3 related to
tasks, a list of some of the tasks used in the C'TP may serve to illusirate the
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?15; of the approach in recognizable termis. Here are some of the rasks glven
5y Prabhu, The : ering fol the order in his lis 5 p ing 1l
o) : ! wumbering follows the order in his Hist, thus reflecting the
sequencing of the rasks.

i Diagrams and formations
a Naming parts of a diagram with numbers and lerters of the
alphabet, as insrructed.
b Placing numbers and letters of the alphabet in relation to one
another, a3 instrucied, o arrive at particular formations.
¢ Placing letters and aumbers in given crossword formats; construci-
ing/completing such formats, as insgructed.

oy

Maps

a Finding, naming or describing specific locations on a given map.

b C.‘Oni?)LI ucting/coimpleting 2 map from given descriptions/instruc-
tions.

¢ Deciding on the best rouie from one place te another; giving
directions.

¢ Deciding on the best form of transport {given information on bus
routes, fares, efc.).

f Making decisions on good/bad siting {e.g. of 2 new hospital or
school).

0 a Working out the monev needed to buy a set of things (e.g. school

stationery; vegetables), from given price lsts and needs.

Peciding on qualides w0 be bought with the money available;

inferring quantities bought from the money spent. 7 ‘

¢ Discovering errors in bills; inferring when an underpayment/
overpayment must have taken place.

d  Deciding between alternatives in shopping (e.g. between a small

o

store nearby and a large one which involves lower prices bur
expenditure on wanspori).

Working out possibilities of saving, from informution about incomes
and expenses.

b

16 Stories and Dialogues

a Listening ro stories (of a ‘whodunit’ kind) and completing them
with appropriate solutions.

b i.{c-:adl.ng stories or dzfﬂogues. and  answering  comprehension
questions {particularly of an inferential kind) on them.

¢ Completing or contdnuwing given dial
situatons.

d Identifying factual inconsistencies in given narrative or descriptive
accounts.

SUes, as appropriaie 1o} gi\fen
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18 Personal details

2 Finding items of information relevant to 2 partcular situation in an

individual's curriculum vitae.

& Constructing a curriculum vitae from personal
Organizing/reorganizing a curriculum vitae for a given purpose/
audience.

d Working out ways
information supplied by the objects.

information.
of tracing the owners of objects, from

These tasks will not strike most readers as being particularly innovative, since

such tasks are the stock-in-trade of many language teachers. What is claimed
to be innovative is the way the material is used, Instead of
s} focus on the task, and such atlention to

language, the teacher (and learne
language as occurs is in order to complete the task. Furthermore, althaugh

language errors are corrected, they are only repaired by the teacher offering
(ot eliciting from the rest of the class) the correct form; there is no atternpt to
focus on the language and to provide a rule of grammar or spelling.
Such language repeir is what Prabhu (p. 41) calls ‘incidental correction’,
contrasted with ‘systematic corrcetion’ in which there is ‘a larger intevruption
of on-going activity to focus learners’ atfention 10 an error thar bas taken place
by providing an explanaton of a set af other instances in the hope of

foocusing on the

preventing a recurrence of the error.’

TFach lesson consists of two stages: a pre-task and a task, 1t is the purpose of
the pre-task to provide a ‘public), teacher-directed run through of the task,
but with different content, so that aithough it is similar, 1t is not actually the
same as the task the pupils will do themselves later in the lesson. The pre-task
enables the teacher to judge the pupils’ comprehension of what is invaleed,
and from this judgement the teacher can, if necessary, hreak the task down
into smaller, more comprehensible and more manageable units. The task itself
is ‘private’ and, although the pupil can seek help from peers or teacher, the
iden is that it will be completed individually. Prabhu summarizes the sequence

as follows:

the pre-task and task patern divides a lesson desirnbly into an initial
period of whole-class activity, teacher-direction and oral imteraction and
a later period of sustained self-dependent effort by learners susmined
reading (or sustamed listening, when the task is presented orally by the

teacher) and some writing. (p. 55)

What is important in such task-based ieaching is the maintenance of the
pupils’ effort to understand, ‘since it is this effort which brings sbout a
preoccupation with meaning and a contingent struggle with language”
Because repeated failure woukl be demoralizing for the learner, the concept
of a ‘reasonable challenge’ in the tasks is important. Learners ‘should not be
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able to meet the challenge too casily, but they shou/d be able 10 meet it with
some effori.’” The criterion for judging the reasonableness of a task was
that approximately half’ the learners in the class should be successful on
approvimately ball the task, as revealed by marking their work. It was also
found necessary to have a regular change of task types after every few lessons
for veasons of over-familiarity leading to ‘fatigue’. )

An imporrant charactenistic of caretaker language (as used by parents,
teachers anc other care-givers) as input to the learner is that, although there is
simplificadon, caretakers rarely indulge in the kind of simplification which
gives rise to ungrammatical language. However, In peer-group interaction in
the targei language, instances of such ungrammatical language are legion,
resulting in the provision of Junky input’ (Selinker, Swam and Dumas Eé?S}.
One concern of the Bangalore project was to avoid the effects of such junky
input during that phase of learming when, through opportunites fo}
production, the lesrners’ grammatical system is “firming up’. This meant that,
although opportunities for group work were by no means ignored, it was
underplayed. The reasons for this are discussed by Prabhu:

lﬁ)ctpioymem ... ls a process during which learners’ internal systems get
firmed up (in production as well as in comprehension) and d;'evisedbor
extended (in comprehension). Opportunity for revision or extension
arises when there is a mismatch between the internal structures being
deployed and those embodied in the sample of language beiu;
processed— when, that Is to say, the internal system encounters ‘snperio}
data’ or, in other words, samples of language which embody a more
highly developed internal systemn. Tt is therefore important for learners’
imternal systems to be continually encountering ‘superior data’” so that
the process of firming wup is halanced by a process of revision and
exrension. Since differences between the internal systems of different
learners are much smaller than those between the internal systems of
the learners as a group and the teacher, sustained interaction between
icm.‘n-ers s unlikely to provide very much oppormanity for system-
revision. As a result, the effect of learner-learner interacton will lareely

be a firming-up of learners’ systems. o
The consequence can be the risk of fossilization of the learner’s inrernal
system.

Although woluntary consultation or collaboration’ between learners was
:slh)we‘d,‘ there was no pressure on learners to engage in such interaction {as
there is in group work intended o promote interaction in the target language)
Furthermore, Prabhu makes the perceptive point that not all leim]ers likg E().
have 1o take part in group work and may feel humiliated in front of their

peers, even though they may accept loss of {ace in front of the teacher who is
k)

in any case, regarded as a superior.
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ThéBdﬁgGic}fe/Madros CTP: An Evaluation

Prabhu, as may be clear from the guotation | ha"ge taken from his account,
puts forward a convincing and well argued case. What, though, are the resulrs
in pracice? ) |
One account of the Bangalore project had already been published by an
outside observer (Brumfit 1984d) when Beretra and Davies undertook an
evaluation of the project in 1984 (Bererta and Davies 1985). Their purpose in
secking an ovaluation was ‘o assess through appropriate iest‘g, wl'wther there
is any demonsteable difference in terms of attainment in English between
classes of children who have been taught on the CTP and their peers who
have received nommal instruction in the respective schuols” Bererta and
Davies point out that, given the complexity and difficulty of designing a
satisfactory research procedure o evaluate methodologies, the history of such
Which? type comparztive studies is not encouraging {a point also made by
Cronbach (1663), some 20 years earlier), Because the CTP was Dot set up as
an experiment (with matched control and experimental groups), Beretta and
Davies had to use intact classes, rather than operate in a ‘stripped down
enviromment (Beretra 1986a), with consequential limitations on the vaiiﬁit}‘j}f
their findings. Three hypotheses were raised (Beretta and Davies 1985:125):

i There is a difference between the language abilities arising from form-
focused teaching and those arising from meaning-focused teaching. Thus, we
expected each group to perform significantly better on 158 own achievernent
tests.

2 Acauisition of non-syllabus-based structure is best achleved without

5 » 3 ; ] . IS A .
focus on form. 1f this were true, experimental classes would do significantly
hetter than control classes on the proficiency tests of contextuulized grumanar

and dictation.

3 Siructure acquired wifioat focus on forn is more readily available for
deployment than structure learned with focus on form. For this w be
confirmed, CTP groups would have 1o score significantly higher than control

groups on the proficiency test of listening/reading comprehension.

They conclude that the requirements ol the first and third hyputheses were
f’uli"‘si]eé, while “The second hypothesis .. is partly borne out.. .. in sher,
the reswlts reveal a pattern which is comsistent with the first and third
hypotheses, and in part consistent with the second (and ceniral) ix;-;_)@i'ic?%b.‘
Finally, Beretta and Davies (p. 126) says that while admiting the bmitations
inherent in their study, ‘we regard the results as being, on the whole, positive,
and conclude that they provide tentative support for the CTP clalm that
erammar construction can take place through a focus on mcan_ing alone.” In
contrast o these cautiously phrased conclusions, one writer (Greenwood
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1985} has been guite sceptical, suggesting that none of the accounts of the
project had offered sufficient evidence to evaluate the claims made for the
procedural syllabus  and  its associated methodology. The  subsequent
publication of the Beretta and Davies report and of Prabhu’s own account of
the project dous not altogether diminish the doubt Greenwood voiced and,

although theoredeally the procedural syllabus has much in i favour — as

o

Prabhu himselt has so eloguently argued - commitment to a particular
viewpoit can give rise to a vested interest which supports rather than
evaluates the very principles the project set out to demonstrate. Is Greenwood
observing that the emperor really has no clothes? Forrunately, the curious or
seeptical reader has an opporiunity to investigare the guestion Farther by
referring to the publications I have drawn upon in writng this account. In any
case, the debute on the procedural syllabus is unlikely to diminish.

Which Syllabus?

From our review of syllabuses, it will be clear that the would-be syllabus
designer is faced with a rather bewildering choice. Although attempis can
be ~ and indeed, have been — made 1o combine different types, as in hybrid
and proportonal syllabuses, there Is a basic incompatability between Type A
and Type B which might make some combinations or compromises
unworkable. Thus, it is difficult to iragine how a structurally based syilabus
could be combined with a provess one without compromising the theoretical
principles upon which each is based, since the pre-selection and ordering of
structures  which lies at the heart of a structural syllabus are quite
incompatible with the aveidunce of such a pre-specification in a process
svllabus.

The answer w the quostion, Which syllabus? wall be Inflicnced by wwo
factors. Firstly, it will be recalled that, in his definiton of syllabus, Brumbr
{1984:73) pointed out that “It 5 a document of administrative convenience and
will only be partdy justified en theorstical grounds and so is negodable and
adjustable.” This means that the choice and definition of a syllabus will be
influenced by policy rather than principle, a point which curriculum
developers ignore at their peril. Decisions about syllabus will, therefore, be
subject to the values and aims of the learning system iself, Such influences
are less to do with what has been demuonstrated by theory and associated
research than with what is based on custom, belel and convenience. Any
curriculum choices tend to be compromises reached by negotation (Weston
1979 among individuals with divergeat interesss (Jenkins and Shipman 1976).
Furthermore, from the point of view of introducing a new syllabus, the
evidence from innovaiion studies (to be discussed in chapters 8 and 9)

suggests that compatability with aevend practices 5 a characleristic of
suceessful nonovadons.

When we come to the theorctcal justification of a syllabus — the second
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factor — we find ourselves in very deep water, since the evidence accumulated
from SLA rescarch throws considerable doubt on wraditonal justifications for
Type A syllabuses. The general tenor of such research findings is that it is
methodolygy rather than organization which may hold the key to successful
language teaching — and learning. Reference to the characteristics of an
optimal learning environment, outlined by Ellis (1984), will reveal that at least
half the features concerned fall under the heading of ‘procedure’ rather than
‘design’, although some will be linked 1o design decisions.

On the queston of empirical demonstration of the effect of organization
and procedures on learning outcomes, with the exception of the Bangalore
experiment there has been no really concerted effort to evaluate any approach
in acrual operation, although there is a growing body of research into the
effects of procedure on language learning in tutored setiings (e.g. Aston 1986,
Doughty and Pica 1986, Long 1981, Long and Porter 1985). While there are
difficulties in comparative “Which?’ type research, as I noted earlier, we
should not be deterred from requiring both rigour and caution in adopting a
new approach simply because it is theoretically more s“.Js‘r}mg, nor hecause
some research, with little ecological validity as far as typical learning milieux
are concerned, lends weight to a theory that there is a natural order of
acquisition or that children pass through a period of learning holophrases or
unanalysed utterances.

Theary-driven practice can be unworkable because practice is so complex,
as the ultimate fallure of audio-lingualism, based on Hoguistic and
psychelogical theory, has revealed. Most language learning takes place in the
classroom, which can disturb the mtdunous based on evidence acquired
under conirolled or experimental conditiems. Attemprs directly 1 work out the
implications of language acquisition research in the classroom —either in
terms of syllabus design or pedagoagical procedures — may not yield the results
anticipated, and for this reason we must be cautious.

We must also take account of what langoage teaching aims are. These aims
may be of wo kinds in an educational system: firsthy, 1o acquive a knowledge
of the second language system and cubture; secondly, 1o acquire the ability o
perform with some degree of fluency in the second language, that i, 1o
develop communicative competence. These are two very different aims, and
the design and procedures for one will not be appropriate for the other —a
lesson which should be clear from the historical review i chapter 2.

If priority is given to language as product, a Type A content syHabus will be
mast appropriate. If) however, priority is given to the process of developing
second language competence, a Type B syllabus will be preferred. Within
these two general syllabus types, a choice may be made between sub-types,
according to the needs and circumstances of the learner. Thus, a notional-
functional syllabus, in which — at least inifially ~ the focus is on useable
chunks of language, will be appropriats when the aim is a limited fluency in
the target hmgnave. If, however, the aim is to develop a Hexible and adaptable
conwrol over the target language, a process or a procedural syllabus is likely to
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be more appropriate. In the end, a hybrid syliabus will probably result, not
stmply because of theore nwl considerations, bur because, in the day-to-day
world of teaching, this will be the compromise which satisfies most interest
groups, and [ persomally would find it difficult 1o argue against such
pragmatic sointion.

In any case, the chaice of svilabus type will be determined nitially by the
aims of the edvcation systewn. Clarity of aims, as will be emphasized in the
discussion of managing curriculum development in chapter 9, is essential,
Once aims have been clarified, the choice of syllabus type shouid be made
with a full awareness of what is and what is not possible within the constraints
of each syllabus. Confusinn over such matters simply leads to frastration and
disappointment. For instance, a notional-functonal syllabus is not the best
choice if the aim is control of formal accuracy, and policy-makers need 1o be
aware of this. If, however, both accuracy and fluency are aims, consideration
must be given to a combination of functional and formal syllabuses of the
hybrid or proportional type.

Even with such considerations in mind, disappointments and frustrations
will still arise. T think this is inevitable if too narrow a view is taken of
language teaching. Language teaching is concerned with more than the choice
of the “best’ syllabus, and an excessive amount of tme and effort can be
devoted to the selection and ordering of content, while giving insufficient
attention to questions of methodology; to the numercus factors which should
influence cheices of design and procedure; and to the practical issues of
implementation. What I am suggesdng, in {act, is that o focus on content is
too restricted and that the language educator needs to draw on the principles
and procedures of curriculum studies and to apply principles of effective
management, the latter being the subject of the following two chapters.

Suggested Reading

Good language Learner Studies

A seminal paper in the good language learners studies is Rubin (1975), while
two important studies are Naiman etal., The Good Langnage Learner (1978)
and Pickew, The Foreign Longuage Learning Process {1978). Observational
studies include Wong Fillmore (1982) and Saville-Troike {(1984).

Infrospection

Investigations based on inirospective data have been published by Hosenfeld
(1976, 1977) and Cohen and Aphek (1981) and Cohen (1986). A more recent
study by Wenden (1986) is in the same tradition. A collection of papers on
this topic, [,cu’aramr Strategies, has been edited by Wenden and Rubin (1986).
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Process and Procedural Syllobuses
Unfortunately, little has been pubiished on process syllabuses, so we mutﬁt rei)j'
on lareely on Breen’s (1984) and Candlin’s (1987) accounts of . We are
oY - A S - o
rather better off for descripdons of the procedural syllabus, as zh?ze are
. e (16 e
accessible and readable accounts by Johnson (1982} and Brumfi .U )bfd), as
well as 2 lengthy description by Prabhu in Second Lunguage Learning: A
- . ) . 1 1 T S D PR
Perspectioe (1987). A more critical discussion has been written by Greenwood
{1985). ) N
For srading tasks within a syllabus for spoken lunguage, see Lrowh,
o e ’ - . 2] A
Anderson, Shillcock and Yule, Teuching Talk (1984).

8 Language Curriculum
Design: Process and
Management

Introduction

In earlier chapters, T reviewed the historical background, as well as some of
the main approwches, to curriculum design and language syllabuses. | have
alse noted that while a sylabus is essentially a spectfication (predonsivantly of
content), curriculum design s 2 process embrucing aims, method and
malerials which may be specified in a plan, either of futare inlentions or of
existing practices. Any such provess will involve choices and decisions, while
any process involving people and resources will require the exercise of
nuanagement. Furthermore, any propoesals for renewal or change immediately
take us into the area of innovation studies.

It is with such issues that this chapter will be concerned, as a prelude to the
final chapter, which will deal with management and evaluation. My opwn
experience, as well as that of many others wurling in the held of language
curriculum, confirms the imporiance of looking beyond the traditional
concerns of the syllabus designer, whose main influences are devived from
applied linguistics. Although applied linguistics provides a basis for approach,
design and procedure, putting into effect any decisions vegurding design and
procedure takes us right out of applied linguisiics and smaight into innovation

management. This is because decisions about language currlenlum rapidly
cease to be decisions about ideas and becume wctions which affect people. On
such matters, applied lnguistics is silent, and it is in order to benefit from
experience in other felds that this and the following chapter have been
written. My hope is that they will provide a wseful urtroducton to whar |
believe 10 be crucial 1o the concerns of anyone dealing with language

curriculum development and syllabus desiga.

Language Curriculum as {nnovation

The intoduction of a new textbook, changes in forms and procedures of
assessinent, the substitwion of new methods for old, the provision of new
equipment (e.g. video recorders, computers) are all aspects of cupriculum
innovation, though they are often dealt with in a largelv unplunned manner.
Yet, as HMoyle (1970:2) has observed, ‘the cost, complexity and radical nature



of current innovations perhaps renders inappropriate the reliance upon .lhc
s _ ’

rather ad hoe and individualistic response that one has had in the past .(}ne

of the problems when consideriog innovation is that it is concerned with a

7 . . i with systems which can

hugely compiex area. At one level, we are dealing with syster ; 2

: ; i institution: ‘hi oy er We are

range in scale from the internatienal to institutonal, while at another w

dealing with individuals, the private and the personal. Thus, while we can
Iy

consider innovation in relation o the various effects and forces Whin.l pperate
within a system, we need also 10 consider innovatinn from the viewpnoint of the
individuals who will be most affected by it the teachers and leamers.
Furthermore, inmovations are rarely, if ever, disseminated in a ‘pure’ form,
for dissemination almost always invalves re-invention, that is, ‘the degree: }Eo
which an innovation is changed or modified by a user in the process of its
adeption and implementation” (Rogers 1983:175). It s impor.fimt to recognize
the widely observed tendeacy of innovations to be modme.d dun.ng the
dissemination and adoption process, and the fai.lur:: to do so lies b“:hmfl the
questionable practice of developing so-called ‘teacher-proot” materials in an
effort to protect the purity of EL'T innovaiions. o .
What is innovation and how does i differ {rom change? Change is
considered to be any alteration in something between time I and dme 2,
Change can ocecur Sp‘()nﬁmemwly and does not involve conscious pln]xnix}g or
intention, frmovation, by contrast, is defined as involving defiberate alteration —
intention is a crucial element. A number of definitions of innovation have
heen offered. Miles (1964:13), for insmnce, has emphasized org:mimj%nn:al
behaviour, while the definitions offercd by Rogers and Schoemaker (19{1:19)
and Rogers (1983:11) highlight the personal perception and inteq?rerauon of
innovation. This phenomenclogical view characterizes much of the most
insightful work on educational innovaton (Hurst 1983:52-3; ?uﬂan_l%i).
Drawing on these earlier definitions, Nicholls (1983:4) defines an
innevation as ‘an idea, object or practice percéived as new by an individual or
individuals, which is intended :o bring about improvement in relation (o
desired objectives, which is fundamenta! in nature and which is planned and
deliberate.’” Nicholls goes on to point out that there are a number of
difficulties associated with mnovation. The first is that, because innovation (as
1in nature, it will involve changes in eachers’

she defines it) is fundament
attitudes and practices. This, as has already been peinted out with regn?d £0
language curriculum, can be seen as probably the wost mmportant single
factor, and one which serves as a reminder of the private and personal aspects
of innovation. It is recognitien of this which informs the normative-re-
educative strategy of inmovetion, to be discussed later.

The second difficulty is that innovation will almost ahways lead 10 an

1

increase in teachers” workloads. Such an increase can occur at all stages: in

preparing for the change (through staff meedngs, workshops, m-service
courses); in planning lessons and materials; in the classtoom itself (through
having to adopt new roles and techniques); and after the lesson (in the

marking of assignments apd tests or processing questionnaire or Interview
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data). Any important change iz language curticulum will ~ indeed, should -
involve such extra work.

There will also be an economic costin terms of time and funds. lanovations
fWy requize extra preparation time, the costs invelving not only paving
teachers for exira time spent on such activities, but in footing the hill for new
materials and equipment. Time and cost may also be involved in setting up
and running rescarch and trialling projects, monitoring outcomes and
disseminating Andings In fact, such expense is characteristic of the Research,
Development and Eiffusion model of innovation, to be discussed below,

Finaly, there is the question of evaluation. Since innevations are normally
mtroduced s¢ as o ‘be more efficacibus in accomplishing the goals of the
system’ (Miles 1964:133, there is some obligation on those involved to
demanstrate that improvement has in fact occurred. Such evahiation may
require the system 1o open itself up to outside appraisal, thus raising issues of
accountability, which, as I noted in the discussion of behavioural obiectives,
can be regarded as a threatening experience by those subject 1o the evaluation,
Furthermore, even within an individual institution, evaluntion can raise
uncomfortable issues which its members might prefer to keep submerged.

Thus, we see that curriculum innovadon is likely 1 be fraught with
dithculties from the outset, as any change agent will rapidly discover, even
when proposing an innovation as seemingly innocuous as a new compositon
marking system or the use of cassette recorders — let alone a new language
syHabus.

innovation within o System

We have seen that at one level, innovation occurs within a system. What, then,
is a system? Miles (1964:13) defines it as “a bounded collection of interdepen-
dent parts, devoted to the accomplisbment of some goal or goals, with the
parts maintained in a steady state in relaion to each other and the
environment by means of (1) standard moves of operation, and (2) feedhack
from the environment and the consequences of system actions.’ Miles, like
many other writers concerned with educational systems, points out that they
have special characteristics which, among other things, make the management
of innovation different from those systems — notably commercial, industrial,
and agricultural — in which it has been studied. In educational systems it is
difficult 1o measure outpuss precisely, whereas, of course, ia the other systems
referred to, the measurement of both inputs and outputs is done with grear
precision. A further important feature of educational systems is that
products — that is, students’ learning - are supposedly 1o be assessed over a
tong span of time. After all, at least 11 years’ compulsory education is the
norm In developed countries, while the effects of such education are to be
viewed in an even longer term, possibly a whole lifetime,

Another significant difference between educational and other systems is
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that in the former there is a narrow difference between lay and professional
competence. Everyone has had some experience of an educational system, and
thus everyone claims some expertise In education. In an earlier discussion I
nated the mportant role of stake-holders. While in a commertial or & dusirial
organization stake-holders might be reluctant to claim zechaical or professional

Sld

expertise because of the apparently specialized nature of the organization’s
activilies, many people are prepared 1o puf {orward their views on education in
general and language teaching in particular, and on how their children should
be taught because, of course, everyone <an draw on personal experience of
being cducated and many people have experience of trying o learn another
language. Only a few people can draw on comparable experience of ranning 2
production facility or managing a rerail outlet.

It is with people thar we come to a crucial factor: organizations are made up
of people, not things, and although systems and orguanizations can be
deseribed in terms of structural and functional elements which can be
depicted in organizational charts, in an orgd ration, as Paisey {1981:1C
quodng Fmmet 1967:184) emphasizes, it is peple who inhabit the institu-
ton, and an organization consists of ‘networks of relationships between
people acting and reacting on each other, sometimes in accordance with
intended ways of furthering the purpose of the organication; somelimes in
ways which are intended, though not always in terms of the official purpose;
and sometimes in ways not intended by anvene.” Thus, organizaiions congain
cational as well as non-rational elements, a fact which emerges in the
subjectivity members of an organization bring to their perception of the
organization and of innovatien. Most crucially, an educaiional orgapization is
operated by the persons who are themselves the instruments of change.
Without their willingness and participation, there will be no change. And, it
might be added, without the participation of the pupils there will not be
change, either. Furthermore, because innovation will almost always nvolve

some evaluative element, teachers can resist the changes that ace required,
even if, on rational grounds, they might agree with the proposals concerned.

Within any complex society, there will be a large number of interconnetted
systems, which Miles lists under four main heads:

Non-prole sl structures
Government agencies
Commercial structures

Directly educative sysiemns

Fach of these influences the other, and Miles notes the importance of

commercial consideraticns when old investments and new products are at
srake in any inhovatory process. Also, as Richards (1984) polnts ouf, the
feasibility with which language teaching innovations can be converted into
publishable materials has a profound effect on their disscmication and take-
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Figure 8.1 Interlocking systems affected by a curriculum devetopment
{from Bowars 1983)

up. Thus, the commercial viability of an i

ovation in terms of published
materials provides an Instance inwhich commercal and educativnal systems
inferact. i

The complesity of any educational systern has been well illustrated by
Bowers (1983), who Ikens it to a spider’s web in which a touch ar anyv one
point sers the whole nerwork in moton {see figure 8.1). He also shows how
decisions made at one point will have a knock-on effecr at other points in the
systerry, which in turn may restrain or even inhibit such decisions. To take one
instance: decisions w introduce a new texibook will Tead to guestions abowt
in-service teacher fraining, which will then rvesult in questions about

respurces — fme, money and the availability of trainers. And se on.
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The Process of innovation

There are three main clements and three main stages in innovation,
suremarized in a diagram adapted from Bolam (1975).

Stage 1
Change agent Innovation User
Stage 2
Change agent <—--———F User
Innovation
Stage 3
Change agent Innovation User ¥

Time

The role of the change agent is to initate the innovation and o assist in its
adoption. The agent may not, in fact, be the originator of the innovation, but
in terms of the receiving system or institution it is the change agent who is the
message-bearer. In practice, the change agent may be the principal, the
director of studies or 2 staff member who has begn on an in-service course or
even an author or publisher with new materials. The role of user is that of
receiver and adepter of the innovation.

Tnitially, the three elements — change agent, innovation and user - may exist
independently. In fact, change agent and user may be one and rthe same,
although the roles of each are different. Also, change agent and user may
occupy identical or separate paris of the system. Where the change agent is
separate from that part of the system into which the inanovaton will be
introduced and ‘installed’, the innovation wself will be external to the receiving
user and institution, Where, however, the change agent and innevadon are
both members of the same institution, the innovation may be intermally
developed, although an outside agency may be called in as consultant or

adviser.

1f an innovation is indigenous Lo an institution, the process will tend w be
from the bottora-up, whereas an innovation introduced from ocutside may
follow a top-down process. Much will depend upon by whom and how the
innovation is identified, specified and introduced. In school-based curmiculum
development {as discussed by Skilbeck 1984a), the nnovation will bave been
initiated by members of the institution, whereas in a national and centrally
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contralled curriculum development, the innovation will have its origins outside
the receiving institution, whose roie will be that of receiver and implementer
rather than that of initator and developer,

Once the change agent, inmovation and user become focused on the
innovation, there is an inleractive stage during which the rtwo parties
concerned will negotiate the installation of the mnovaton. It will be at this
stage that what may have started as a national or regional inifiative will be
translated inte operational terms within the individual institution, leading
ultimately to change in the classroom itself and in the practices of teacher and
students. Finally, when the innovation is ‘successfully and durably instlled’,
the three elements may revert to the same kind of relationship as indicated in
the initizl stage and the whole process can be repeated.

Innovation in schools takes place within an organization, and account will
have to be taken of the anteccdent context, the process whereby organizational
innovations are implemented and maintained (cf. Rogers 1983:374-8), and
the fact, as Miles {1964:18) points out, that ‘innovations are e/mays operant in
velation 1o a given social system; they affect one or more parts of the system
crucially, and are in a verv real sense rejected, modified, accepted and
maintained by existing forces in the immediate system.’

Indeed, the different interests of members of the system — teachers, pupils,
administrators and other stake-holders — lead Weston (1979:39) to invoke the
concept of negntiation in curriculum developraent within the social system of
the school — a view reminiscent of Brumfit's point regarding the negotiability
of the syliabus, quoted in chapter 1. In Weston’s view (1979:39), members of
this social system are ‘constantly working out their own understanding and
relationship to the systent’, while the process of curriculum development
invalves ‘a probing for common ground by groups and mdividuals with
divergent interests but some shared meanings as lellow-members of the same
system.’

Thus, we may view the context in which curriculumn development and
innovation occur as one of divergent interests and conflicing forces (Jenking
and Shipman (1976:42)). In such a dynamic sewing, innovation is seen as
something which is not necessarily complete or fnished, a point stressed by
Miller (1967:17): “Toe often an innovation is introduced as “the answer”
rather than as something good but not perfect that can be improved with
experience and careful study.” This is very apposite if we think of curriculum
innovation as being on-going and developmental rather than as the installation
of a ready-made and complete solution to an educational problem or the
answer fo a teacher’s pravers. Indeed, the adopton of 3 new language
texthook or new hardware (video and computers being two instances) may
mistakenly be seen as bemg ‘the answer’, whereas it may be only the
beginning of a process of adaptation, adjustment and refinement. The
innovatory process is a compiex one, and just as several models of curriculum
have been put forward, so, too, several models of innovation have been
suggested, and it is to these that we shall now turn.
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Three models of the change process, from Huberman (1973)

RD and D Problem-soboing Social interaction
1 invenrion or 1 Translation of 1 Awareness of
discovery of need to problem innovation
inmovation
2 Development 2 Diagnosis of 2 Interestin it
(working out problems
problems)
3 Production and 3 Search and 3 Evaluaton of its
packaging retrieval of Appropriateness
information
4 Dissemination to 4 Adaptadon of 4 Trial
mass audience innovadon
5 Trial 5 Adopton for
permanent use
6 Evaluation of
trial in terms
-of need
satisfaction
Empliasts on
Developer Recetver Communicator
Dissemination
Strategies
One-way media for Two-way involve- Variety of trans-
information and ment between mission media
training sender and

receiver

Models of Innovation

The three main models of innovaton, as described by Flavelock (1971), have
been summarized on page 121, It is important to realize that these are models,
and therefore do not necessarily represent any actual state of affairs. Such
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models involve a simplification of actual events, and it may be difficult 1w
match any particular instance with the characteristics of any one model. Even
50, these models do provide us with a scheme for helping to make sense of
inncvation. I shall summarize each model in turn before discussing strategies
for innovation.

Research, Development, Diffusion/Dissemination'(RD and D)

The RD and D medel has been regarded as a successful basis for develop-
ment in such fields as agricultural innovaton and the adoption of new
indusirial processes. [n a2 period in which the shortcomings of education were
criticized, the applicatdon of such a model to curriculum development had
obvious altractions and so during the 1960s and 1970s, large-scale, natonal
projects were esiablished on an RD and D model, in the USA, Europe and
Australasia as well as in the newly emerging countrics of Africa and Asia
(Skilbeck 1985}, It is a model-of innovation which coincides with the ideology
of reconstructionism, which emphasizes cultural renewal, improvement and
rational planning.

Basig ]J\ Applied and tesling

fusmaroh research of

The
user

Figure 8.2 The research, development and diffusicn madel
{from Havelock 1971)

Of the three models, this is the closest to an engineering approach o
innovation, as may be clear from the stages from which the model takes its
pame znd from figure 8.2, from Havelock (1971). Classically, a ream s
assembled and it undertakes

HLIL‘LJS assessment

specification of objectves

analysis of alternative strategies and treatments
choice among alternatives in field situations
continuing evaluation and refinement
production

dissemination and installation

Typically, such RDD and D projects have devored themselves to the production
of materials or the development of new methods, and the package,
conventlonally in the form of published materials, is disseminated to the mass
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audience who are the: mtcnded asers of the innovadon. In language teaching,
the Council of Europe Threshold Level is an instance of such an RD and D
model motivated by a reconstructionist ideclogy. Ministries of education in
both developed (e.g. the Netherlands) and developin" countries (e g
Malaysia) have adopted or adapted the norional-funcrional basis of the 1-
leve] in centrally controlied RD and D style innovation, and ministrics as well
as commercial publishers have not been slow to produce appropriately
organized materials which can be disseminated and mstalled following either a
power-coercive or an empirical radonal dissemination strategy.

Based on the assumption that there is a rational sequence of activities from
research, to development, to disseminadon, the RD and I approach involves
a high level of initial development costs before dissemination takes place. Tt
also implies that planning on a large scale has cccurred and the model
involves a division of labour, with a clear separation of roles and functions,
among which the consumer’s role is seen to be a passive one. Indeed, it 1s
assumed that because the user will be motivated by enlightened self-interest,
the innovation {typically either a new textbock or new methods, or both) will
be adopted with alacrity.

There are, however, problems with the RD and £} model. Although ir is
essentially a linear-sequence model, it has been suggested (Wrigley 1973} that
in education, research and development are never linear but are always
interactive. Alse, while there is an implied separation of specialist-researcher
and teacher-user, in fact, the two may intermingle in development teams.
Furthermore,

Despite the verbal and at fimes ideologicat promulgation of RIY and 1),
in the UK seting it is difficult o find examples of large-scale
corriculum projects where there is at the beginning a substantial
research phase out of which emerges a design which ultimately provides
a product for widespread dissemination. (Skilbeck 1985:267)

Another problem arises over the dissemination and take-up of the product. In
a “free market’, in which teachers have an open choice, the R1D and D body
may face the prospect of limited interest in and acceptance of their
product - an outcome not unknown (o the publishing trade. Yet, in such a
free market setting, making wuse of the product mandatory will be
unacceptable, whereas in 2 system where teachers have no choice of materials
other than those specified by the minisiry of education, dissemination and
take-up will be less of a problem, at least in terms of texthooks actually being
installed in the schools. Thus, in many countries where decigsions regarding
language curricula are taken centrally, EL'T textbooks sponsored by the
ministry of education are distributed throughout the system.

The tendency for such RD and DD projects to be closely associated with
government may prove to be a limitation in several respects. Because such
projects tend to look to central funding for finance, and because sach central
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tunding almost inevitably derives from government, questions of control can
arise together with difficulties stemming from the tendency of governments o
be less rather than more generpus with funding. Ultimately, of course,
government can withdraw Bnancial support altogether, as happened in Britin
with the Schools Council in the early 1980s. Another problem with the close
assaciation of such centrally funded development bodies with government is
that they may be viewed simply as a creatuwre of government. If, too, the
teacher is regarded as a passive comsumer, the sitmtdon can become
peliticized, with rejection on one side and attempts at coercion on the other,

Perhaps, however, the most important constraint an the effectiveness of an
RD and D strategy is the lack of what Rogers (1983) calls homoplily between
change agents and clients, Homophily 15 ‘the degree 1o whmb pairs of
individuals who interact are similar in certain attributes’ (Rogers 1983:26).
Heterophily ‘is the degree 1o which pairs of individuals who interact are
different in certain atributes, such as beliefs, education, social status, and the
like.” As Rogers notes, the relationship between change agents and clens,
when characterized by heterophily, Hmits the diffusion process. In ELT, such
a situation frequently arises when the change agent (such as an expatriate
project leader or a school inspecior based in an urban office) who is associated

‘with a centralized diffusion agency, is seen belong to a different world from

the teachers who are required i take up the mnovation.

It would not be right, though, e conclude that the RD and D model is
entirely inappropriate and has no further use. Large-scale RID and D can
provide important insights and can have — indeed has had - valuable spin-offs.
It would be quite irratonal to deny the beneficial influence of the Council of
Furope’s T-level project, for instance, or to denigrate the centrally developed
and disseminated publications which have been stimulated by this initiative. In
all cases, though, experience shows that no proposal for action will ever be
realized unchanged, as &5 well demonstrated by the varety of materials
claiming to be either notional-functional or communicative in basis which

have appeared all over the world since the mid 1970s.

The Problem-solving Model

In the problem-solving model of innovaidon (see figure 8.3 from Havelock
1971) can be seen an expression of progressivism and the approach o
curriculum development advocared by Stenhouse, who rakes the view that all
teachers should assume some responsibility for researching their classroom
work and that this is an important part of the teacher’s professionalism. A
problem-solving approach is also at the basis of action research, whose aim is
o make use of research in modifying and improving curriculum practice, thus
having a direct relationship to innovation and reform. Indeed, the term
‘action’ research embodies the aims of this approach — the commitment to
action, 1o the elimination of problems and to the growth of practical
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Figure 8.3 The problem-solving mode
(from Havelock 1971]

understanding and the mprovement of practice - while the focus of action
research is on the identificatdon of problems by teachers themsclves rather
than on those defined by an ouside consuitant or chunge agent.

The first stage in the problem-solving model ivolves problem identification
in a highly specific manner, the users’ needs being paramount in this process:
what the users think they need is the primary concern of any would-be
consultant or helper and the disgnesis of their needs has to be an integral part
of the total process. The ourside change agent should be non-directive and
adopts the role of counselior rather than instigater or director, since it is
helieved that self- {or clienr-)inidated inneovation will have the stongest user
commitment and the best chances for long-term survival — a point emphasized
by Everard and Morris, citing Lavelle (1984), who has noted that innovation i3
more likely 1o be successful when perceived as necessary by those in the
school, rather than by outsiders.

Such an approach means that innovations are likely to be highly appropriate
to the context in which they oceur, but there ig the danger that a head teacher
and staff can impose their own values on the school. Furthermore, there are
limitations to the technical skill of teachers, particularly in terms of research
skills. However, the application of action research methods may overcome
such limitations, particularly as action research involves the planned and
systematic collection of appropriate forms of data and not just a muddle and
impressionisiic gathering of evidence. Also, action research aims to improve
practice by stimulating reflecnion upon action in the light of theory derived
from practice. We shall rerurn to such questions in the final chapter when
discussing evaluation.
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Within the context of current ideological concerns, the problem-solving
model is closely allied to both the process and situational models of
curriculum deseribed in chapter 3, while, with its emphasis on a bottom-up
rather than top-down approach, it brs in with much contemporary thinking on
the importance of school-based and teacher-initiated rescarch and
development. Furthermore, in the ELT context, Heolliday (1983) has applicd
many features of the problem-solving model o ESP curriculum development
in a way which has drawn artention to the importance of carefully basing any
ELT curriculwm initiatives in the local context,

The Sodial Interaciion Maodel

By its very name, the third model highlights the influence and importance of
sacial relations in the transmission and adoption of innovaton. Within the
social network, communication and the communicator are key factors, while
the role of the change agent is also significant.

Ia this model (see figure 8.4 from Havelock 1971}, the individual user or
zdopter belongs to a network of social relations which largely influence his or
her adopter behavigur. The place of the adopter within the network is a good
predictor of the rate of acceptance of new ideas. Briefly, the more central the
adopter is within the network, the bigher the rate of acceptance. Informal
personal contact is a vital part of the influence and adoption process (Rogers
1983), se such a medel of innovation will match a decentralized system of
management in which influence rather than coercion is the means whereby
new ideas and practices are disserninated and taken up.

Group membership and reference group identification are major predictors
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Figure 8.4 The social inferaction model
{from Havelock 1971}
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Figure 8.5 Research, development and diffusion fokes place in a sodial context
{from Havelock 1971)

of individual adoption, while the presence of an opinion leader (Rogers 1983)
and the reladon of the leader to the group is also important. (An opinion
teader is the kind of individual of whom people say, If so-and-so thinks it's
good, it must be OK.) The rate of diffusion through a social system follows a
predictable S-shaped curve pattern (see chapter 9), during which the stages of
awareness, interest, evaluation, trial and evenmal adoption are followed.

The social-interaction model may well be an appropriate way of accounting
for the diffusion of some innovatiens in ELT, although the diffusion process
in this field awaits study and explanation. The role of opinion leadors in the
profession, teachers’ centres, informal local groupings and professional
organizagons {such as TESOL and [ATEFL} will ail have their place in
developing the kind of networks described by Havelock (1971), whereby users
and resource persons are putl in contact so that the benefits of innovations
resulting from RD and D can be diffused to would-be users; or, through
collaboration and helping projects, a change agent can assist users to identify
and resolve their own problems, followlng a problem-solving model,

In figure 8.5, Havelock {1971) illustrates how the flow of knowledge from
research to practice takes place via social networks, rather than through a
series of logical steps, while Rogers (1983) has shown how dissemination fol-
lows cliques and social networks. What figure 8.5 does not make elear is what
Havelock himself emphasizes (1971:42), that ‘social interaction is not merely a
matter of passively receiving from others; it is also a matter of give-and-take,
of mutual influence and two-way communicadons.” The reciprocal nature of
dissemimation and the non-passive role of client or user are features which
would-be language curriculum innovators are unwise o ignore (Fullan 1982},

Straiegies of Innovation

From madels of innovaton, we now tuwrn to innovation strafegies, the
assumptions which underlie them and the limitations and benefits which each
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might offer. No doubt anyone who has been involved with innovation in
language teaching — whether at classroom or managerial level - will recognize
aspects of each model. The three strategies concerned have been proposed by
Chin and Benne (1976), and, like the models of innovation, they are an
idealization and do not necessarily represent what actually occurs in any given
innovatory process, What can be gained from summarizing these models is
alerting would-be language curriculum innovators to the assumptions which
underlie their own approaches to innovation, thus helping them aveid seme of
the problems which can arise when a given strategy is adopted. It may also
become clear that certain strategies are more likely to evolve in some contexts
than others, and that one of the problems may derive not just from the
innevation itseif but [rom the attempts to employ an novatory strategy which
does not readily match characteristics of the context — part of the ‘ecological’
issue noted by Holliday (1980, 1983} and the sociopolitical factors discussed
by Markee (1986) in their accounts of inngvation management in ESP.
The three strategies are

Power-Coercive
FEmpirieal-Rational

Normative-Re-educative

Power-Coercive

‘The first type of innovation sirategy is based on the applicasion of power in
some form ~ political or otherwise. Knowledge is seen as a major ingredient of
power, and knowledgeable people are viewed as legitimate sources of power,
with the desirable flow of power being from those whe know to those who do
not through processes of education and the dissemination of valid
information. Where there is resistance or reluctance, political and economic
sanctions as well as moral force may be used, and where there is anything like
ditferentiation of opinion or power within a socicty or organization, this
strategy tends to be divisive,

One of the artractions of a power-coercive strategy is its simplicity and ease
of use where the innovation is supported or proposed by those in authority,
such as the head teacher or departmental head. Fowever, coercive power is ‘a
decreasingly effective strategy for gaining real commimment’, although as
Everard and Morris (1985:223) point out, ‘there are times when it helps to
overcome initial resistance, and it can then give way to more acceptable and
enduring methods of winning hearts and minds.’

Persistence in applving a power-coercive strategy may lead 1o opposition by
some, who can adopt the same strategy in retaliation, The result is noa-
productive conflict and power competition.

A power-cocreive strategy I8 likely to go hand-in-hand with a so-called
‘Theory X' management style (MceGregor 1960) ‘which is seen in the
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autocratic behaviour of the mdividual who enforces his own pre-determined
decisions by manipulatve means which compel alicnative or calculative
responses in others” (Paisey 1981:114). We shall consider the refationship of
management style with innovation strategies in chapter 9. Meanwhile, ler us
tarn to the second innovation smrategy: the empirical-rational.

Empirical-Rafional
This approach, as ifs name suggests, is based on two main asswnphons:

1 That people are rational; .
2 That people will follow their rational self-interest once this has been
vevealed to them.

A change is proposed by an individual or group which knows of a situation
that is desirable, effective and in line with the self-interest of the individual or
organization concerned. Because people are assumed to be rativnal and
motivated by self-interest, it is also assumed that those concerned will adopt
the proposed change if it can be rationally justified and if they will gain by the
change. As Fverard and Morris (1985:171) observe,

The first reason why those who initiate change often fail to secure a
successful conclusion to their dreams is that they tend 1o be too rational.
They develop in their minds a clear, coherent vision of where they want
to be at, and they assume that all they have o do is w spell out the logic
to the world in words of one syllable, and then everyome will be
immediately motivated o follow the lead.

And they quote a characteristically acerbic rebuff to such a notion from
George Bernard Shaw (p. 171): ““Reformers have the idea that change can be
achieved by brute sanity.”™

Chin and Benne {1976:30) point oul that ‘a clearer view of the process of
diffusion must include the actions of the receiver as well as those of the trans-
mitter in the transactional events which are the units of the diffusion process.’
It is therefore essential o take account of the receivers’ perception of things;
not to do o is to risk failure. Indeed, the empirical-rational strategy assumes a
relatively passive recipient of input, and in this, together with inadeyuute
attention given to communication difficulties and role conflicts, lies one of its
main lmitations. Furthermore, the empirical-rational approach has evolved
within bureaucratically organized enterprises which are characterized by a role
culrure (Flandy 1978), in which the organization’s purposes are given. prionty
and there are codified procedures for carrying out roles and fupctons. Finally,
empirical-rational strategies have been concerned more with the diffusion of
‘thing’ than ‘people’ technologies, which, as will have become clear, do not

3
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really match the requirements of educational systems.

The feeling that the cmpirical-rational approach s inapproprizte in
education 15 cogently summed up by Nicholls (1983:33): “The fact that many
educational innovations exist which can be shown o offer certain advantages
but which are not taken up by teachers suggest thut empirical-rational
strategies are not appropriate in all cases” Such a conclusion does not mean
that atterapts at introducing ianovation showd entrely abandon an empirical-
rational basis. Indeed, Everard and Morris (1985:171) make the point ‘thar
rationality has to be applicd not only to defining the end of change, but also
the mewis” Furthermore, as Barrow {1984:225) observes, perhaps rather
optimistcally, ‘it is easier o sell a well-thought-out plan w0 those with
requisite understanding than it is either 1o sell such people an ill-thought-out
plan, or to sell the well-thought-out plan to those without understanding.’

In any case, there wili usually be stages in an innovatory process during
which an appeal to the ratonal self~interest of teachers {and learners) will be
both necessary and effective. Furthermore, in contexts where inltiatives arc
expected 1o come from a central authority —as in a2 RD and D mode!l - an
empirical-rational strategy may encounter less resistance than an approach
which conflicts with traditional roles and expectalions. In practical terms, an
empitical-raticnal  strategy will take the form of directives, seminars,
newsletters and resource or teachers’ cenires through which teachers are
informed of innovations. ‘The introduction of new syllabuses and textbooks by
a ministry of education may be promoted by an empirical-rational strategy,
whose appeal to the academic administrator is obvious.

However, an empirical-ragional approach will have to be supplemented by
other stralegies if an innovation —such as a new textbook — is 1o be effectively
installed, and it is to the third of these strategies that we now turn.

Mormative-Re-educative

At the basis of the normative-re-educative model is the assumption that
peeple are self-activating and non-passive. As rational and intelligent beings,
people must participate in their own re-education, which involves normative
as well as cogniilve and perceptual changes. Normative change will involve
alteration in attitudes, values, skills and significant relatdonships. It will
involve, therefore, more than changes in the knowledge, information and
beliefs that inform action and practce. In other words, the implementation of
changes in teachers’ practices will involve changing their own theory of
teaching, Without such changes, change will be superficial and short-lived,
Normative-re-educative approaches involve direct interventions by change
agents. Such interventions are based on a cunsciously worked out theory
of change and of changing and they invulve intervention in the life of the
client system, whether that system s a person, 2 small group, an organization
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or a community. There are commen elemenis to normative-re-cducatve
approaches.

Firsily, there is an emphasis on the clients’ system and the clients’
involvement in working cut programmes of change and improvements for
themselves. In education, this means that teachers are involved in planning
and introducing change — they assume the role of change agents. Secondly,
the problem the clients face is not assumed automatically to be one that can
be met by more adequate technical information, though such a possibility is
not ignored. The problem may ke in the values, norms and the external and
internal relationships of the client system and may reguire alteration or re-
education of these as a condition of solving the problem.

In language teaching, improvements in results may not follow the provision
of courses on more effective methodology or other revisions to curriculum. If
the problem is inherent in some aspect of the organization — such as streaming
by ability levels, timetsbling of classes, power relationships between staff
members — the provision of more technical information is unlikely to have an
ameliorating effect because the problem is not one which can be solved by
such information. It is a case of an inappropriate solution being applied o the
wrong problem.

The third feature of normative-re-educative approaches is that the change
agent rnust learn to intervene mutually and coilaboratively along with the
client into efforts to define and solve the clients’ pwbicm\s), Clearly, such
intervention requires tact, skill and confidence. If the change agent is an
outsider, commissioned to intervene, he or she will need to be fully briefed on
the situation. If there are internal conflicts or schisms, the change agent will
have to take care to identify them and not be recruited to one side or another.
If the change agent is an iasider, the dangers of being identified with a
particular interest or power group are obvious, and it will take considerable
care to avoid being so identified. Partly for this reason, it is 2 good idea to
have an outside change agent since they are more readily viewed as neutral.

Finally, both change agent and clients have a wide range of resources to
draw upon in bringing about change. It is important that these resources are
used selectively, relevantly and with care in learning 1o deal with the problem
which they face and with problems of a similar kind in the future. Some
technigues for raising people’s awareness and sharing preblems can be very
effective; but they can also get out of control or raise further problems which

can have uncalled-for side eifects. Thus, the change agent and clients have to
choose with care from the various options which are open to them.

The mmplications of this are emphasized by Chin and Benne (1976:33):

These approaches center in the notion that people technology is just as
necessary as thing technology in working out desirable changes in
human affairs. Put in this bold fashion, it is obvious that for the
normative-re-educative change agent, clarification and reconstruction of
values is of pivoral importance in changing. By getting the values of
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various parts of the client system along with his own, openly into the
arena of change and by working through value and conflicts responsibl Y,
the change agent seeks to avoid manipulation and indoctrination of the
client, in the morally reprehensible meanings of these terims.

As to the effectiveness of normative-re-educative approaches, Nicholls
{1983:33) noints out that

there is some evidence to support the claim that normative-re-educative
strategies are the most lasing and most self-sustaining forms of
innovation, particularly when outside consuitants are used, but they are
time-consuming and difficult and require knowledge and skills that
might not be present in all schools and so might initially necessitare
some form of external support.

On a practcal level, adepting a normative-re-educative strategy will require
two things: an awareness by members of an erganization that there is an issuc
{or problem) which calls for a solution; and the ability to call upon an outside
adviser or change agent who can work together with members of the
arganization o achieve a solution. [n some situations, the outsider is already a
member of the organization by virtue of being imported as part of a
development or aid programme. In others, the adviser can be recruited | by
secking advice from a teachers’ centre or similar body. In either case, the
legitimacy of the adviser-change agent must derive from the organization
itself. Attempts to impose legitimacy are almost certain to be unsuccesstul.

Conclusion

Many proposals for change in the existing curriculum will be praposals for
innovation. Decisions for innovation may be prompted by a number of stimuli;
but once such decisions have been made, the implementation of the
innovation will be subject to influences from within the education system in
which it is to be installed. Since any educational organizalion exists only by
virtue of the people who constitute it, proposals for innovation will inevitably
invelve the members of that systemn.

Proposals for innovation will come from a change agent and will involve a
user or users. The implementation of an innovation will involve organizational
changes, which in trn require negoriaton amoeng  members of the
organization to provide the conditions in which the innovation wil be
accepted.

Three models of the innovatory process have been proposed: RD and D,
probleme-solving and social interaction. The RTY and I model tends to involve
large-scale change, with cenwalized research, development and diffusion
agencies. The problem-solving model is more localized in applicaion,
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Figure 8.6 The relationship between ideology, curriculum models and innevation
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emphasizing the definition and solution of problems which arise within
individual institutions rather than across z complete system. The social
interaction model emphasizes the role of the individuzl within a newwork of
social and profussional relationships in which personal influence provides a
means whereby innovation is disseminated.

Models of innovation have their counterparts in strategies of innovaton.
Again, three models are proposed: power-coercive, empirical-rational and
normutive-re-educative. The power-coercive model is based on the manipu-
lation of power which derives from the possession of knowledge and is likely
to be linked to an autocratic style of management.

The empiricai-rational model is based on the belief that people will act
according to their ratonal perception of the benefis of an innovation,
Associated with a ‘role’ organizational culture, in which there are established
and prescribed modes of procedure, the empirical-rational model has the
attraction of clarity and simplicity.

The normative-re-educative model invelves a collaborative venture on the
part of change agent and client, in which they work together in defining and
meeting the client’s needs, Innovaion is seen to involve more than superficial
or imposed change. Tt is recognized as involving changes in people’s values
and attitudes as well as practices, and it is only when these underlying aspecis
are engaged that innovation will be effective.

The relationship berween curriculum ideologies, language syllabuses and
methodolopies, and innovatory models is summarized i figure 8.6. From the
point of view of contemporary language teaching, it is reconstructionism and
progressivism and their associated models which are of most relevance. It will
be noted thar 1 have indicated a power-coercive innovation strategy could be
used in the dissemination of language curriculum proposals based on a
reconstructionist ideology. In fact, different swategies will be appropriate to
and may be used under different circumstances,

On the whole, though, innovations which are identified by the users
themselves (rather than specified by an outside change agent) will be more
effectively and durably ingtalled than those which are imported from ocutside,
since it is the teachers and students themselves who will have ‘ownership’ of
and commitment to the innovation concerned if it has a grass roors or bottom-
up rather than a top-down origin. For this reason, a problem-solving model
and a nermatve-re-educative approach to innovation will probably be the
most successful combination, in language teaching as elsewhere.

Suggested Reading

Innovation Studies

Rogers (in collaboration with Schoemaker} is one of the main authorides in
the field, and the third edition of his book Deffusion of Tnncvations {1983) is
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fundamental reading. Although many of his examples are not from education,
they illustrate basic points which apply in all fields, while his account of the
failure of curriculum innovation in Troy Schoel, Ohio, provides an important
lesson to anyone concerned with introducing change into a school.

Within education, innovatien has a growing body of literature, and a good
way of entering the field is to read Nicholls, Managing Educational [nnovations
(1983}, who draws on earlier publications by Miles (1963}, Jnnpvation in
Education, and Gross, Giacquinta and Bernstein (1971}, Implementing
Orgawizational  Tanpvations, in which  the fully documented account of
‘Cambire’ school includes the questionnaires that were used for staff
interviews. Favelock (19713, and Bennis, Benne, Chin and Corey {1976)
outline models and strategies of innovaton, A salutary discussion, entitled
Tnnavation — bandwagon or hearse?’, by Nisbet {1974} draws amention to
some of the unexpected consequences of change.

A comprehensive critical review of the literature on implementing
cducational change has been carried out by Hurst (1983), while Fullan (1982)
has produced a stimulating and authoritarive aceount which must be regarded
as a key reading in the field. A collecdon of papers dealing with curriculum
change, including Skilbeck’s account of three educational ideclogies, Dalin’s
summary of strategies of innovation, Havelock’s {1971) paper and Nisbet’s
(1974) discussion, has been edited by Harris, Lawn and Prescott (1985). In
addition, there is another collection edited by Horton and Raggatt (1982} for
the Open University.

Helpful discussions on the management of change appear in section 3 of
FEverard and Morris (19853), Effecrroe Scheol Management and chapter 7 of
Rowntree’s Educational Techinalogy n Curricihum Development. A package of
materials for in-service training on innovation is contained in Making School-
centred INSET Wark, Code P536, the Open University. This package containg
a video case-study of curriculum innovation, which makes an excellent basis
for a workshop in association with readings from the relevant chapters of
Everard and Morris and Rowntree.

Innovation in FLT

For accounts dealing with EL'T innovadon, see ELT Documents 116, Language
Teaching Projests for the Third World (British Council 1983) as well as Dunfird
House Sewtisar Report 1985, Commonication Skills Traiming in Bilateral Aid
Projesss (Brivish Council, 1986}, Proposals for ELT Innovation with respect to
INSET in a very poor third world country have been outlined by Kouraogs
{1987},

Although ESP specialists, Holliday and Coske (1982) make effective use of
a horticuliural metaphor to discuss the issues involved in ensuring that EL'T
programmes take toot, while Markee (19862 and b) draws attention to the
sociopolitical context of programme development on the one hand and the
development of ‘an appropriate technology’ of course development on the
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other. Another relevant paper is Kennedy's article, ‘Innovation for a change’
(1987}, which relates strategies of innovation to ELT curriculum development.

Two discussions which centre on the problems of inpovation in ELT
methodoiogy and syllabus design respectively are [Hutchinson and Klepac
(1982) and Tongue and Gibbons (1983). Vivid accounts of the problems of
inmovation as they affect ELT teachers are provided by Farly and Bolitho
(1981), Kirwan and Swales (1981), Medgyes (1983, 1986) and Smir (1979).
They make interesting reading in conjunction with Rudduck (1973 and 1984).

The Graded Objectives Movement in Britain has spawned a number of
locally based imidatives in curriculum renewal, while the Schools Development
Council’s National Writing Project uses a combination of centrally organized
support for locally based groups of teachers. For GOMLT, refer o the Centre
for Information en Language Teaching, Regent’s College, Inner Circle,
Regent’s Park, London NW1I 4NS, while for mformation on the Writng
Project, write to Newcome House, 45 Noting Hiil Gate, London W11 3JB.
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introduction

Curriculum development or renewal and the decision to design and imple-
ment a new language syllabus are aspects of innovation. Indeed, the decision
to aller existing syllabuses or to develop new curricula — especially decisions to
adopt new aims {or ends) and new methods {or means) —is a decision for
innovation. Such innovations can, as we have seen, be stimulated by various
motives, which can range from a desire for higher efficiency 1o a wish for
greater individual development. It is as well ro realize that any agempis to
bring about curricnlum changes in EL'T are essentially essays in innovation
and consequently, in the discussion which follows, language syllabus design
and curticulum development will rend w0 be uwsed synonymously.

Although, as Barrow (1984:224) observes, “The wuth is that there are no
correct ot easy answers o the question of how change should be implemented
{that is why models are misleading and unhelpful)’, it seems to me that to
ignore the accumulated wisdom on the management of change in organizations
i3 to risk making the very mistakes others have made in the past — and which,
through ignorance, continue to be made. So, while there are no correct or
casy answers, there are sorme guideiines which the language curriculum
inmovator or syllabus designer would be well advised 1o consider when
involved in the management of change, and it these which form the subject of
this chapter.

Models of s Strategies of Doivcalion Organtzutivnad vl
RID and D Empirical-rational Club/Power
Power-coeraive Role
Problem solving Normative re-educative Task
Person

Figure 9.1 Innovation and context
{Hondy 1978}
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Context

Inpovations do not pecur in isolation; they take place in e context. Schools, as
organizations, constitute the major context in which innovations will be
installed, $o0 it is worth giving some attention to the culture of orgalizations,
especially as organizational culture, innovation strategy and models of
innovation will prabably be interrelated, as [ summarize in figure 9.1.

Handy (1978:186f) describes {our vrganizational ‘cultures™

Club or Power
Role
Task

Person

A club or power eulture is ke a spider’s web, with a central power source or
authority figure, from whom influence radiates. (The owner-managed
language school is & representative of this type.) A role culture is one in which
the crganization is a collection of roles or jub buxds. Todividuals are ‘role
veeupanis’, with job descriptions which effectively lay down the require-
ments of the role. Role cultures are managed rather than led, in contrast to
the club or power culture. (Language schoois which are part of a large chain
will tend towards a role culture.)

JFask cultures ave job-or project-oriented. A group or team of talents and
resources are applicd o a project, problem or fask, each rask getting the
freatment It reguires, since, unhke a role culture, there is no standardization

of procedures across the organization. Simdlaily, In a person culture, there is
no standurdization, structure s mibndmal, and mdividual ralenrs are given
priovity. (Dovelopment units within a language school, or co-operatives
specializing in tailor-made courses, will be characterized by a task or person
culture.)

Few vrganizatiuns are restricred 1o only one culture, since most are a
mixture of all four, “What makes each organization dgifferent,’ saysy Handy
{1985:13), “is the mix they choese. What makes them successful is, often,
gewing the right mix at the right dme.” Discussing the organizational culture
of British schools, Handy suggests that, although members of secondary
schools may think of themselves s ocupving a task culrure, such schools are
predominantly role culiures, while w prismary (or elementary) school is a task
culture. He also points out that farge secundary schouls may be “afflicted by a
sort of organizational schizophrenia’, with 2 demand for role culture products
while valuing « posson culiure ethos.
iyial schizophrenia may, indeed, be found in a school or an

Such orgu
educational system chavacterized by plural value systems and, conseguently,
different organizational ideologies or cultures, in various parts of the
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Drgaﬂimﬁon It is commonplace for ELT teachers to express an awareness of

ofﬁ Leamuq in Voiimr parts of ahe sytem amd it is hbt difﬁcuit 0 see how
é_()nﬂicL can.adsc. from a difference of culmures-within one and the same
organization. Such conflicts are exacerbated when there are more profound
cultural differences arising from 2 mixture of narionalities —a 1ot uncommon

feature of ELT organizations, which, by their very nature, tend towards such

diversity.

As far as innovatons are concerned, they are more likely to arise in some
organizational cultures than in others. Thus, organizations having task and
person cultures provide a productive context for innovation, whereas a role
culture, with its emphasis on routinized procedures, is less likely to be
imnovatve, In a club or power culture, innovations will arise, but they will
come from the centre and may depend for their success on the influence of
the individual innovator or change agent

Clearly, a centre-periphery style of inpovation harnessed to & power-
coercive strategy is likely to emerge in a power culture, whereas an RD and 1
style fits more readily within a role culture where the kind of role
specialization characteristic of this model finds a natural home. By contrast, a
problem-solving model linked to be a normative-re-educative strategy is likely
to arise within a task culture.

A successful organization ~ whether educational or commercial — is charac-
terized by innovatdveness because, of course, innovativeness and adaptabifity
te changing circumstances go hand-in-hand. Successful organizations are
biased towards action and they avoid stultification by developing and changing
rather than remaining routinized and standardized. Innovativeness i3 also
asscclated with autonomy and entrepreneurship: ‘Excellent organizations
encourage ideas and never kill a lkely one untl it is tried out. Above all, they
foster communication and the infectious spread of ideas and they never
penalize failure it is learnt from’ (Handy 1985:29). As Miles (1964) notes, a
healthy organizasion exhibits problem-solving adecuacy. To this we might add
that the healthy and successful organizaton is good at identifying new
problems and setting people to work op them, a characieristic commented
upon by Handy (1985:27), who says that ‘Problem-finding is often a more
creative and difficult task than problem-solving. It does not mean looking for
problems for the sake of i; it does mean discerning key opportunities for the
advancement of the organization.’

And such advancement will almost always mean tnnovaton. In the school
context, this means curriculum renewal of some sort.

Finally, a key factor noted in the literature on innovation management in all
organizations is communication, In the context of ELT curriculum develop-
ment context, Bowers (1983:115) points out the importance of communication
in his account of the Ain Shums project. '
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Figure 9.2 The innovation cdopfion curve
{from Huberman 1973)

Not only does the project tcam ... need o communicate with the
administrators and financial authorities upon whom the success of the
project largely rests, as well as with those directly affected by the project
(the teachers, the tralners, etc.). In addition, a project team needs to
communicate within jtself — o clarify the different preoccupations and
preconceptions and values which individual members hold. . . Too
often, a team is set to work without the time for this professional
famitiarization, the opportunity to identify varying interests and strengths
and put them to work in the context of the programme. And failure to
recognize these differences of standpoint can lead 1o dissension later.

The same point is stressed by Nicholls (1983:75), who observes that
wmnovation is also likely to provoke conflics, which will not disappear simply
because it is ignored: However, the creation of a climate in which ideas can
be discussed openly, criticized and rejected, while those purting forward the
ideas are accepted within the group, is more likely 10 lead to successful
immovation,” This view is remarkably reminiscent of the activities and atiudes
which Stenhouse’s humanities curriculum project set out o develop in the
classronm, and of which process syllabus advocates in ELT also approve. In
short, that which applies to the classroom should alse characterize the staff
Toom.

Stages in Innovation

"The dissemination and adoption of an innovation ~ in language teaching as
elsewhere — follows an S-shaped curve (figure 9.2). There is an early stage
during which a very small percentage of mnovarors decide to introduce the
new idea, "This is followed by a second siage, during which the early adoprers,
who have noted that the innevaton produces no harmful effects, ke on the
mnovation. During the middle stage, the majority adopt quickly, influenced
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mainly by the innovators. At a late stage, the laggards or late adopters finaily
give in. A minority who never adopt lie outside the curve,

The stages represented in this S-shaped curve been summarized by Rogers
(1962, as follows:

AWareness
interest
evaluation
trial

adopton or discontinuance.

In the final stage, Rogers allows for acceptance or rejection, since it IS not
necessarily the case that an innovation will be taken up. Miles (1964} also
provides for either possibility in a series of stages: awareness, mdifference/
interest, denial/evaluation and trial, and he lists a number of forms and causes
of reiection, including ignorance, the feeling that other things are cqually as
good, and such persenal factors as uncertainty or fear.

Characteristics of Innovations

Rogers {1983:15~16) has emphasized that it is the receiver’s perceptions of
the awributes of innovations that affect their rate of adoption, and he has
proposed a number of characteristics of mnovatiens, as perceived by potential
adopters, which are positively related to adeption rate:

Relative advaniape

Compatability

Trialabiliy

Observability

Degree of inrerconnectedness (Le. interpersonal networks} in a social
syster

Complexity.

G e L3 Do e

o

The final characterisiic (6) is negatively related to adopton rate. No doubt all
of these will strike a chord with anyone who has been concerned with almost
any form of curriculum innovadon in ELT. The fact is, of course, that some
innovations are more trialable and observable than others. Video and group
work are cases in point. Others, such as the introduction of a cumpletely new
syllabus or textbook, may be supported on the grounds of relative advaniage
(e.g. it will meet siudent needs more effectively than the existing syllabusy, but
may be less suppostable on the grounds of urialability, since the evaluation of
new syllabuses and textbooks 18 necessarily a lengthy process.

The question of compatbility will be applicable especially to teaching
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methods and classroom organization. A new method which requires radical
reprganization of classroom procedures will tend 10 be less readily welcomed
than one which demands fewer changes of this kind. Finally, the more
complex an innovation, the less acceptable it will be. Thus, a language
teaching innovation which calls for complex crganizational arrangements (e.g.
replanning timetables and intoducing the use of multi-media, resource packs
and diverse classrocm groupings) is 2 recipe for rejection.

Trump's Five-Step innovation Sequence

Trump (1967) has proposed » systematic five-step sequence:

1 Analyse co-operatively reasons for present practices;

7 Discover what people want that is different from what they arve doing;

3 Make tentative decisions about the priority of proposed changes;

4 Plan the innovation carefully in terms of teacher preparation, srudent
preparation, procedures to be followed and the anticipated effects of the
mnnavaion;

5 Determine the times and techniques for evaluation.

As Trump’s list is concerned with educational innevation, and because i
reflects essentially the same sequence of stages outlined in Skilbeck's
Situadonad Model of curriculum development, it constites a useful agenda
for planning and implementing # new language syllabus, materials, methods of
assessment, or reaching methodology. Also, it emphasizes the collaborative,
consullative character of the innovation process, and thus matches the
precepts of the normative-re-educative strategy and the problem-solving
model of innovation already discussed.

Management and Innovation

As will have become clear in the previous sections, management, both as a
process and as a secton of an organization, is Imporlant in lmplemendng
innovation — of which language curriculum renewal is, by definition, an
instance. Although both the theory and study of management in educational
oruanizations is in a formative phase {cf. Bush 1986}, such studies as have
besn made so far (e.g. Bell cral. 1984, Gross etal. 1971, Nicholls 1983,
Rogers 1583) demonsirate the importance of good vrganizationad management
in successful innovation. lndeed, it is effective management that provides the
circumsiances whereby innovation will arise, be taken up and successfully
installed.

Innovaron can occur in two different circumstances. In the firsy, it arises
within an organization in response o the needs identified by members of the
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organization {though possibly, as [ have noted in the discussion of the
problemi-sobving model of curriculum development, with an outside consultant
ar adviser.) Typically, in such circumstances, someone within the organization
will have identified a need for a new linguage syllabus or for changes in
teaching methodology and will put forward proposals for change.

In the second, proposals for innovation occur when an outside or =
superordinate agency defines and proposes the innovation, as happens in
centrally organized curriculum projects or in those which are established as
part of aid packages, of which Key English Language Teaching (KELT)
projects are an example. Such propasals witl usually be in the form of revised
or newly created language syllabuses with or without new materials. In either
case, the management and administration of a school or educational system
will play a crucial role, since even bottorn-up grass roots innovation will
require forms of support which can only be provided by superordinate top-
down parts of the system. Thus, an initiative developed by stall in a school
can be nipped in the bud if the inspectorate disapproves, if exira resources are
not forthcoming or if there are no rewards (in terms of promotion, pay,
increased job satisfaction or other oppormunities) for the Innovators.

In either situation, as Gross etal. (1971} point out, only management is
likely to have a whole view of the process; management must remain in close
touch with things throughout, and they warn against assuming that an
innovation has been adopted once it has been introduced —a common, but
erroneous, assumption made by administrators in bureaucratic systems. (Gross
etal. (1971:210-11) also suggest that subordinates have a right to expect
management to de certain things:

I To take the steps necessary to provide them with a clear picture of their
new role requirements;

2 To adjust organizational arrangements to make them compatible with
the mnovartion;

3 To provide subordinates with necessary retraining experiences, which
will be required if the capabilities for coping with the difficulties of
implementing the innovation are to develop;

4 To provide the resources necessary t carry out the innovadon;

To provide the appropriate supports and tewards to maintain

subordinates’ willingness 10 make implemenmatonal efforts.

(W

The history of curriculum innovation In ELT is littered with instances of lack
of success arising from the failure of management {whether at school or
national level) to carry out the actions listed above.

In addition 10 making these provisions, an educational manager should

1 Take account of difficulties which teachers will probably be exposed 1o
when they attempt to iruplement the innovation.
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2 Provide for feedback mechanisms to identify and cope with barriers and
problems arising during the period of attempted implementation.

Concluding their list of management responsibilities, Gross eval. (1971:215)
say that ‘The implementation of educational innovatons, in short, not only
requires alterations in behaviour expected of teachers bur also changes in the
role performance of munagement.” Implementatonal efforts can lead to
frustration if obstacles are encountered and management does lttle or nothing
to help overcome them. A consequence of the frustration which develops
under such circumstances is that people who were initdaily favourable towards
the innovatdon ‘develop a negative orientation’. Once this happens, it is very
difficult to retrieve the sitwation, as their own study ilustrates and as will be
attested by anyone who has tried to implement an innovation in EL'T under
civcumstances  where implementadonal efforts have been frustrated by
inadequate management support.

A Systematic Approach

Managing innovation, which involves setting up and implementing new policy,
15 a highly complex business, and the numerous theories of management in
general and of educational management in particular provide only a partial
view of the process, Some models of educational innovation are believed to
work better or to be more appropriate Lo some circumstances than others.
Also, variations m organizational culture and school climate can provide
contexts which may be more or less helpful to innovation. And we shall see
that while ratonal models of managemens may provide 2 normative basis for
action, actual practice tends to be less rational.

Here, then, we have a conflict. Ou the one hand, management principles
stress the importance of trying to be reasonably systematic and rational in
running any organizaton. Consultation and good communication, whereby all
members of an organivation are involved, are constantly stressed as being
important. Clarifying goals, setting standards, monitoring progress are all
aspects of good management, which in turn will help to suswin appropriate
conditions for the continuing good healih and adaptability of the organization
in responding 10 environmental changes.

On the other hand, there are factors which inhibit rationality. The
subjective views of members of an insttution necessarily mean that there are
many different percepions of reality. Interest groups, coalitions and shifis of
power mean that political factors may outweigh rational considerations. In
addition, the sheer complexity of an organization - and especially onc of any
considerable  size - enormously complicates the process of management.
Should we, then, give up entrely any attempt 1o approach the management of
policy change and innovation in s rational way? Should we simply abandon any
attempt to conirol affairs with 2 modicum of systematiciy? And should we
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ignore the lessons that can he learnt from experience and the accumulated
wisdom of management theorists and practitioners? L would like to suggest
that the answer is ‘no’, and that we should y © be at least moderately
systernatic in any approach o curriculum innovatiorn.

In applying a systematic approach to introducing an inncvation, we could
begin to clarify cur aims by describing what it is we hope to achieve. The
clarification of aims can be thought of in three aspects. Firstly, we should ask

ourselves the following questions:

“Whar is the innovation?’
Is it an ingovation in hardware, software, materials, methods, forns of
assessment, ere.?
“What do we mean by the terms thar we use?”
For insmance, what do we mean by futivnal of waative or task-bused
N

fearny

“‘Why are we carrying out this mnovaton?’

Are we carrying it out because other stake-holders have wld us to; or is it in
response to problems that have arisen through a drop in student
motivaton or achievement; or is it to relieve teachers’ boredom; or what?

“What is it for?’
Is it to improve learning in particular skills; is it o raise examination
performance; etc.?

“Who is it for?
Is it for the benefir of studenss or teachers? Is it for clients and sponsors?
Who are the intended beneficiaties of the change?

‘Do we actually need it?’
Can we really justify the innovation in terms of improvements and cost?

“What justifications are there for it
Can we give a principled justification for the innovation?

Basically, we need to go on asking and artempting 1o answer the question
“Why?

Discussion of these snd other guestons will certainly be very time-
consuming, but the time is well spent if, by cstablishing a forum which allows
all parties to be aware of and involved in discussion and decision-makiag, »
consensus is reached, thus taying the foundation for later stages.

Secondly, we should attempt ro detine the end results. What, in short, do
we want ro achieve? Although ar this early stage the precise character of the
end results cannot be specified, an agreement on the namre of the outcome s
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essential, since it iy this specification which provides the goal towards which
all members of the organization will be working. The specification will, of
course, depend on the nature of the innovation. Por instance, it could be a
fully equipped and orgunized resource centre with materials catalogued and
cross referenced with access achieved by means of a conputerized key-word
catalogue. Or it could be an A4 sheet specifying the main topics ro be covered
bv a given class during the forthcoming semester. Or it could be a carefully
graded sequence of learning tasks linked to a list of language functions and
exponents to be covered by all students during 2 course of a specified fevel.
And so on. What is important is that everyone agrees on the general (eatures
of the end result for the obvious reason that one wishes to avoid a situation in
¥ manths’ fime when it is revealed that evervone had a rather different idea of
what they thought the cutcomes of their efforts would be

Thirdly, we have the guestion of evaluation, What are the success criteria
or standards? What will demonstrate that we have been or are being
suceessiul? How can the end product be evaluaied? Evaluation criteria should
be built in right from the start, since it is important to know how to
demonstrate improvement if, as we assume, an innovation is intended 0 be
more efficacious in achieving osganizational goals. Failure o consider success
criteria at this early stage can result in problems later when, throngh lack of
forethought, partcipants in the innovatory process apply inappropriate criteria
or fudge things by adapting their criteria to the outcomes actually achieved.
(G the Lmitations of the evaluation of the procedural syllabus, referred to in
chaprer 7.

The process of defining aims and of ‘laying things open’, as Bowers (1983)
describes i, will usually be enormously tme-consuming, although the
evidence suggests that such time is well spent provided everyone is co-
operatively involved in the discussions, It is as well, on a purely practical level,
to keep records of whar is discussed and agreed, and that these records (which
should not be over-long and complicated, or nobody will read them) are
circulated to all concermned (some of whom may well be absent from some of

the discussiony).

Another praciical issue is that of time and outcomes. I it has been agreed
thar an innovation of whatever sort is to be carried out, it is essental that the
task be achieved. To do this, a time scale and deadlines should be agreed,
even if, because of siippage caused by unforescen circumstances, the
progranmune has to be changed and deadlines rescheduied. It will be
someane’s job to keep an eye on the schedule to ensure that there is as litde
slippage ay possible and 0 remind everyone abour deadlines.

This brings us to anocther important poing leadership. Ahhough demo-
cratically organized groups tend to work better than ones in which there is a
top-dowa authorienan structure, there does seem to be a need for an
opinivi-leader to support the innovadon, and for someone 1o asswme a co-
ordinaring role within a group, particularly when morg than half~a-dozen
people. Indeed, it may be difficuls for even smaller groups to operate
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successfully over a prhlonged period unless someone takes responsibility for
chairing;- co-ordinating,” monitoring and record-keeping. Within a typical
language schoal the co-ordinator can be the principal or divector of studies, or
it may be a?ﬁﬁther member of the organization who assumes the co-ordinating
role. It is not the role of co-ordinators to imposc their own ideas abou
language curriculum on the group; rather, it is their role to clicit, clarify,
encourage, summarize and to keep the group on target. In this, they should be
assisted by the group and by other members who may assume other similar
roles, such as record-keeper, information gatherer, researcher, and so on.

If raarerials production is envisaged, the co-ordinain’s role becomes even
more important, only then, the co-ordinaror will assume the role of editor,
Fven ministry-sponsored materials production projects have been known m
which there was no one to take on the role of editor, whose functions will
include not only programme-planning and keeping writers on target, bur will
embrace such activities as reading and editing; seeing that materials are
trialied {even if only among members of the writing team); establishing and
maintaining conventions of format, rubrics and instructions; and generally
providing coherence and unity to the publication. Indeed, the editor is the
only person who {like any manager} will have an overview of the whole
process —and the product.

To refurn to goal-setting, it is important to note that often, during this
phése, people are very anxious to move straight into the next main phase, that
of Getting Things Done. Sponsors and employers will usually be anxious w©
see some tangible evidence that their funding s being spent to good effect,
and so minutes of mectings and things agreed will not usually be taken as
evidence of such achievement. Such impatience and anxiety is understandable,
but the Getting Things Done phase does depend on a clear dehntion of aims;
thus pressure to move into sction quickly should be tactfully resisted.

This may be amply demonstrated in the fivst step, which is concerned with
information-gathering. Inn fact, an information-gathering stage may have been
necessary fofore defining goals, as is clear from the first two steps in Trump’s

five-step sequence, outlined earlier. Information should be classified under
two headings: Whar We Already Know and Whar We Need te Know, and to
establish both will involve assembling relevant facts, ideas, skills, experience
and resources. This will mean drawing upen existing knowledge and expertise
and records. Some of the information will exist in peopie’s heads, and will
have to be elicited by discussion, interview and questionnaire. Other

1)
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information will exist i records, such as existing syvllabuses, teaching
materials, examination results and test scores, comments from students and
other interested parties, ministry reporis and propoesals, articles in the press,
and s0 on. And a most important sevrce of information will be concerned with
skills and expertise within the group: who and what is good? People’s existing
expertise is an important resource and o ensure mvolvemnent, commitment
and a sense of ‘pwnership’, should be drawn upon.

Obtaining informaton which is needed for planning is, of course, crucial.
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Decisions will have to be made about the precise nature of the information
required and the means of obtaining it. It may be necessary to find out about
such things as the students’ previous language learning expericnce, the precise
needs of the learners, costings and sources of funds in order to establish a
hudzer. Some thouzht will have to be given at this stage to what will be done
with the informetion once it has been assembied. How will it be processed,
presented and interpreted? What optioas for action will be revealed? What
risks will be discovered? How are people to react to the information? How will
it influence planned cuiccmes?

Once decisions have been made about information known and needed,
attention will shift to the Hhar Has To Be Done and Plansing phases. Here we
are concerned with listing everything that needs to be done and with stating,
in some detail, who will do what, how, when and where. It may seem obvinus,
but it is easy to overlook that even when only two peple are working together,
failure to allocare responsibiliies can lead o problems. With a group of
people, this becomes an even greater risk. So, plans have to be agreed as to
who does what, deadlines should be established, and records maintained and
disrributed. As will be clear, there 15 now a transition from the task culture of
the initial phase of problem identfication and objectives setting o the role
culture of the planning and action phases. In Trump’s terms, we have now
moved on to sieps 3 o 5.

Onee plans have been fixed, we proceed to the Aetion stage. In fact, some
actions may already have been carried out. It may be that what might be called
an ‘obvious action’ should be performed early on. For instance, if an
innovation is being mooted which will involve considerable expenditure {as
would be the case with a change of textbooks), it would be sensible to carry
our a Anancial feasibiliny study as a preliminary exercise, and this would
involve some action in terms of obtaining relevant information, such as the
ministry grant or projected income for the forthcoming vear. In general,
though, the action stage comes afier the goal setting and planning stages.

During the acdon stage, monitoring of what is being done should be
mainmined. Indeed, it is important to schedule periodic review meetings so
that everyome can report achievements to date, problems encountered and
proposals for further action. This is what Roger Bowers calls ‘keeping an eye
on things’. Although the co-ordinator will have an important role here, all
members of the group should accepr responsibility for keeping an eye on
things and for calling attention to problems.

Finally, we come to the review and evalualion stage. Reviewing, as just
noted, is part of the contimung monitoring process which ensures that things
are on target. Evaluagon can be thought of in two stages: on-going or
formative, which is a process of feedback; and fnal or summative, whereby
outcomes are evaluated agamst the success criteria specified during the goal
setting stage. In both cases, successes and difficultdes can be analysed to
provide the basis for improvement,
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Figure 9.3 The placs of evaluation
ladapted from Bramley 1986

Fvaluation

Evaluation is not, in itself, new. What is new is the incorporation of evaluation
as feedback and as a formative process within language curriculum
development, whereby it becomes an extension and elaburation of needs
analysis, sharing with such pre-planning the use of many of the same
information gathering procedures and fechniques, such as questionnaires and
interviews. Instead of being either overlooked, or at best added as an
afterthought (as appears to have been the case with the Bangalore/ Madras
CTP), evaluation is now seen 1 be an integral part of language curriculum
development, at whatever stage, and no one makiog proposals for any aspect
of the language curricidum —be it aims, content or methods —can do so
without carefully evaluating and justifying such proposals. In short, evaluation
oceurs at all stages, as ilustrated in figure 9.5. h “
Fistorically, there has also been a move from the evaluator being a
specialist somewhat outside a project, to evaluation {and the ma]&dl(}r) heing
integral parts of-the project, with formative and summiative evaluation occupy~
mg a cepmﬁ role, ’f"tcdmo nto deuswn makmg at ail @I ges The unpmtamc of

a 1’ fa’iion uqed to zmpruw Lhc conrse WquL it
'o_r;__'t:hfn '

cvaluation
ext (Cronmch 1975)
gmuahmnons. Instead, evaluaton will

shouid be u)zmuned with f_(}hs&n-'in ftcata in conl
rather than with making predichive

ration™
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focus on the way in which retrospective generalizations relate findings o
subseanent action and decision-making.

Three models of evaluation (cf. Lawton 198{) have come o the attention of
ELT specialists of recent years. These are the luminative, the professional
and the case study models. The first relies on obscrvational data gathered by
the evaluator as pa1mxpmt——obsewer, using ethnogruphic techniques developed
in social anthropological field-work. The dangers of subjectivity in such
procedures are obvious, though less easily avoided. The teacher-as-researcher
model derives from the work of Stenhouse, and is closely related to action
research as propuscd by Elliort (1981, 1985}, and Cohen and Manion (1980).
The case study model, as described by Adelman, Jenkins und Kemmis (1978)

and Yin {1984), yields data that is ‘strong in reality’ and can be presented in

such @ way that readers can make judgements for themselves. The par ticular
strength of case studies Hes in their attention to the subtlety and complexity of
the case in its own right {Lawton 1980}

Evaluation and Ethics

Fvaluation is not withour its problems, partcularly ethical ones. These are
discussed by Simons {1979}, who lists five factors which the evaluator must
take into account, 1t will take litde imagination to see how these can apply o
the evaluation of any aspect of the language curriculum.

1 Impartiality;

2 Coanfidentality and contvol over the data participants;

3 Negotiaton among all parties involved:

4 Colluburation by all concerned;

5 Accountability by alf levels in the organizational hierarchy.

What seems to be clear is that evaluation can be regarded as threatening, can
lead to misconceptiuns, and can be destabilizing because evalualions are, as
Adeliman and Alexander (1982) argue, political: by definition they entail value
indgements, and there are a number of political danger-zones. Simons (1979)
raises a pumber of difficult questions her{, One concerns whose views will
prevail in the reconcillation of irreconcilable Iud”n;h&,ﬂl‘s Another concerns
the redistribution of resources (mundmg people) which may be indicated by
evaluation. A third concerns confrentng the consequences of appraising, both
for ndividuals and the Insitetion.

What is vital Is thar evaluation should focus on
Once individual teachers feel that thw are buno Lvalmtcd pm}olems are
hkcb t0 occur. Opcumsb Li(m‘"v oi auns in ¢y abuation and preparedness

)

indi
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Evaluation: a Sequence
Harlen and Elliorr (1882) and Bell {1982) have provided checklists for
evaluation. Bell’s model (see figure 9.4} can be reformulated as a series of
questions, essentially the same as those provided by Harlen and Elliott, each
— "] 5 of which gives rise to a further set of questions:
ks :
= < o = e ~ .
I 21 . 21 c o 1" What are the purposes of the evaluadon? [T T
e = @ s S o © o K a S . . . . . - N
g8 g 318 E 212w s - : 2~ Whar programme, instructional material or issues are being evaluated?
il = o =] >l < I o N el ; N N - . .
2 3 S22 2 2 o | 4 & - 3 Who are the potendal audiences of the evaluation?
= = < ; 7 & v . - .
£ 8= £ro| < £ 81 8 T 4 What particular characteristics of the context may be relevant?
g 5] 3 o Qo ! "
o O Qa £~ 5 What are the particular questions to be answered in order to achieve
oo -
B V g3 the purpose?
— o £ 6 What types of information will be collected and from whom?
°¢ hat typ
£ = 7 What techniques and instruments will be used for gathering the
. I
z - < - - m’fﬂr'{‘{‘-:dtl(}ﬂ. . - . . .
o = 2 2 5 £ O 8 Who is o be involved in conducting the evaluation and in what
IS I =) ! o] P
z % g 8 2 = 2 + & = % capacity?
2 % © T % B T 0 T .
84 & 8 S g A o 2 9 How are dme and funds to be allocated?
10 What is to be the form of reporting?
11 What difficulties, compromises, side effects do vou anticipate?
; . . . N . . ~
! In addition to these Il questions, Bell outlines a series of principles of
% procedure in the Doing stage. These include:
i . .
i keeping everyone informed
S ry e S e T 1: - ‘ o
il : : being open and sensitive
Lo e = - .
i3 - o | 1% | E cross-checking information
@ i @ = | 2 ¢ E 3 .| 15 . .
w Q| 2 i _L o S gl o= g Sl 1o keeping an open mind
O e e B A e B e B e I e B e = o . . . o .
< ol 13 3 Eli N 5118 2 g wying to influence things as little as possible
o I« 19 & 15 « I £ L . -
! | b= o E 1 E maintaining promised confidentiality.
i I R
! AN S O B N I N
: : 5] P .
4 e Methods of Data Collection
Z 1) |
= (]
Z = ! ;
[&] : e . ~ -
< o ! g o There is no one ‘best’ method of data collection, although some methods are
- @ - o better for some kinds of data than others. Some of these are summarized in
i figure 9.5,
It should be noted that problems can occur with cbservation, as it is a
highly persenalized form of evaluation and can affect the thing being

observed. It is important to obtain several viewpeints of the same event or
experience, and the use of triangulation is one means to this end.
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Finally, Harlen and Eliiort give a list of 16 questions for evaluating

evaluations. They include:

P
A . ) _
“T3id the evaluaton serve 1o inform the decisions or judgements for
_which it was originally intended?
2/ What decisions have been taken as a consequence of the evahaiion?
5 What steps were taken to allow for bias, unrepresentativencss, and low
reliability in the information gathered?
0 Did those mvolved in supplying the information approve of the
methods used for collecting it?
15 Was the evaiuation reporied in 2 way which communicated effectively

with the intended audiencer

They conclude that ‘In most cases it is necessary to follow up inidal answers
with the further guestion, “If not, why not?”” (1982:303-4)

Conclusion

The stages and reascns for action which have been reviewed in this chapter
are summarized below, followed by a summary of evaluation {LCID =
Language custiculum development.)

Acti

(larify motivation for LCD

i/ Stage Reason

Initiative for 1.CD will influence
or determine both process and
product of LCD

Defensive v. creative motivation
will reflect the state of the
organization

Accountability may be involved
Significance of inftiatve and
L.CD may be judged from
motivation

Assessing seundness of proposed change

Clarify the purpose of LCD

Analyse the situation:
{a) institutional

Mlust know where you are guing,
why you are going there

Kunow where you are at, and who
is with you, what you hold
sacred, what your resources are,
what the organizational culture is
and how all of this constrains or
facilitates LCD
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(b} wider environment

Know who calls the tune {or who
would like t0), what official
policies are, what resources are
likely to be available, who
controls them, and how access to
them is obtained, what the
cudtural background is and how
this interacts with the institutdon
and LOCD changes

Reconnaissiance, especially of the history and track recovd for innoeaiion of the system,

i}
stakee-Tolders attitudes

Consult with all stakeholders,
especially students and teachers

Identify specific problems

Deseribing the futicre

Define aims

Fvaluate

Deseribing the present, envivonmental o

Establish appropriate strucrures,
organizaton

Ensure appropriate forms of
support from top-down as well
gTass roots

Find out whar attitudes are to
current practices, discover what
works, what does not work and
how current praciices can be
justified (or not); knowing above
will ser Hmits to what is possible
or indicate where changes may
be intended

These will be the points at which
change is needed and about
which care will be required

Mlake sure everyone knows (and
agrees on) where they are going
and why

To be done at every stage as a
way of ensuring a match between
LCD and the situation and
participants’ requirements and
capacities; an extension of needs
analysis

s Bt
Sty

Nothing is done without people
to do ir; must have a system to
SUpport imitatives

Support from up top essential for
most initatives to flourish
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Transition management

Reinventing the wheel is
wasteful; LCIY should be tcacher
developmental; new input
important, but should be in
respouse to an identifhied need

Refer to academic and
professional authorities
and theories

Developing a plan, gaming cormninent

Content and aims should be
determined by alms, not vice
versa; consultation important as a
wav of developing frevolvement,
commitment, ownership, nader-
standing

Choose appropriate syllabus type
in consultation with all
participants

Methodolegy choice should be
informed by situational and
means analvsis and especiaily
cultural and personal
characteristics of s{uden‘ts and
tcachers (plus other stake-
holders); reasons for consultation
as above

Choose appropriate methodology
in consultation with all
parfcipants

Design teaching—learning Provides basis for concerted
programme with maxdmum action

consultation and formative

evaluation

Must be seen to get things done,
however trivial the outcomes may
seem

Interpret and implement the
programme

Keeping an eye on things; pre-
empting problems, making sure
that aims are being met and that
adaprations to procedurcs are
made according to feedback

Evaluate

Evaluation

Evaluation is concerned not with assessing individhual achievement but with
making judgements abour the curricudum. Formative evaluation, using a
variety of techniques similar to those of needs amalysis, together with
ethnegraphic techniques of participant observation, acts as feedhack 1o
curriculum developers. A wide variety of information sources is drawn upon in

e

Innovation: Managing and Dval
g

Type of data Methnd

Observation, diaries, intervicws, peer
appraisal, questionnaires, ranking and
rating scales

Methods, classroom procedures

Questionnaires, interviews, document
analysis: text books, sylabuses, wests;
ranking and rating scales

Content

Learning achievement Tests, assigniments

Figure .5 Methods of data collection

such evaluation, mcluding documentation and people frem within and outside
the nstitution concerned.

Because evaluation involves making judgements, ethical and political issues
become associared with any evaluation process. Questions abowt ownership of
information and the use of this informadon for decision-moking become
significant and must be acknowledged as important. Evaluation can be used
for purposes other than fecdback to teachers, and the purpose and use of
evaluation are important considerations.

As with anv procedure, evaluation can be carried out in a reasonably
systernatic way, following a sequence of stages. Openness, clarity and good
communication assurne importance in such an evaluation sequence, fnllowing
essentially the same principles of good management practice reviewed
elsewhere in this chapter,

Suggesied Reading

Educafional Management

Management has become a growth area in education, with the realizatdon that
managerial skills are needed in running schools and education systems. A very
good, practical introduction to the field of educatonal management is
provided by Everard and Morris in Effective Schoc] Managenient (1985), whicl
can be supplemented by Bush, Theories of Educational Management (1986), and
Paisey, Organizarional Management in Schools (19810, A stimulating view of
schools from an owsider is given by Handy in Taken for Granted?
Undersranding Sehoals ar Organizarions (1984).
A collection which assembles case studies of educational management is
Case Studics in Edusationad Managemens, edited by Goulding, Bell, Bush, FFox
and Goodey (1984). Another collection, focusing on the research aspect of
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educational management, is Bell, Push, Fux, Goodey and Goulding,
Condugting. Small-scale Fnvestigations i Eduweationad Alanagement {1984). This
collection includes papers by Cohen and Manion and Fllior on action
research, as well as a paper by Adelman, Jenkins and Kemmis on case study.
A collection devoted entirely to action research has been edited by Husder,
Cassidy and Cuff (1986). There are also other papers on action research by

Eiliot {1981 and 1985).

Fvaluation

A very good introduction to educational evaluation appears in chapter 6 of
Rowntree’s  Sducationa!  Twhnology  in Cwvicalum Development (1982),
Collections of papers on  educational evaluation are House (1986),
MeCormick et al. (1982), Hamilton etal. (1977) and Skilbeck {1984b}.

Some of the svaluation literature from management training (e.g. Bramley
1086) has much of relevance to ELT specialists and course providers, Not
surprisingly, in view of the sigaificance of accountability in many LESP
programuies, evaluation has occupied the attention of ESP specialists: wilness
Bachman (1981), ‘Formative evaluation in specific purposes program
development’, Mackay (1981}, ‘Accountabiliy in ESP Programs’ and
MeGinley {1988), ‘Coming to 1erms with evaluation’.

Other more general discussions of evaluation in ELT include Candlin and
Breen (1979), and Alderson {1985). The 1981 Dunford House Seminar
(British Council, 1981) addressed iwself 1o design, cvaluation and testing in
English Language projects, while recent papers by Berela (19860 und b) are
another expression of this burgeoning interest. Richards and Rodgers {1986)
put the case for comparing and evalvating methods.

Appendix
Follow-up Activities

These activities are intended t be done by groups, and they should involve
discussion. Some of the activities can also be done individually. They are
tinked to the content of the chapters concerned, and provide some ‘hands on’
development of the points covered in the chapters themselves. You may fnd it
aseful to skim the follow-up activites befire reading each chapter,

Chapter 2

Activity 1

Review vour own language teaching history.

In what tradition of language teaching were you initially trained?

How have your ideas of language teaching evolved as a result of experience
as a teacher?

How have your ideas evolved under the influence of writers or lecturers in
the field?

What is vour current position on language teaching?

Discuss the answers 1o these questions with colleagues and compare and
contrast your experiences. Then consider

What generalizations emerge from your collective language teaching
histories?

Activity 2

This activity is probably best done collaboratively, with different members of
the group being responsible for collecting different information.

Colleet syllabuses, textbooks and examinations over a period of 20 or 30
Vears.

Compure the material you collect.
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How does it vary in.
alms :
content
methods
form of assessment?
What do the differences suggest about the waditons and development of
ideas in language teaching over the period concerned?
How rapidly have ideas changed?
Do some ‘old” ideas linger on?
If they do, what does this suggest aboutr the nature of change and

development in language teaching?

Chapter 3

Activity |

Either individually, or with a colleague, complete the questionnaire on teacher
values. The guestionnaire aims to reveal something of teachers’ values; it is
not to make judgements on whether some values are better than others. The
guestionnaire asks you t¢ choose between two exiremes, since a rating scale is
not provided. This is hecause the questionnaire is not intended to be a survey
instrument, but a stmulus for thinking and discussion, and extreme choices
are more likely to provoke debate than bland statements upon which everyone
wili agree. A slogan to keep in mind here is

‘When everyone thinks the same, nobody thinks.

Even if you work with a colleague, your response to each item should be an
individual one.
When you have compteted the questionnaire, give a title to each section.
If you can, use the questionnaie as the basis for a general discussion
among members of your department or group. Having completed the
questionnaire individually, or in pairs, form syndicates of two or three pairs,
and

discuss the tides which you have given to each section;

find six statements upon which you all agree;

report vour consensus statements to the rest of the group;

from the discussion, clarify those statements upon which everyone agrees,
and those upon which you agree to differ.

What does the range of agreement/disagreement tell you abour possible

Appendix: Follow-up Act

Figure Al Queshonnaire

The questinnmaire is in 5 parts, Please complete all parts. Put a tick in the approprate
part of the column for each statement, depending on whether you agree ot disagree
with it

Agree Disagree Part A

1 Language is a system of grammatical
rules.

2 Vocabulary is the most important part of
a language.

(5]

Language is basically a means of spcken
communicaton.

4 Language is a means of establishing and
maintaining social relationships.

5 Each language provides a unique way of
arganizing cxperience.

Part B
6 Learning grammartical rules is essential
to learning a language.

7 Languages can only be learned by the
conscious application of grammatical
rules.

8 Language learning is best achieved by
being exposed informally to authentic
language in its nagve speech community.

9 language lcarning is best when a teacher
provides a carefully contrelled exposure
to the language.

10 Language learning is best promoted
through using the language in authentic
sitnations in the classroom.

11 Meaning is best conveyed through
rranskation berween the target language
and the mother tongue.
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) . D ! .
Agres Disagree Part B Agree Disagree Pant [
17 Language learning is best when the focus - 23 The teacher should not control or
is on something other than the language | restrict his/her language in the classroom
itself. &8 as exposure to rich and varied authentic

language will help leamning.

13 There is no gansfer from one skill to
another when learning 2 language. 34 The teacher must correct students’

Part € errors at all dmes.

14 A carefully graded structural syllabus is
the best way o organize a language

[Se]
(43

The teacher must encourage

cOUrse spontaneous student: student interaction

in the classroom.

15 Inital teaching should be based on 2
careful contrastive analysis of the
grammatical differences between the
mother tongue and the targer language.

26 The reacher must aveid deviating from
either the syllabus, the lesson plan or the
texthbook.

faw)
-]

The teacher should promore an
enjoyable, friendly and supportive
ammosphere it the class.

16 A syllabus should be based on known
areas of difficulty in grammar and
pronunciaton.

28 The teacher must remain in full control

17 A syllabus should be based on the !
of the class at all fimes.

students’ communicative needs ourside

the classcoom. . . .
o ' 2%  The reacher should guesdon his/her own

teaching with a view o constant
improvement.

18 A syllabus should take studenss” wants
and interests info account even when
these are different from their needs.

30 The teacher should view his/her work in
the wider context of the school,

19 Where there is a choice, communicative
needs should take prionity over
grammatical grading in organizing a

community and society.

syllabus. :
PR . . , ] Purt F
26 -inc best syllabus is one which doesn’t ) 31 There are no important differences

foeus on language at all. ) : ‘ berween stidents of different ages and

backgrounds.
Part D -
AR . B DR Shilite th kep Py ol :
21 & is the [C(I.Cht.l‘ s responsibility to keep _ 32 Swmdents need o be kept active and
- fhn’xgs moving in the classroorn, B i : interested by the teacher.

7 e Te s reac A VPSR [ . - " R N
22 itis the reacher’s job to provide a perfect 33 Swdents don’t usually know what's good

language model for his/her students. o for them.
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Agree Disagree Part £

34 Students achieve best i a competitive
atmosphere.

35 Srudents should develop harmonious and
supportive relationships with one
another.

36 Students pick up mistakes from one

= another, so all language in the class must
be controlled and checked by the
teacher.

37 Srudents can help each ather by pooling
their collective knowledge.

38 Spontanecus interaction helps students
{0 lean to communicate.

39 Srudents only fearn things which are of
nterest or use 10 themselves.

40 Students in a language class feel very
vulnerable and sensitive.

Figure A1 Queslionnaire

sources of strength and conflict within your department/instiution?
How are values reflected in the choices people make over content and
method of reaching?

Aciivity 2

Here is a list of language learning goals. Some of them are stated as
bebavioural obiectives, some are not. Identfy those which are stated in
behavioural terms, and trv to modify some of those which are not so that they
are stated as behavioural objectives as defined by Steiner (1975).

1 Seeking information from a fellow student.

Exchanging information with a partier so 2s to gain a full picrure of
events reported in two different news broadeass {rom which each
student has taken notes.

Given a recorded news report from a BBC Radio 4 news broadeast,

[}
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played on a cassetie player in the classroom, the student will

summarize in wridng the sequence of events in carrect chronological

order, stare the identity of the people involved, and state the locaton
and time of events within a period of 15 minutes.

Reading magazines for comprehension of details, meanings, inferences.

Indicating possession of an object.

6 Checking that the principal colours are known.

7 Asked by a stranger in the street for directions to one of a number of
places, the student gives directions in spoken form, using nominated
structures and vocabulary with 90 per cent accuracy.

8 Learning the first conditional pattern with the function of warning,

9 Writing narrative compositions in the past tense,

10 Given a picture sequence not exceeding 6 pictures in number, the
student will write a narrative of 6 or more sentences, using correctly
formed regular and irregular past tense forms to 90 per cent accuracy
within 15 minutes.

tr a

Activity 3

Review the three curriculum models which have been described:

The Taba~Tyler Means—ends model
The Stenhouse Process model

The Skilbeck Sitmatonal model

Which medel most closely maiches the preferred way of operating within your
own institution?

What benefits could you predict would arise from adopting cach model? Be
specific.

What difficultes could you predict would occur in twying to adopt the
procedures outlined in each model? Be specific.

Which model most closely matches your own preferred way of working as
regards language curriculum?

Chapter 4

Activity 17

Below is a summary of the contents of the first 15 steps in a structural
syllabus {Alexander etal. 1975). They are given here in random order. Try
putting them in sequence, keeping in mind the various grading considerations
*Original Order of items in Actvity 1 12, 10,6, 11, 7, 4, 8, 13,2, 15,3, 1,9, 5, 14

H



(o]

9

10

11

14

that have to be taken
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Do you know X7

Short answers with do, does, don’s, doesn’t.
Negative statements with dow’t, doesn’t.
Please listen.

Object pronouns: me, him, Aer, us.

Verbs with two objects: give, write, tell
Do you want + uncountable noun’
Yes/no questions with do and does.

Are you X7

Affirmative short answers with be.
Where’s my -+ noun?

Possessive adjectives: my, your, his.
Possessive form of nouns: Jehu's brother.
’m a + noun.

Forms of be am, @, are

Are vou and X brothers?

Forms of be: you are, they are, we are
Personal pronouns with am, are, .
Plural of nouns: srudents, teachers, classes.
Who is he?

Information questions with be: who, whaf, where, how
What's this?

Is this + noun?

emonsiratives s, thal, these, those.
Numbers 1 10 20.

Irvegular plurals: men, women, children

Is X + preposition phrase?

Yes/no questons with i

Are vou X7

Negative statements and negative short answers with e,
This is 4+ Proper Name (X).

Affirmative statermnents: X is a + noun,
Is X a + adjective + noun?

The articles @, and the, a and an.
Articles with singular and plural nouns
Paosition of adjectives

Subiect questions with who and what.

into account. When vou have ordered the items in
sequence, compare your sequence with that of the original syllabus, which is
given at the foot of page 163.
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15 X speaks English.
Third person singular -s of regular verbs,

Activity 2

Take a selection of three or four structure-based course books. Search
through the books to find the unit or stage ar which the following structural
items are introduced. (For languages other than English, appropriate
adaptation can be made so as to focus on analagous structures.)

Strusture Unit of Course Book

A B C b

NP + have + NP, e.g. [ have a book.

NP + Transitive Verb + NP + 1o + NP
e.g. | am giving these pens 1o Mary.

Present simple tense for repeated or
regular actions

Past simple tense of be’

Past simple tense of lexical verbs, e.g.
live, stay

Uncountible nouns with ‘some’ and

fany’

Can = ability e.g. I can swim.

Adjectives used atribudvely, eg. It's a
red car.

Adverbs of manner

Adverbs of frequency

have got
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Chapter 7

Activity 1

Take a number of related situations (e.g. those involving public or
occupaticnal seriings) and describe them in terms of

Where: focation

Type: occupational, recreational, domestic, religious, etc.

Relevant objects: cquipment, merchandise, money, ete.

When: tme of day

Participants: Clerk/Customer; Stewardess/Passenger; Stranger/Local in-
habitant, etc.

Activities: serving a2 meal, cashing a cheque, etc.

Then attempt to predict the language which would occur in each situation.
When you have done that, compare your predictions with the way one of
the situations is realized in a language course book.
What do the similarities and differences suggest as to the stereotypic nature
of some situations as compared with others?

Activity 2

Below is a Hst of topics taken from Syllabus Guidelings 1: Comprunication by
Clark and Hamilton (1984). In this CILT publication, they outine a graded
cominunicative approach for school foreign language learning, and among the
communicative obiectives they specify is the list of topics given here.

Study the list and discuss the entries with colicagues and students. Which
topics are relevant fo your smdents’ mierests and needs? Are there other
topics which would be more relevant? Elaborate some of the topics, by adding
sub-topics and different aspects. Finally, make up a topic list appropriate 10
vour students’ needs of interests.

Topics

Personal background

Hobbies and sports

Pop scene: records/music, pop stars, clothes
IFashion

Entertainment and Personalities

Ty
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Cinerna
Clubs/societies
Holidays
Travel/school trips, etc.
Bikes/cars
Discos and dances
Relationships with parents
Relationships with others/other sex
Pets
Shopping/prices
Pocket-money
School world
Teenage reading
Personal experiences
Comparisons of own country/foreign country
Jobs and careers
Events in the media

Topics of general interest

Activity 3

Which skills (reading, writing, listening, speaking) are most relevant and
important for your students?

What level of proficiency should they aim to reach in each skill?

How will you define proficiency levels i the skill concerned?

Take one of the four skills and specify those sub-skills which the students
will need 1o develop in order to operate proficiently. Grade these sub-skills in
increasing order of difficulty.

Discuss how vou would match a graded skills syllabus with ‘other elements,
such as structures, topics and situations.

Chapter 6

Activity 1

Something which a syllabus designer has to consider is how best to present
the syllabus so that it can provide a readily imterpreted guide to the people
who will use it. Some syllabuses follow a convention such that the vertical axis
represents time, while the horizontal axis represents the main categories of
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compoﬁems, with the leading component on the lefi and the subsidiary

components to the right, thus:

. - N ant 2 " nent 3 .
Time _ Component 1 - Component 2 Component 3 ete.
e.g. Functions Situations Topics etc.

|
z

v

Make up separate lists of each component in a syllabus, and then atiempt to
match them horizontally and vertically in the way shown above. Do you find
that you have a conflict between items, €.g. a given structure does ot muaich a
given function at any particular stage? What compromises do you have to
make to produce a reasonably coherent ordering and matching of elements?
What does this exercise tell vou about the constraints which affect organizing
a syllabus consisting of several major components?

Activity 2

Peter Shaw (1982) presents a procedure for ad hoc needs analysis which
could be adapred for use before and during a course,
The srudents complete a form, arranged as follows:

[~
LR

In this course | want to: 1

1. understand English grammar better. ...

2. write Lnglish more fluently and correctly......

3. write technical and scientific English fluently
and correctly

etc., ete.

The form s completed individually {cohumn 1), by small groups (column 2}
and by the class as a whole {column 3}

Individually, the students rank the objectives in order from most 1o least
imporrant by writing 1 for the most impertans, and succeeding nurbers in
descending order to the least imporfant.

In small groups of three or four, students then agree a vank order for their
group, and individuals write the group rankings in column 2 of the grid.

The teacher, having drawn a grid on the blackboard, then asks each group
to enter their rankings in the grid when they have reached consensus. At this
point, students circle any objectives of their own which differ greatly from the
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group decision. The teacher draws atrention to such differences.

When the grid is completed for the groups, a class ranking can be
established by discussion and compromise by summing up the group totals
and ranking the objectives accordingly, with the smaller totals receiving the
higher rtankings. Individual students then emter the group rankings in
column 3 of their grid.

Tndividual students can then identify where their priorities differ from those
of the group. The teacher can use this information for advising students or
providing individual work. Meanwhile, those objectives which have common
priority can form the basis of general work with the class as a whaole.

Prepare a similar questionnaire for a group of your students and use i,
following the procedures outlined above.

When you have completed the exercise with your class, plan ways in which
you can use the wforination to plan your next phase of teaching or to give
individual work to students.

Consider how you could use this rechnigue to elicit feedback from your
students during the progress of a course,

Chapter 7

Activity ]

The process syllabus depends on negotiation between the teacher and
learners over content and activities and even, to some exient, as to aims. ]
have sugsested that there are similarides with individualization of learning.
Needs analysis also provides some provedures which can be adupted 1o
negotiating a provess syllabus with learners.

Step 7 Outline the ways in which you could enlist the learners’ views on the
content and method of learning for one week’s work. To do so, adapt Perer
Shaw's ad hoc needs analysis.

Step 2 When you have planned how you are going to do this, pian how vou
will administer the choices revealed i the survey.

You will have to consider how you will organize the class to ensure some
sort of consensus among sub-groups (if not among the class as a whole), since
sccommodating the individual requiremnents of 20 or so students is not really
feasible.

Step 3 After the planning and choosing stage, the actual operation of
learning activities in the classroom should involve some discussion by learners
and teachers of (1) why they chose the activities they did; (2) what they gained
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from the learning activities; (3) whether they would choose similar activities
again, and il not, why not; and (4} what they plan to do next as a result of
completing the activities in question.

If vou can, try out the procedures you have planned with an actual class.
Make sure that you explain to them why you are asking for their collaboration
in planning the programme and activities, otherwise they may think you are
simply wying to opt out of your role as teacher” You may find it useful o
experiment with such a student-led period of work once & term or semester. It
would also be a good idea to keep notes on the experience, including notes on
abservation of the smdents at work, what they did, and how involved they
were. If possible, review the experiment with a colleague who can assume the
role of ‘friendly outsider’ to help you clarify your thinking on whar you have
done.

Activilty 2
The procedural syllabus is task-based, that is, students are given things to do
from which there is an outcome or product of some sort. The tasks are

conceptually graded.
The grading of tasks can be done on several bases:

how difficult it Is to complete the task itself
the quantity and complexity of thinking required

the quantity and complexity of language needed

Plan several tasks, each one to consist of a teacher-led or teacher-modelled
task and a parallel task which the students themselves perform. Grade the
rasks in terms of the three criteria listed above.

Plan a lesson, using one of the tasks. You will need to consider how you will
present and demonstrate the task, how you will guide the students, and how
you will hand over the parallel task to the students. Consider, too, how you
will evaluate the success of both the task and the lesson,

If you can, teach the lesson to a class, Txplain why you are doing it and
what you hope the students will get out of the lesson.

During the lesson, carefully observe student behaviour in terms of what
they do and what they say.

In particular, ke note of any ‘critical incidents’ - examnples of behaviour
{involving individuals or & number of people) which represent an Important
event in the learning actvity. The animation and nvalvernent of learners will
be a good guide to such incidents — or the reverse, since the task may prove
not to be engaging.

At the end of the lesson, discuss what has been done with the students.
How did they feel about it? What did they learn? How did it promote language
use? What improvements could they suggest?
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if you can, discuss the lesson with a colieague, in the manner suggesied in

Activity 1. Better sgll, work together with a colleague and observe each other’s
lessons.

Chapter 8

Activity 1
Think of an example of innovation in a school or organization with which you
are familiar.

What was the innovation? Was it an inncvadon in materials, hardware (c.g.
video, computers), organization, assessiment, syllabus or methodology?

Why was the innovation introduced?

Who first suggested the inpovation?

How was it introduced?

What factors promoted or inhibited the implementation of the innovation?

What was the effect of the innovation on yourself and other people
involved?

i you could run through the implementation of the innovation again, what
changes or improvements would vou make? Why?

From your answers to the above, list ihree point you would like 1o make to
anyone concerned with introducing an innovation.

Activity 2

Each swage in an innovaipry process raises a series of guestions. Here, for
example, are some such questlons. They are in no partcular order.

Can we justify dealing with the problem?

How can we find out what the reactions of stake-holders will be?
What effects will the innovation have on the people concerned?
How can the problem be deal with?

What is the problem?

low has it arisen?

Who will be invelved in dealing with it?

How did we frst become aware of it?

Can we justify the resources required to solve the problem?

Who is affected by the problem?
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What are their feelings about it?
VWill the consequences of solving the problem be supported by other stake-
holders?
Who is best qualified to deal with the problem?

Can we get outside advice?

Use these questions, those outlined by Skilbeck in his Simational Model
(chapter 3), and, if you can obtain the article, the questions listed by Bowers
{1983). Work out

1 sets of questions which should be asked at each stage in an innovatory
prDCCSS

who you would ask these questions of

3 what you would hope to do with the information so obtained

1~

Chapter ?

Activity ]

Take Bell’s questions and add sub-questions to which they would give rise.
Apply Bell’s questions (and your sub-questions} to the evaluation of a
curriculum innovation in a known situation.

Activity 2

Outline why and how vou would go about evaluating one of the following:
I J fa) fad =

2 new fechnique suggested by a colleague
a new textbook

a new syllabus proposal

4 new examination

a new language curriculum

Acijvity 3
Needs analysis and evaluation form a continuous sequence of information
gathering. Needs analysis provides informarion as a basis for planning, while
evaluation gives information needed for adapration during implementation.
Both needs anzlysis and  cvalustion use similar techniques, including
questionnaire, observation and interview,

Consider how to adapt some of these techniques for both needs analysis
and formative evaluaton.
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Acthivity 4

Fvaluate what vou have learnt from this beok, and how it will affect your
actions as a language curriculum developer and teacher.
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