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Milestones in ELT

The British Council was established in 1934 and one of our main aims
has always been to promote a wider knowledge of the English language.
Over the years we have issued many important publications that have
set the agenda for ELT professionals, often in partnership with other
organisations and institutions.

As part of our 75th anniversary celebrations, we re-launched a selection
of these publications online, and more have now been added in connection
with our 80th anniversary. Many of the messages and ideas are just as
relevant today as they were when first published. We believe they are
also useful historical sources through which colleagues can see how
our profession has developed over the years.

Projects in Materials Design

In this 1980 collection in the ELT Documents series, authors engaged
in different projects share their experiences of producing, adapting

and using English for specific purposes (ESP) materials. This was a time
of rapid expansion in the field, with a corresponding multiplication of
teaching challenges and attempits to find solutions. A range of contexts
are discussed by different authors, from English for French Baccalauréat
students, to ESP programmes in educational institutions in locations as
varied as Hawaii, Hong Kong, Indonesia, Mexico, Saudi Arabia, Tanzania,
Tunisia, the UK and Venezuela. Different chapters look at materials and
course design, approaches to teaching reading, publishing projects,
and the running of a language centre. Authors acknowledge the
difficulty of accommodating various stakeholders, and challenges
including resource-poor contexts, teacher isolation, and conflicting
methodologies. At the end of the book there is an author Index to

the ELT Documents series, 1971-1980.
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INTRODUCTION

The papers collected under this title have not been assembled with the
over-riding objective of searching out new discoveries. The aim has rather
been to illustrate, by the variety of the projects described, the insights
gained from experience. By highlighting differences in technique, style and
approach to materials design, the degrees of experimentation and
orginality demanded by individual teaching conditions can be observed.

The off-repeated apologia of the ELT materials designer — that
commercially-published materials are inadequate and/or not available for
his specific teaching task — draws validity from the breadth of the
educational spectrum covered in the present-day state of the art. Recent
very rapid expansion of commmercial ELT publications have not solved the
recurrent problem of suiting the teaching materials to the needs of the
learner. Documentation of different methods adopted for different actual
cases is not easy to come by, the teacher being too pre-occupied with his
present classroom and students to write about what he has done in the
classroom with the students in the past.

The common factor of all contributions to this issue lies in there being a
record of past experience. The writers/designers, bringing their projects
under close scrutiny here, have willingly placed themselves in an evaluating
role that is not always easy to adopt.

Elizabeth Smyth






COMMUNICATION IN THE TECHNICAL CLASSROOM
‘You just shove this littile chappie in here like that'.
Tom Hutchinson and Alan Waters University of Lancaster

Introduction

In 1977 we were considering what teaching materials to use for a group
of Iranian students who were coming to the Institute for English Language
Education in Lancaster, prior to commencing their studies at various
technical colleges in Britain. Commercial materials in their specialisms were
available, but these were aimed primarily at degree-level students, whereas
our students were preparing for technical-level courses leading to OND
qualifications 7. Since further groups of such students were expected at
the IELE we decided to find out whether the available ESP materials were
suitable.

We got in touch with Lancaster & Morecambe College of Further
Education and set up a liaison scheme which enabled us to observe and
record a variety of lessons, examine syllabi and course materials and talk
with staff and students about their work. In addition, we studied the
information put out by the Technician Education Council (TEC), the
supervisory body for technical education in Britain.

Although we had originally gone to the college because of a concern about
the level of teaching, what we learnt there led us to seriously question the
whole basis of current ideas and materials in ESP. Our ideas have
subsequently been confirmed by discussions with the staff of Fleetwood
Nautical College, Lancashire, with whom a similar liaison scheme has been
established, by the study of the syllabi of a number of other technical
colleges and by feedback from our former students.

The end result of this research is a set of teaching materials, examples of
which are discussed in this paper. These, we feel, reflect more accurately
what the prospective technical student needs as a preparation for this
technical studies.

ESP: The Current Situation

Current ESP materials derive their textual input from the student's
proposed course of study: ‘English for Mechanical Engineering’, ‘English
for Maritime Studies” etc. There is some divergence of opinion
{(Widdowson 1978) over whether the materials writer should use authentic
texts or should create his own simple texts. Nevertheless the emphasis is
invariably on the ‘specific purpose’ — on the subject area.



This approach has a high face validity: what could be more relevant to the
potential mechanical engineer than texts on Mechanical Engineering? But,
in practice a number of problems arise.

Input material taken unadulterated (or nearly so) from the technical course
presents difficulties over content. Firstly, a text does not exist /7 vacuo but
has a position within a body of knowledge. The technical teacher does not
suddenly produce a text on, say, transistors; this text will form part of a
lesson (usually, involving an initial demonstration), which in turn will form
part of a series of lessons on the basis of radio communication. In the
‘authentic’ situation, therefore, much of the work of understanding the
new text will be achieved by reference to other parts of the lesson and to
previous work in the series. Coming to it ‘cold’ in the EFL classroom, the
student is denied these contextual clues. Comprehension is, therefore,
more difficult, and what is of greater long-term importance, he is less likely
to develop the strategies that will enable him to exploit such clues.

Secondly, if language use in the classroom is in any way to simulate real
communication there must be discussion of the subject matter, and this
will inevitably stray beyond the actual text being studied. Yet, the EFL
teacher often does not know enough about the subject matter to be able to
handle this sort of situation; nor can the EFL institute generally provide the
technical back-up needed to do so. Thus, the technical knowledge
becomes de-contextualised; classroom work gets bogged down in matters
that neither teacher nor student fully understands; time is wasted in trying
to explain specific vocabulary without the visual aids and expertise that the
technical college can produce. As a result, there is little hope of any lasting
language assimilation.

If, on the other hand, the ESP materials writer produces his own simple
texts (eg ‘English in Focus’ series) the content may become so insignificant
that there is nothing for the students to grapple with: they already know
what the text is telling them. Without new information in the content, the
materials cease to hold any communicative value and become just a
package of exercises in discourse analysis. {cf Coulthard, 1977).

The dilemma over content is compounded by the fact that ESP texts have
tended to be of the ‘academic’ type. Because of the highly formalised style
of such texts, the emphasis inevitably falls on the structures and
conventions of scientific writing, to the detriment of overall fluency. The
conventional is stressed against the communicatively acceptable.

Why ESP?

Faced with this situation we must, despite its apparent validity, question
the whole concept of ESP. Does EFL work need to be subject-specific?
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As far as technician education is concerned the argument for subject-
specific EFL work is at once seriously undermined by the fact that the first
year’s work in most technician programmes is more or less the same,
irrespective of the craft title of the course. It is of particular significance to
the ESP course designer that this wide band of common core subjects is
concentrated at the outset of the course of technical studies, at the
interface with the preparatory English course. It is into this situation that
the student enters immediately and which is, therefore, the prime target.

But there is a much more fundamental presupposition inherent in the
concept of ESP which must be considered. The question is not whether
the content of Mechanical Engineering is different from that of
Telecommunications, but whether the study of Mechanical Engineering
texts is the best way of preparing a student for a course in Mechanical
engineering. Thé factor that should determine the ESP programme is not
the subject itself, but the way in which that subject is received by the
student. In the technical college {and here they may be a significant
difference in degree from the university) this means the way in which the
subject is interpreted for the students by the teacher.

Before he can start to teach a group of students the teacher must first
make an analysis of what the students already know (cf Schegloff 1971).
On the principle of proceeding from the known to the unknown the
teacher will take the result of his analysis as the basis on which he can
build the new structure of knowledge. He will use what the students
already know to explain, exemplify and contextualise the new information
that he has to convey.

If the student does not possess the knowledge that the teacher assumes he
has, he will find it very difficult to understand and remember the new
information that is given on the basis of that assumption. To take a very
clear example from one of the lessons observed at the college, the teacher,
when describing a distance, defined it as ‘about the distance between the
wickets in a cricket pitch’. The assumption here is that the student is
familiar both with the terms involved and the distance referred to: the
illustration will only make sense if he has this knowledge.

If we are to prepare the overseas student adequately for technical
instruction what we need to give him is the essence of the knowledge that
the teachers assume he already has. One assumption that the teacher will
not make, is that the student is familiar with samples of the material he will
have to deal with on the technical course. The entrance requirements for
all TEC programmes? are very similar and bear no relationship to the craft
titles of the individual course. Teachers cannot therefore assume any prior
knowledge of the specific subject.



The ESP materials writer should look at the work the students do at the
technical college, not in order to obtain samples of input materials, but to
gain an insight into the teaching strategies that are employed ie to find out
what the teachers assume the students already know and how this
knowledge is used to interpret the new information of the specific subject.

In the next section we shall report on what we discovered about this pre-
requisite knowledge from our observations at Lancaster and Morecambe
College of Further Education,

Teacher Strategies

Most of the information the student will receive at the technical college will
come from the teachers. Written sources are used, of course, but they
form a relatively minor part of the actual input compared to what is normal
on a university course. It is important then to give the students the ability
to cope with the technical material as it is presented by the teacher.

For the purposes of analysis we can consider four aspects of teacher
strategies: the mode of presentation and three areas of pre-supposed
knowledge:- linguistic, factual and what we might call graphic ie familiarity
with visual forms of presentation. The relationship between these aspects
and the new information is extremely complex, but for practical purposes
we can look at each aspect individually:

1 The Mode of Presentation

The main form of presentation in technician level education is audio-visual
— the Practical Demonstration (Hutchinson, 1978). the teacher does not
just give a lecture about a machine, he uses the actual machine or a
model of it as an integral part of the delivery: when describing a process,
he carries out the process, explaining each step as he proceeds; to teach a
scientific law he uses models, apparatus, charts, diagrams etc. the
presentation revolves around a visual display.

The importance for the discourse of the presence of a visual display can be
easily appreciated. Language ceases in effect to be the primary element in
the communication: it takes on an interpretive role — explaining,
highlighting or contextualising what is visually observable. It is only
meaningful when related to the visual. The normal roles are reversed:
instead of a picture illustrating a more or less self-sufficient text; in a
practical demonstration the verbal text illustrates the visual display.

This change in roles has two significant effects. Firstly, the visual display
and the actions of the teacher relating to it provide the structure for the
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discourse, determining through the inherent logic of the process or
apparatus itself both when and how the different elements will be
presented. For example, in explaining how a pump operates the teacher
needs only to show by means of a model or diagrams the cycle of events
and comment on each step of the process: the visual display provides the
structure.

Secondly, the visual display carries a large proportion of the meaning load.
Because the speaker can rely on the visual to provide the specific meaning
of what he is saying, the language of the practical demonstration lacks the
precision of reference and the rigorously formalised structures normally
associated with technical discourse:-

a There is extensive use of reference, usually accompanied by
appropriate gestures or actions eg ‘You just put this in here like that’, or
‘You do this as you can see by just twiddling these little screws here’. It
is not uncommon to hear very colloquial pro-forms, such as ‘This chappy
here’, ‘the whatsit or 'this little lot". Verbally unmarked shifts of
reference between the text and visual display are frequent eg: .
*... it is convenient to use one part of the circuit as a reference potential
and this' is termed the earth. This? is normally chosen in some point like
this3. This? is the zero or reference potential or earth of the circuit’.

{excerpt from data in Hutchinson, 1978).

As will be noted “this’ can refer anaphorically to the text (1 and 2), to the
visual display (3) or to a combination of the two (4). Only the teacher’s
use of gesture marks the distinction.

b Apart from the predictably wide use of reference, there is also a
similar lack of precision in the kind of vocabulary used; a great variety of
synonyms is noticeable. Instead of the standard technical term, ‘locate’,
as in ‘locate cutter in sleeve’, we find a number of variations: "put’,
‘push’, ‘shove’, ‘stick’, ‘slot’. in a demonstration using a ‘dial test
indicator’, the teacher referred variously to ‘the DTV, ‘the dial’, ‘the
indicator’, ‘the instrument’, ‘the meter’, and even 'the clock'.

¢ Looseness and variety of form can also be seen in the grammatical
structure. In written discourse instructions are normally given in the
imperative or the passive form, eg 'The drill is inserted’ or ‘insert the
drill. But in spoken discourse it is quite normal for the teacher to use not
only these forms, but a whole range of structures with different subjects
and tenses; and these can be varied at will even within the same text.
The example quoted could be represented by: ‘You insert the drill’, ‘We
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insert the drill’, “Just insert the drill’, *‘We can now insert the drill’, | am
inserting the drill’, ‘Inserting the drill', '| have now inserted the drill’. This
variety has no effect on the function, which derives from the whole
context of the lesson and the mode of presentation. Any of these
examples can function as an instruction, because it will be clear from
what the teacher is doing that the object of the demonstration is to give
a set of instructions. The structures used are of little importance.

With a visual display as the focus of a demonstration there is no need for
the teacher to strive for self-sufficiency in the verbal text. Vocabulary and
form can be varied, because a gesture, an action, or simply the visual
presence of the referent will make the meaning precise. The total effect is
for the language of technical instruction to move away from the specific
terms and structures that characterise written technical discourse towards
a more conversational mode, in which non-verbal clues are of paramount
important.

The following two texts show the difference clearly: text (a) is an excerpt
frgmn the transcript of a demonstration in using a lathe for centre-drilling a
component; text (b) is a set of instructions for the same process taken
from a workshop manual:-

a b
Now | have to change to the final 1 Select required drill.
size drill | require, which is three- L
quarters of an inch diameter, and 2 Mount drill in tailstock. Use
this is called a morse-taper sleeve. taper sleeves as necessary.
A slower speed for a larger drill. 3 Set speed and start machine
spindle.

Nice even feed should give a
reasonable finish to the hole. 4 Position tailstock to workpiece.
Applying coolant periodically. This B Apply firm even pressure to
is mainly for lubrication rather than tailstock handwheel to feed
cooling. drill into workpiece.
Almost to depth now. 6 Apply coolant frequently
Right. Withdrawing the drill. )

7 Drill hole to depth.
That's fine.

8 Withdraw drill.

9 Stop machine.

If ESP materials work only from written texts the visual-dependent
character of technical instruction is lost and the student has little
experience of the terms, structures and multi-media presentation strategies
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used by teachers. At the same time the use solely of written texts and their
rigorously conventional style obliges the student to learn and practise
specific vocabulary and discourse patterns, for which he will have a very
limited need, while denying him the opportunity to develop the strategies
he will require in the major part of his studies.

2 Linguistic Competence

Before discussing this aspect of the students’ needs it is necessary to make
a clear definition of the term ‘technical’. When we refer to Technical
English do we mean ‘the English specific to a particular area of knowledge’
or ‘the English associated with science and technology’? The two are not
necessarily the same. Let us look first at the question of vocabulary.

a Every area of knowledge — be it Nuclear Physics or Needlework —
has its own specific terms known only to students of that discipline. On
the other hand many technological or science terms are in common
currency. Take for example the words ‘ignition’, ‘piston’, ‘fuse’,
‘condensation’, "pollen’, ‘'meander’; few native speakers would not know:
what they mean. In fact, simply because we live in a society based on
technology and scientific-awareness, the average native speaker has
available to him a considerable range of ‘technical’ vocabulary.

Which, if either, of these two kinds of technical term does the foreign
student require?

We have seen that in the practical demonstration language lacks the
precision normally associated with technical discourse. But this is not
solely because of the presence of the visual.

In fact, teachers seem to avoid specific technical terms in favour of more
general vocabulary, or, if a specific term is used, a check is made to
ensure that the students know what it means. This check can take the
form of a question, a para-phrase or a simple statement of the name eg
*Now copperis a ...

. . . is very ductile. What do we mean by ductile?

It'll stretch.

We can stretch it. We can change its shape. Yes.
‘It's out of true, in simple terms it will wobble about’.
‘And this instrument I'm using now is called a micrometer’.

The student does not need the specific vocabulary of his subject area
prior to starting his course. He nees the ability to recognise the ‘glossing’
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techniques whereby teachers’ introduce specific terms and the ability to
ask questions when an explanation is not given. But the basic resource
of both these strategies is a fund of the general vocabulary terms in
which the explanation will be expressed.

If, for example, a student had asked in the quote above: ‘What does ‘out
of true’ mean? he would probably have received the answer: ‘It means it
will wobble about’.

With regard to scientific or technological terms the position is quite
different. Teachers expect students to be familiar with the language of
what we might call ‘popular technology’. This is difficult to define
precisely, but an @pproximate indication would be the linguistic
competence required to understand TV documentaries (eg Horizon), the
information and instructions for the consumer that accompany electrical
goods, leaflets, eg on Energy Saving, issued by government
departments.

In the observed sessions teachers made free use of terms within the
following areas: building (bricks and mortar, pedestal, column, gutter,
spire, bench), trades (joiner, bricklayer, surveyor), car mechanics
(crankshaft, bonnet, ciutch, flywheel, brakes, hose}, parts of the body
(heart, kidney, biceps, vocal chords). None of these was directly
associated with the topic of the lesson. They were all used as examples
or illustrations.

When we say that student needs Technical English then, we should be
quite clear that, as far as the technician is concerned, what we mean is
not the specific vocabulary of his own subject, but the general language
of the technologically-aware consumer society. For the materials writer
the point of interest here is that the language students need is found not
in academic textbooks but in the everyday media of Western society.

Before leaving the subject of vocabulary it is worthwhile making a
general point about reference to other areas of knowledge in Technical
English. We should not lose sight of the fact that the language of
modern technology is a development of Anglo-American culture. It is not
an artificial, cultureless code, but an adaptation of the existing resources
of the English language and the culture this reflects. Terms are freely
transferred from one area of technology to another and also borrowed
from non-technological areas. Take, for example, a description of a
hovercraft: it is said to ride on a cushion of air, which is enclosed by a
rubber skirt; or we have one of the most recent pieces of linguistic
borrowing in the silicon chip.
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So it is not simply a case of teachers making active reference to other
areas of knowledge, Technical English by its very nature makes such
references.

What implications does this have for the student?

Firstly, references to other areas of knowledge are an important aid to
comprehension. Things already familiar to the student can be used to
contextualise, exemplify or illustrate a new idea.

Secondly, the association of ideas makes new information easier to
retain, since the human memory operates by the association of one idea
with another

This last factor puts the foreign student at a particular disadvantage. If,
for example, the students are learning the names of parts of a lathe, they
will meet the three terms ‘headstock’, ‘tailstock’ and ‘saddle’. Even
without knowing what they are the native speaker could make a pretty
good guess and when confronted with the actual lathe would have no
difficulty in relating the terms to it. The headstock and the tailstock are
obviously at different ends of the machine; the headstock should be the
end where the work is done. -Stock’ indicates a heavy piece of
machinery which can be pushed against. The saddle would be between
the tailstock and the headstock and go across the lathe.

The native speaker simply has to widen the application of known
concepts. The foreign student, however, is in a very different situation. If
he were unfamiliar with the words 'tail’, 'stock’ and ‘saddle’, he would be
faced not only with three new words, but also three new concepts
unrelated to the rest of his knowledge. He is therefore denied the
memory association which makes the assimilation of the terms so easy
for the native speaker.

To sum up, then, it is not, desirable to restrict the input for the foreign
student to the subject area of his particular discipline. A large number of
terms have common currency in both technical and non-technical
situations; references are made from one technical field to another, and
even with specifically technical terms a knowledge of general vocabulary
is an important aid to comprehension and memory.

b Structure: As with vocabulary, the kind of discourse structure that

teachers expect students to be familiar with is that found in the audio-
visual demonstration and that of the simple written texts students would
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meet at school, in magazines and in consumer-oriented technological
information. They neither expect nor exploit an ability to analyse
‘academic’ texts; firstly because the flexible entrance requirements mean
that not all students will be familiar with this text-type, and secondly,
because it is not representative of the kind of work done at the technical
college.

Although it is something of a side issue to the main theme of this paper,
it is of importance for the production of ESP materials to note that with
regard to the kind of discourse students could produce, teachers
expressed most concern about overall coherence — the ability to
produce a description or report that proceeded in a logical fashion from
introduction to conclusion. In describing a piece of equipment students
{both native speakers and foreign students) had difficulties in
determining the order in which the elements should be introduced; in
reports they failed to say what they were trying to do or what they
observed; in explaining a process they ignored the logic of the process
itself and put down the steps in an apparently haphazard order.

This macro-level was of most concern to teachers, because this level
best reflects whether the student has really grasped the concepts
involved (cf Swales 19786). The students, in effect, fail to impose a
coherent structure on the information they receive and produce.

ESP materials should concentrate on developing in the student this
ability to structure information: in simple terms, to get the essential bits
of information in the right order. Without this skill both comprehension
and production will suffer.

This is a very important area in which much work still needs to be done.
It will, hopefully, be the subject of a future paper.

3 Knowledge of the World

We have noted above that teachers refer across areas of technical
knowledge to illustrate their new information. This use of reference, of
course, entails not simply knowing the term, but also the concept it
embodies. References to other areas of technical knowledge might be
expected, since there is a great deal of common ground between various
technical fields. However, many areas of reference are not technical at all,
but cultural. British history, social institutions, current problems,
geography, religion etc, are all used for comparison or contrast, to
illustrate and contextualise new information.

It is a common strategy for teachers to put scientific knowledge into a
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historical perspective eg the introduction to a lesson on ‘levers’ that we
saw went as follows:

'l suppose the first person to discover the lever was some stone-age
man who leant on an old tree trunk and found he could shift a boulder
with it’.

in the observed lessons there were references inter alia to King Solomon’s
temple, Greek Legends, Edward the Confessor, Henry VIII, the (Second
World) War, Faraday, Newton, Brunel and the Industrial Revolution.

Cultural references are frequent, too, eg:

*.... about the distance between the wickets on a cricket patch’.

‘What would have happened if some vandal had come along and
sawn it in half?’

‘They might have been building a mud hut'.
'.... a jemmy, like you see burglars using in cartoons’.

References were also made to such specifically British institutions as
Parliament, the church, towns and regions in the UK, TV programmes etc.

This contextualisation of technical knowledge is clearly based on the
presupposition not simply of a shared language but also of a common
culture and education. They cannot be dismissed as mere trimmings —
non-essential decoration on the cultureless technical cake. They form part
of the strategies teachers employ to make the technical information more
meaningful and easier to remember. If the foreign student does not
possess the knowledge that is referred to he is being denied an important
aid to comprehension and to memory.

The point for the ESP materials writer to note is that, as with the actual
language of oral technical instruction, the knowledge of the world that
teachers call upon is not specific to the subject under study.

4 Graphic Competence

Of major importance for the technical student is the ability to comprehend
and produce the standard modes of graphic representation: charts,
diagrams, graphs, perspective drawing, plans, maps, flow-charts etc.
These are as much a part of technical communication as the language
itself, but it must be remembered that these modes of presentation are also
the products of Western culture. Teachers can assume that the student is
familiar with them, because they are so widely employed in Western
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society. Students from societies without these traditions, however, must
be given specific training in their use, and this training should be an
essential element in the ESP programme.

Conclusion

A pre-sessional EFL course should aim to give students the means to
assimilate the flow of new information in their technical course. This
requires looking closely at the work which the students will be expected to
cope with, not, however, as currently happens, in order to gather texts for
EFL materials, but rather to discover what the teacher assumes the
students already know: their linguistic knowledge, their knowledge of the
world and the strategies that native speakers can bring to bear on the
communicative input. The ability to cope with a course in Electrical
Engineering derives not from having studied texts on Electrical
Engineering, but on having the pre-supposed knowledge into which the
teacher keys the new information. This pre-supposed knowledge does not
include familiarity with the content or vocabulary of the specific course of
study.

In short, we need to make a distinction between the actual knowledge
received from the technical course and the knowledge potential required
to cope with it. It is the potential that is the proper concern of ESP work.

Pedagogic Implications

By looking not just at the technical course, but at the basic knowledge and
strategies required to fulfil such a course, a number of points arise which
cause considerable doubt on current ESP materials. For the technician
these imply:

1 The differentiation in trade qualifications is not reflected in the content
of the courses. The entrance requirements for all technician courses are
similar, the first year's work covers the same ground, and more
importantly the teaching methods are the same irrespective of the subject.
There is then no need for discrete courses in English for each subject.

2 Communication in technical education is predominantly oral and visual-
related. The precise vocabulary and structures of ‘academic’ texts are
largely irrelevant to this. Students need instead to develop a fluency in
handling visual-related discourse, in particular learning how to structure
information logically, how to use their existing vocabulary resources,
rather than expecting to always have the specific terms and how to exploit
the visual clues of the presentation. The stress, therefore, should be on
group work — discussion, simulations, problem-solving tasks and
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presentations to the group or class (cf Buckley, Samuda and Bruton
1978).

3 Source material should be taken from all the different media to which

the native speaker student will have been exposed to by virtue of both his

education and his living within a Western society. Some very fruitful
sources are:

TV documentaries {including schools programmes)

Popular science books (eg ‘The Penguin Book of the Physical World’)
Children’s science books (eg Ladybirds)

Do-it-yourself books, leaflets and advertisements

Information issued by the nationalised industries and large
manufacturers of consumer goods.

School science courses (eg the Nuffield Science Project).

4 The textual content of the materials should cover a wide range of

topics. Our own research has shown that the following are rich sources of

reference:

The basic functions of a car (very frequently used for example and
analogy).

The applications of technology in the home (electricity, heating systems,

basic construction, insulation, refrigerators etc).

Technology in society (energy resources, transport, materials, bridges).

Simple science (human biology, lenses, air pressure, acids and bases,
heat).

Basic geography (earthquakes, the planets, the weather).
Mathematics.

Many of these topics might seem hopelessly remote from the student’s

course of study, but they represent aspects of science and technology that
the average native speaker with an interest in technical matters would have

at least a nodding acquaintance with. Furthermore, they offer distinct
practical advantages: firstly, source material is readily available in the
consumer oriented media. This offers not only a greater variety of texts,
but also makes project work much easier; secondly, since the topics are
non-specific, the EFL teacher should be able to handle them easily, and in
group work every member should be able to make a useful contribution.
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5 Equal weight should be given to graphic forms of presentation both in
input material and in what the students produce themselves.

illustrative Materijals

The materials in this section are taken from a pre-sessional EFL course,
which we have called simply Technical English. The course consists of 14
units each divided into 4 or 5 sections and providing 8-10 teaching hours.
It is followed by a shorter 10 unit series called Workshop English, which
focusses more closely on teacher strategies per se. Workshop English is
the subject of an earlier paper — Hutchinson, 1978.

Although the materials are called Technical English, this does not exclude
non-technical aspects of a topic. For example, the unit on Metals includes a
section on the Discovery of Metals, which has a clear historical slant. The
main theme of the materials is technology, but we have taken as broad an
interpretation of this as possible, with the emphasis on general knowledge
and the everyday applications of science and technology.

Each unit is topic-based, working on the principle that the purpose of a
text is to give information not to represent a particular text type. This kind
of organisation facilitates more complex work, since a body of knowledge
about the topic is built up through the unit.

This does not, as might be suspected, make the language work haphazard.
The topics impose their own structure in this respect; units on light and
sound lend themselves to theoretical descriptions, pumps and engines
provide practice in describing sequence.

Most of the input, for practical reasons, is from written sources (the ratio
of written to video material is about 3:1). The emphasis, however, is not
on the close analysis of the texts, but on extracting information from them
for use in discussion and simulation work.

The materials are sequenced in terms of the difficulties raised by their
topics; there is a progression from simpler to more complex both within
each Unit, and throughout the course as a whole. The criteria for
determining relative ease or difficulty of topic have largely been intuitive,
although certain sequences, such as ‘Sound and Wave Motion” preceding
‘Light’, have obvious scientific justification.

The final task in each Unit is a student presentation which requires mastery
of a communicative macro-function, such as describing a process,
reporting an experiment, formulating a policy, recommending a solution,
and so on; the Unit topic is the prime determiner of the communicative
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focus. Information, skills and strategies required for the completion of this
task are built up by aseries of linked steps as the students proceed through
each Section and the Unit (Sexton: 78).

Unit: Meteorology, Section A: Water and the Atmosphere

This first example shows how consumer information can be exploited as
stimulus material. The initial input to the section is a text on “humidity’. To
generate discussion of the ideas in the passage within a familiar context,
the students are then required to perform a group-work task on
condensation in the home. They are divided into groups of three and each
member of the group is given one of the information sheets below, which
were made up from a leaflet on double-glazing obtained from a Do-It-
Yourself shop.

Without showing their sheets to each other, their task is to prepare two
lists, one of the causes of condensation, and another of its cured in relation
to a particular part of the house, eg the bedroom. Each group works on a
different part of the house to maintain a communicative element in the
final presentation. Finally, each group presents its findings to the others,
illustrating the report with blackboard sketches as appropriate. Discussion
is therefore generated at two levels, both within the group and in the class
as a whole.

The same technique can be applied to more complex tasks as the students
become more familiar with it (see below, page 29).

Unit: Materials, Section B: Synthetic Fibres

The Unit on Materials focusses in terms of language function on the ability
to preresent a process both verbally and graphically. The interpretation of
written and graphic information describing a sequence of events is a
convention of many recent ESP courses. In the materials which follow,
however, this traditional input has been given a different emphasis.
Students are required not simply to transfer information from one medium
to another but also to consider the advantages and limitations of each
format and to present information using both verbal and graphic in an
integrated whole.

In the first section of the Unit students are introduced to the concept of
the pictorial flow chart in the context of the processing of natural fibres. In
the section included here the interpretation of what the symbols represent
and the relationship between the different stages in the sequence becomes
more complex.
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In Steps 1 to 3 the students must interpret a flow chart using the
information of the input text. Step 4 provides further practice in decoding
a wider range of information in the form of pictorial symbols and invites
the students to consider the value of such symbols. Finally, in Step 5 the
crutch of the written clues is removed altogether and the meaning has to
be obtained solely by decoding an inter-related sequence of visual symbols.
In terms of presentation in Steps 3 and 5 the students do not simply
convert the visual information into verbal; they expand the visual by
numbering the stages of the sequence, by captioning each stage and finally
by producing a verbal description of the stages and the relationships
between them. The end result is an integrated combination of all these
levels of communication.

in the last section of the Unit on Materials the students divide into groups
of three or four. Ten information sheets on the manufacture of eg rubber
are distributed among the members of one of the groups. (Each group
deals with a different material).

Relevant points from the information sheets are noted and discussed
within the group. Their task is to produce from this work a clear and
informative flow chart illustrating the ingredients and processes involved in
rubber manufacture. They must then use the chart in order to explain to
the class the process of manufacturing rubber.

In this way the skills practised earlier in the Unit of integrating the verbal
and graphic modes are given a communicative application. In addition the
students’ previous experience in handling simpler projects of the kind
described in the first set of sample materials is capitalised upon and
extended.

The input materials for this Unit are taken from school science texts and

from the information distributed by large manufacturers of widely used
materials, eg in the case of rubber by Dunlop Limited.
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INFORMATION SHEET NUMBER 1
Unit: Meteorology

Section A: Water and the Atmosphere

How to reduce condensation .. ..

The three factors governing condensation are:

1 Moisture content of the air.

2 Inside room temperature.

3 Outside temperatures.

The first two factors are normally controllable and condensation
can be considerably reduced by preventative measures.
MOISTURE IN THE AIR

This is produced by normal living activities such as washing,
cooking, bathing, etc. and can be controlled by the use of extractor
fans, cowlings and ventilation at appropriate places.

INSIDE ROOM TEMPERATURE

This can also be controlled, by replacing single glazing with double-
glazing to reduce the cold surface areas and by increasing the air
temperature to enable it to hold more moisture without condensing.
OUTSIDE TEMPERATURE

This cannot be controlled, but it should be countered when it fails,
by a corresponding increase of indoor temperature.

PRACTICAL MEASURES:
Heating. Wherever practicable, fix radiators under windows.

Curtains. To allow free passage of warm air to reach glass surface,
position curtains 6” to 8” away from windows.

Ventilation. Open at least one window in each room for some
part of day to permit air changes.

WallVents. Ensure that wall vents are fitted where open fires are
not provided or existing flues blocked off.

Wall Coverings. Where possible, avoid glazed or non-absorbent
wall coatings as these can attract condensation in the same way as
glass.

Doors. When kitchens and bathrooms are in use, keep doors shut
to prevent steam penetrating to other living rooms.

“Condensation: Some causes, some cures’, © Thermovitrine 1969.
PO Box 7, Broadway, Hyde, SK 14 4QE
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Unit: Meteorology INFORMATION SHEET NO. 2
Section A: Water and the Atmosphere

Condensation on windows and its damaging effect on paintwork, curtains, wall
coverings and window fittings is a constantly recurring problem in all types of
building.

Its increasing incidence in today's buildings is the direct result of changes in
modern living conditions, with the accent on warmer and more comfortable
rooms.

In many homes, traditional open fires have been replaced by sophisticated
heating systems; leaky doors and window frames fitted with draught excluders,
partly covered floors have given way to fitted carpets, while ceiling heights have
been lowered and loft joists filled with insulating material.

These modern aids to home comfort have created warmer rooms, but in many
cases with less ventilation and few, if any air changes.

As a result, the moisture produced by normal living activities is no longer able to
escape up the chimney or through door jambs and window joints.

In certain circumstances, all these factors combine to create ideal conditions for
condensation to form.

The problem is:- how to combat these conditions and reduce condensation.

Double-glazing is a means towards this end and its effectiveness will be all the
greater if ordinary precautions are taken.

What is Condensation?

Condensation is moisture-laden air converted into water. The atmosphere in
which we live always contains moisture which is generally invisible. A typical
example of this is the steam, seen near the spout of a kettle, which quickly
becomes invisible. It has in fact, been absorbed into the atmosphere.

The warmer the air is, the more moisture it can hold, but there is a limit to this
condition. When this is reached and the warm air makes contact with a cold
non-absorbent surface, it is chilled and sheds its surplus moisture in the form of
water droplets on the cold surface.

As windows are usually the coldest surface in a room, this is where the
condensation occurs.

How Condensation forms:

about 40% to
|m K- 60% moisture

]
©oo 1 00000 Smswma
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more moisture
without condensing
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OO . | 4 Moisture condenses
Warmer air contains
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Unit:

INFORMATION SHEET NUMBER 3
Meteorology

Section A: Water and the Atmosphere

Where does the moisture come from?

BREATHING: Two adults sleeping in an unventilated room for
8 hours produce 1Y% pints of water vapour.

COOKING: Steam can be seen near saucepans and kettles,
then seems to disappear. It has been absorbed into the
atmosphere. The cooker itself may be a source of water vapour,
for instance, an average gas cooker could produce approximately
1/5th gallon of moisture in one hour.

BATHING AND LAUNDRY: Often the major sources of
atmospheric moisture in the home.

HEATERS: A flueless gas hall heater can produce up to 2/3
pint of water vapour in an hour. Paraffin heaters produce NINE
PINTS of water vapour for every EIGHT PINTS of fuel burned.

NEW PROPERTY: The bricks, timber, concrete and other
materials in an average 3-bedroomed house absorb about 1,500
gallons of water during construction. Much of this is dissipated
into the indoor atmosphere.

Further helpful suggestions

Fit swing doors, or door-closers in room where moisture is
generated.

Have heating systems which can be programmed to provide
heating when and where it is most needed.

The colder it is outside, the more neat is needed inside. In the“old
days’ we used to put more coal on the fire. Today we should boost
our heating to compensate.

Condensation will be reduced, if the indoor temperature is
increased to meet outside changes.

PROVIED THERE 1S ADEQUATE VENTILATION IN THE
HOUSE.
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STUDENT WORKSHEET
UNIT: MATERIALS
Section B: Synthetic Fibres

Step 1: Read the following text. Use the diagram below to help you
understand it.

Man-made fibres were first produced on a commercial scale in 1889 by
Count Hilaire Chardonnet. Chardonnet’s ‘silk’ was made by the action of
nitric acid on cellulose, but the product nitrocellulose, was dangerously
flammabile.

In 1905 Courtaulds started producing viscose rayons, which were made
by dissolving the cellulose obtained from wood pulip in strong caustic soda
(sodium hydroxide) solution. Threads were formed by forcing the solution
through a spinneret (a metal plate with tiny holes in it) which was in a
setting bath of dilute sulphuric acid. The threads were wound out of the
setting bath onto a reel, washed, dried on a heated reel and finally wound
on to a bobbin.

These early fibres were made by reconstituting a natural fibre forming
material — cellulose. The first truly synthetic fibres were produced in the
1930s. Polyvinyl chloride (PVC) was made in Germany and Nylon in the
United States.

The pioneering work in synthetic fibres was carried out in the Du Pont
laboratories, where a research programme was launched in 1927, headed
by W H Carothers. By 1934 Carothers and his team of scientists had
produced the first practical synthetic fibre. This was called Nylon. When it
was patented in 1937 — that is, when the makers were granted the sole
right to produce it — they claimed that it was stronger than any natural
silk or rayon. It hit the headlines in 1939, when nylon stockings were on
display for the first time at the New York World Fair, It had taken eleven
years and had cost 27 million dollars to develop the first truly synthetic
fibre.

The starting materials for the production of synthetic fibres are obtained
from coal or oil. They are small molecules which will join together, end to

end, in a chemical reaction to form a much longer molecule, the polymer.

Very large numbers of molecules can react together in this way, forming a
chain many thousands of atoms long.
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Step 2: Matching. Join the matching halves of the sentences to make

Nitrocellulose
Cellulose

A spinneret

Rayon

PVC & Nylon
W H Carothers
Coal and oil

A polymer

true statements.

is a long chain of small molecules.

is set in sulphuric acid.

is obtained from wood pulp.

was the first man-made fibre produced.

are the raw materials for making synthetic fibres.
is a metal plate with holes in it.

were the first real synthetic fibres.

led the team that discovered nylon.

Step 3: Look at the diagram below. 1t shows the stages in the manu-

(a)

-

nn

facture of rayon.
Label :

the main parts of the apparatus
the materials used
each stage of the process

N
-~/ \\A
o=
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Step 4:

28

(b} Describe what happens at each stage:

---------------------------------------------
.............................................

.............................................
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............. . . . ) ‘ s e s e s .. .
............................... S e s s e e 0 e n e s

(a) In the flow charts you have seen and produced, you will
notice that symbols are used to represent the stages of the
process. Why do you think symbols are used in this way?
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(b) Look at the symbols below. Match the names with the

symbols:
washing
petroleum
heating

shredding

..........

air stream mixing
steam rollers
agrid factory
aroll
———
!‘l:’:'. .............
' .............

.............

.............

continued. . . ...



(c}) Here are some more symbols. What do you think they
might represent? Write your answers next to the symbols.

..........................

S
SN

-------------

continued. . . ...

30



Step 5: (a) Look at the following diagram. It shows the process for
making nylon fibres from sheet nylon.

(b) Label each section to say what is happening at each part
of the process.

continued. . . ...
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(c)

Using the flow chart, describe how nylon fibres are made.
You will find it helpful to number each stage and then
describe what happens at each stage.

.............................................



Unit: Pumps, Section E: Pump Mechanisms

Input material need not be complex: the simplest of stimuli can evoke
considerable use of the students” power of verba! and visual exploration
and interpretation.

The pump and its subsidiary component, the valve, can be used to
illustrate with very simple materials two important aspects of technical
communication: firstly, the ability to describe a mechanism and how it
works, and secondly, the need to consider the suitability of a piece of
technology for a purpose. Technology does not exist for its own sake, but
to serve a purpose. Thus, considering the relationship between mechanism
and use gives insight into the mainspring of technological development —
viz. the manipulation of materials to fulfil a human need.

In the Unit on Pumps, the students study aspects of structuring
information about the operation and function of valves and pump
mechanisms. In the find Section, illustrated here, they are asked to apply
this knowledge to the solution of a realistic problem.

From a diagram of a particular type of pump? the students must produce

a verbal description of its form and then extrapolate from this evidence to
consider its function and use. In this way students encounter issues central
to technological development. At the same time they receive further
practice in the mutual use of verbal and visual representational modes.

! For reasons of space, only one diagram is reproduced here.
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STUDENT WORKSHEET
Unit: Pumps
Section E: Group Work — Pump Mechanisms

Work in groups of 3 or 4.

Step 1: Each member of the group has a picture of a certain type of
pump. Study your picture carefully.

Step 2: In your group, discuss:-

what components the pump consists of

How it works

What advantages and disadvantages it has

What sort of jobs it might be used for.
Step 3: Draw a large-scale diagram of the pump. Label it and use
arrows to show the flow of the fluid and the direction of the moving

parts.

Step4: Prepare areport, describing the pump. Consider all the points
you discussed in Step 2 and put this information in your report.

Step5: Usingthe diagram you have prepared, present your report to
the class.
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These samples have given particular emphasis to one aspect of the
Technical English materials: viz. the variety of input data available and
some of the ways in which it can be exploited. Many other areas require a
good deal of further explanation:- the approaches used in teaching the
structuring of information, practising interpretation and production of
drawings and diagrams, ‘study skills’, the establishment of communicative
networks — the list is not exhaustive. It is hoped that these will be the
subjects of future papers in the area of preparing overseas students for
technician education.

Notes:

1 The system of technical qualifications is at present being rationalised so
itis difficult to give any precise definitions. Basically however the OND
(Ordinary National Diploma} is a semi-practical/semi-academic qualification
which would normally be taken by students who had completed their
secondary education at age 16 with either CSE or GCE O-level certificates.

2 In the section on Admission Requirements, the TEC Policy Statement
of June, 1974 (p 9), states:

‘The Council will expect colleges to operate a flexible policy on entry to
TEC programmes whereby students can be admitted at different ages
and levels of attainment’.

At the Level 1 point of entry to TEC programmes the normal requirement
is Grade Ii/1ll CSEs in Mathematics, English and one other, preferably a
Science subject. The CSE qualification is the basic level of school leaving
certificate. 1t has a distinct non-academic character: the final grade is
determined not only by an examination but alsc by project and course
work. The examination is not essay based, as the GCE is, but uses instead
multiple choice, one sentence answers, short paragraphs on a particular
subject, interpretation of a picture etc. Grade 1 CSE is taken as
approximately equivalent to a pass at GCE O- evel.

3 It shouild be noted that although the sample materials included conform
to the standard book format required for this paper, in many others audio-
visual aids are used integrally, and much of the printed matter is in non-
book format (eg charts, leaflets, maps etc).
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MAKING SENSE: reconciling ideas and constraints in materials
production

Alan Maley, The British Council, Paris, and Francgoise Grellet, Lycée
Expérimentale de Sévres

This article attempts to describe the approach and the materials developed
for the last three years of a secondary school English course for France.
Making Sense, Level 1 published in 1978 (Hachette). Level 2 to appear in
early 1979.

We start by a discussion of the design problems and the principles to

which they gave rise. We then examine the nature of the target audience
and the constraints we were faced with. The materials are then described
in more detail both from the point of view of organisation and of content.

Design Problems

We wished to offer a set of materials which would overcome students’
apathy and promote a motivation to communicate in English. Basically we
opted for an approach which can be roughly described as ‘creative’. That is
that it would lead the student outwards from the textbook and not
constrain him within its limits. The activities are therefore most often open-
ended and are intended to produce ‘divergent’ rather than ‘convergent’
reactions.

What we did not want to produce was yet another collection of texts. In
other words, the problem was to break a long-standing tradition by which
English is studied purely and simply through the detailed analysis of written
(or ‘oralized written’) texts.

Instead, we tried to offer a range of varied activities (including written
texts, of course) in which there would be a number of options open to the
teacher. In brief, a cookery book rather than a recipe. This implied that the
so-called four skills had to be integrated.

A further problem was to find a way of loosening the stranglehold of a
purely structural/grammatical approach and to incorporate the more
useful insights from the so-called 'notional/functional’ approach, yet
without falling into the strait-jacket of yet another orthodoxy.

All of this in the context of a group of learners without precisely definable
objectives (see below, target audience.)

Whether or not we succeeded in solving these design problems is a matter
for personal judgement.
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Principles

Throughout we tried to keep the following principles in view. The materials
should be:

1 Stimulate and develop high student motivation, both through their
intrinsic, thematic, interest and through the techniques applied.

2 Prepare the learners for encounters with "authentic’ English.

3 Offer learners at different levels of attainment appropriate work on
identical text material.

4 Aliow the teacher flexibility in choosing materials for the particular
group he is working with.

5 Make the learner responsible for as much of his own learning as
possible.

6 Integrate the language skills.

7 Focus on the essential categories of communicative function without
losing sight of grammatical points enshrined in the programme de base’.

8 Never be meaningless.

Target Audience

The course was designed for French students in the last three years of the
secondary school {classes de seconde, premiére, terminale), that is to say
students aged from 15 to 18. We had to bear in mind that on entry
students tend to be very mixed in ability, social background, etc and that
they have considerable problems in adjusting to the new situation. For
example, students from different schools are brought together into a class
where the type of work is often quite different from what they are
accustomed to.

We had also to consider the fact that the five years of English they had
previously undergone was of a very unintensive kind (three to four hours
per week) and that this rhythm would continue or diminish (see below,
constraints).

These students learn English because they have to learn a language and
English is the most popular choice. There is however no rigorously defined
set of objectives or syllabus (see below, constraints).
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Constraints

The major constraints are educational ones. The ‘Baccalauréat’ which is the
terminal exam and the passport to higher education rests basically on the
study of a number of texts which have to be commented on and in part
translated. Naturally enough, this tends to have a negative backwash effect
on the procedures of many teachers and on the motivations of many
students.

This examination is part of a highly structured system which tends towards
an academic rather than a creative type of learning. (It is perhaps not fully
realized in the Anglo-Saxon world quite how the Cartesian analytical mode
dominates the French educational system. And this in spite of strong
contemporary counter-currents.) It is very difficult to run contrary to this
tradition even if the constraints are not formally stated. The centralizing
tendencies of this system are supported by a very strong system of school
inspection. Unlike England where inspectors have only advisory powers, in
France the teachers’ career and emoluments depend to some extent on the
result of an inspection. Paradoxically, although the modern language
inspectors (regional and national) tend to encourage experimentation and
diversity, the teachers — not unnaturally in view of the above — are
inclined to a conformity which they imagine is required of them.

There are also the well-known material difficulties, in particular size of
classes (30 to 35 students at this level), limited number of hours, etc.

We also had to bear in mind that at least for the moment it is the individual
student or his family who buys the books and that schools have limited
funds to buy non-book materials.

In addition to these institutional difficulties, there were editorial constraints.
However well-intentioned, publishers are disinclined to incur the
displeasure of what they imagine to be their prospective public or market.
They are also partly constrained by purely economic considerations. This
tends to make them prefer a uniformity of format, a set number of pages
per unit, etc. It makes them disinclined to accept non-book material (which
is difficult to produce, difficult to market and uncertain in profit). We
should hasten to add that in our case the publisher did everything possible
to meet our no doubt excessive demands.

Layout of the Materials
Neither was it possible to base these materials upon a precise specification

of needs/objectives. Language learning in the secondary school situation
{not only in France) is notoriously nebulous as to its terminal objectives. It
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was not possible therefore to make a detailed needs analysis leading to a
‘communicative’ syllabus. The decisions were arrived at in a very ad hoc
and subjective manner. At the level of structures we were able to base our
decisions on an analysis of typical errors made in the previous years of
learning. At the level of functions/notions ! we took 7he Threshold Leve/?
of Van Ek as our starting point and modified it where it seemed necessary.

It seemed to be both logical and practicable in Level 1 to attempt to cover
all four skills (although there is a large amount of reading texts in particular
and there is a tendency to favour oral production). In Level 2 there was a
conscious attempt to integrate skills in problem-solving activities and to
develop the reading skills systematically.

As will be apparent, the approach was a compromise between structurally,
thematically and functionally/notionally based material, between formal
and creative modes. In the first five units of Level 1 an attempt was made
to revise the grammatical material supposedly acquired in the previous five
years. There was equally an attempt to include in these units the
functions/notions necessary for a basic level of communicative
competence, eg:

Unit 1: Socializing
Unit 2: Describing, asking about personal characteristics

Unit 3: Asking for information, confirmation, repetition,
correcting, narrating, reporting

Unit 4: Inquiring about or expressing intellectual and emotional attitudes
Unit 5: Suggesting, advising, proposing, warning, threatening.

Considerable care was given to the layout of the student’s book (inevitably
the centre-piece of the course). In the case of Level 1 this was as follows:

At the top of the first page, there is a table which sets out the contents of
the unit in functional and thematic terms. The rest of the first two pages
{Warming Up) consists of documents linked to listening comprehension.
For the next three double pages the major functions of the unit are
developed through texts and graphics. (In each double page: a starter, a
text or document to exemplify functional exponents and a reading text).
The next two pages (/ts All Yours) are for independent work and are
divided into four sections: something for you to try, something for you to

' There seems to be a regrettable lack of clarity in the definitions of these
terms. We therefore use them as one.
2 The Threshold Level by J A van Ek, Council of Europe 1975
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remember, something for you to think about, something for you to laugh
at. A long text or short story appears on the last three pages of each unit.

Here are, for example, one double page and one page from /t’s Al Yours.

déclencheur
warming up (
(> I,
N toxts
mémoire vadetts
. ® {
unité PAGE DE TITRE WARMING-UP PAGES FONCTIONNELLES
précédenie 1 double-page 3 doubles-pages
(idem) (idem) TEXTE D'ABOUTISSEMENT
1 double-page
C—ic—D
] dessin dessin
notes ___
| D 1 N G - = =
notes ___.—

IT'S ALL YOURS
1 double-page

TEXTE SUIVI
3 pages

unité
suivante
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Here is some advice given by a psychologist to people who are finding
life difficult. Do you agree with his suggestions ?

« Do you lose your temper over little things?
Then, you should find things to laugh at.

& Do you do the same thing every day ?
Try to ga to work & ditferent way,

« Do you try to please other people all the time ?
Well. don’t.  You must learn to please yourself sometimes,

s Can you admit that you've made a wrong decision ?
Be realistic. Remember that other ways of doing things can be right, too.

* Do you think other people are not doing their bast ?
Remember that other people can be warking just as hard as you,

& Can you manage your own affairs? :
“I want 8 book on controlling 13 Don't make other people do things for you alf the time.
iman emotions "
luman v » Do you feel other people dislike you ?
Waekend Book of .Jokes. Associated Be friendly first. Don't accuse people of feelings they probably haven't
Newspapers Ltd., London, got. Learn to face the truth!

This page appears in Making Sense Level 1 Reprinted here by kind permission
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The Savoy Hotel in London has
more than 500 bedrooms. It
keeps an index with information
about their clients. There are
over 120 000 cards in the index.
For the most part the cards
are filled with things like home
* address, business address, and
what rooms the client has stayed
in But, in some cases there
dditional notes
some clients need special atten-
tion.

Mrs. So and So doesn't like green
bed covers. Count Whoever
must have his bed against a wall
with a telephone next to it.

This is the way to do it

The Index at the Savoy 16

This page appears in Making Sense Level 1 Reprinted here by kind permission
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TEN WAYS 18
TO GET
THINGS DONE

You don't always have to give
orders to get people to do things.
In fact it might be better not to
use orders. For instance, sup-
pose you want somebody to go
to the cinema with you. What
can you say?

1 Let’s go to the cinema to-
night.
How about going to the
cinema?
! want to go to the cinema to-
night, come along.
Do you fancy going to the
cinema this evening ?
There's a very good film on
at the Odeon. Shall we go?
We mustn't miss the Jatest
Paul Newman film. Why
don't we go this evenin,
If you haven't seen tbe
at the Roy,

yaud like to come
/| hate going to the ci

lfvaum%ethikmm we
cauldgarometindma :

Several guests from the Middle |
East ask that their bed be turned
to face Mecca. Someone must |
have guava jelly every morning
with s Yet

else d ds that b
sandwiches and English pork
sausages be waiting in his room
the moment he gets there. The
more eccentric the request the |
better the Savoy seems to like it. .
For example one American guest unloss @
refuses to live by European time. 3:: ﬂ&?@ m?h”;w?m
He keeps his wateh set for Los | woyiq ﬁemmhma
Angeles, which is eight hours | the requests,

earlier. “He's on stomach time,”

they say at the Savoy. Aa!mgl . :
ummmwm #.MMWTM
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l yours It’s all yours [It’s all yours

Sometihing for you to Dk albout

6 Here is the JONES' house. Mrs. JONES wants to
mave the bed into the room where the desk is now,
and the desk into the room where the bed is. Each Bookcass PESK
room is only big enough for one piece of furniture. {
What is the best way of making the change-with as
little work as possible ?

P S

1
Plano [ w?&o&nbl BED

7 In the town of LEXFORD the supermarket, the bank {d) On six consecutive days:

and the chemist's are open together on just one day of ® the chemist's was closed on the first day;

each week. ® the supermarket was closed on the second day:

{a) Each of them is open four days a week. ® the bank was closed on the third day;

{b) All three are closed on Sunday. ® the supermarket was closed on the fourth day;

{c) None of them is ever open on three consecutive * the chemist's was closed on the fifth day; :
days. # the bank was closed on the sixth day: ;

On which of the seven days of the week are all three

BUPBRSTORES [HED |+ ey g @) Poces opon togetir
!

ke ata s e T ﬁ%%ﬁ%w

Sometihing -['or you to laugh at

C OMPUTE RS IN
SCUTI NEEB: The Job of & sorutinser 18 to check
o dveriremenss wtore imeee— PRINITING INDUST RY

accuracy and legibility. Appli- We are now offering a number of rare

caats must ho able to work fust exerianced Gomputar mon tansblé of weing Nl manwge
Dataweek

and acourately. of exceptional career prospects.

wrgfmm OFFICER w?vi.m‘a'm»'
ECHO AND POST LTD VL. NOT BE PR
MARK ROAD, HEMEL HEMPSTEAD HERTFORDSHIRE .~ UNTIL THE

STOPS TAKM ﬁ* AWAY

Notice in a vnnm post- off'&m

This page appears in Making Sense Level 1. Reprinted here by kind permission
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In the case of Level 2 the layout was as follows:

FINAL
PROBILEM PROBLEM PROBLEM TRELEM
& TEXT . oo"’ TEYT Texis

<® » Tocuments
o Q? o

& T4 Activitips
Texts Texts LONG [TEXT
Docunpents Documients DF} .
Activities Activities SHORT [STORY

The first six pages of each unit consist of a problem which the student can
solve after reading a number of texts, documents and listening to
recordings ( = reading to get information).

On the next two double pages there are two texts with a series of
questions at two levels to help the reading comprehension { = acquiring a
reading technique).

The next three double pages consist of various texts, documents and
activities around the theme of the unit.

A long text or short story appears on the last two or four pages of the unit.
{reading for pleasure).
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Make Up Your Mind

You work for the Ministry of Defense in Chicago and you suddenly iearn
that World War lll will break out in a matter of days or hours. You have
been preparing for this over the past twenty years. You knew that if a
war broke out, thousands of bombs would destroy the whole world. So
your government has been building thousands and thousands of fall-
out shelters all over the country. Five people can live in one of these
places for a period of one month (the war should not last more) and they
will find their protection against bombs and radiation.

You are in charge of these fall-out shelters and give as many instruc-
tions as you can for people to prepare to go and live in them since the
war is imminent. But you realize that in spite of the large number of
shelters, there still aren’t enough of them . . . . Somebody responsible
for the shelters in a small town outside Chicago comes to you with his
problem: eight people remain for the last shelter. He thinks you ought
to decide who to choose. The shelter cannot contain more than five
persons without endangering their lives. On the following pages you
will find a description of these eight persons.

WHOM WOULD YOU DECIDE TO PUT IN THE SHELTER?
Don't forget that:
you must make up your mind quickly

if the enemy use the latest nuclear device there’s a strong possibility
that most — if not all — shelters all over the country or the world will
be destroyed. Except, perhaps, this one outside Chicago which
happens to be built far deeper underground. Remember that the
five persons you choose might be the only ones left in the world after
the war, and in that case they would be responsible for starting
the human race all over again.

The eight persons are:

— a doctor

— a black militant

— aresearch chemist

— his wife (they do not want to be separated)
— a painter

— a mechanic

— a student in literature

— a clergyman

Reprinted here by kind permission of
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The Painter

[

An  exhibition
of the works
of G. Adams

$

G. Adams:
A Retrospective

19538: Born in North Dale, KL

1961: Graduates from the New York
Institute of Arts

1968 Pivst exhibition in Kansas City
1969 Exhibition of paintings in
Minneapolis

1973 Moves to New Hale and joins the
Chivago group.

1978: Exhibition in Washington, D.C.

The Mechanic

NEW HALE
PAINTER
IN CHICAGO

An exhibition of the pain-
tings of George ADAMS
opened yesterday in Chi-
cago, The painter who
has been living in New
Hale for seven years is
one of the best examples
of the Chicago school of
painters.  His works re-
veal the influence of Kan-
dinski in their composic

Here is one of Mr.
shown in Chicago.

tion and  seunsitivity to
color. Let us hope this
exhibition will help make
his works better known.
Mr. ADAMS is very astive
in the community where
he organizes the New
Hale Art Center. It is
thanks to his dynamic
work that our youth club
was able to give two con-
certs this year and present
a photography exhibition.
(from The New Hale Sun)

ADAMS’ paintings, now

DEWLITT CARS, INC.

R.Fenton,
Gnl Manager.

: : June 23rd, 19..
Dear Mr. Collins,

1 am very glad to answer your inguiry
of June 18th 2about the qualifications
of Mr. Roman GOLKA as a mechanic.

Mr, GOLKA has been working with us for
the past seven years. It is only the
removal of our firm to Columbuid, Ohie,
that has led him to leave us.

Throughout his period of employment
his work was extremely satisfactory.
Mr, GOLKA is an expert mechanic, and
he is quick, efficient and very reli-
able, His only difficulty so far has
been the English language which he
srill doesn't master very well, Polish
being his native language. But he has
always proved industrious, responsible
and careful in following instructions.

Added to these attributes, his :
pleasant personality and willingness
to cowoperate make him unusually

successful in working with .

Robert Deans

e

Yours very 'tru.ly;

This page appears in Making Sense Level 2. Reprinted here by kind permission
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You mlwkzmmrrap!mk»{woad

you require a crowd uf peaple
. wmun&l&xmﬂ:utms(,ndm
1o dispect, a sponge, some vinegar and one
man to hammer the nails home.

e you can take a length of steel.
ahqodmdﬁhnaﬂmuummnlwb:y.
attempt to pierce the metal cage he wears.
'm&t%hnymwﬂiwhmherm

troes. men with bows and arrows.

east two flags, a prince and a
mdetahe!dywrﬁmquetm. '

Mot oo, 24 Jesary 1878
L1973 by £ C Pubtication Inc
B kind permission.

L ove Thy Neighbour

“There are many cumbersome ways to kill & man.
: _ allows, blow gas st him.  But then you need
: mdmtupahlzuﬂm;!nmlhxmwm To da this
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Dispensing with nobility. you may. if the wind

a mile of mud sliced through with ditches.
not to mention black boots, bomb eraters,

more mud, & plague of rats, a dozen songs
and some round hats made of steel.

Tn an age of acroplanes, you may fly
miles above your victim annd dsapoac af him by
pmmng one small switeh, Al you then
require is an ofean to separate you. two

of goy 4 nation’s sci
SWWJAI factories, a psychopath and
land that no ane needs for several years.

These are. as | began, cumbersome ways

to kill & man.  Simpler. direct, and much more neat
is ta see that he is living somewhere in the middie
of the twenticth century, and lcave himn there.

Edwin BRODOKS Sangs of the lutmy H«m‘
David Higham snd Associntes Ltd
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One In The Crowd

Hotel Room
12th Floor

This morning | watched from here

a helicopter skirting like a damaged insect
the Empire State Building, that

jumbo size dentist's drill, and landing

on the roof of the PanAm skyscraper.

But now midnight has come in

from foreign places. Its uncivilised darkness
is shot at by a million it windows, all

ups and acrosses.

But midnight is not

5o easily defeated. | lie in bed, between

# radioc and a telavision set, and hear

the wildest of warwhoops continually ululating through
the glittering canyons and gulches—

police cars and ambulances racing

to the broken bones, the harsh screaming

The Man from coldwater flats. the blood
£ glazed on sidewalks.
iﬂ thﬂ Buw‘er Hat The froantier is never

somewhaers else. And no stockades
can keep the midnight out. :

1 am the iced, the ticeable man: : S BAE CAle

The man who sat on your right in the marning train:  Chavo snd Windus |

The man you looked through like a windowpane:

The man who was the colour of the carriage. the colour
of the mounting

Morning pipe smoke.

ngs on a Tree,
xd

1 am the man wo busy with a living to live,

Too hurried and worried to see and smell and touch:
The man who is patient too long and obeys too much
And wishes too softly and seldom,

1 am the man they call the nation’s backhone.
Who am boneless—playable catgut, pliable clay:
The Man they label Little lest one day

1 dare to grow.

1 am the rails on which the moment passes.
The megaphone for many words and voices:
1 am graph, diagram.

Composite face.

1 am the led, the casily-fed,

The tool. the not-quite-fool,

The would-be-safe-and-sound.

The uncomplaining. bound.

The dust fine-ground,

Stone-for-a-statue waveworn pebble-round.

 The Estate of A.5.J Tessimond. in collectian Not Love Perhaps,
parmission of Hubert Nicolson and Autolycus Press.

This page appears in Making Sense Level 2. Reprinted here by kind permission
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Description of the Materials
Level 1
For the Student:

— the student’s book, as described above.

— a workbook and screening test. There are two series of tests designed
to establish the level of the students at the beginning and then again
in the middle of the student’s book. They are an optional element
intended to serve as grammatical revision as and when necessary.
These exercises are designed for autonomous work.

Screening Test:

NAME DATE SECTION Screening Test

1/1 Reading comprehension

Read the text carefully

THE HIDDEN CLUE

It was snowing so heavily one evening that Peter and Lucy wondered whether
to go out or not They went to the house of some friends every Thursday to play
cards. But this Thursday, it was such a cold night that they decided to stay in.
Peter rang their friends: “I'm so sorry we can’t come tonight. but really we don‘t
feel like going out in this weather.”

~ ‘Oh dear! Try and come.” safd Tom. ‘We've invited four other people round, if
you and Lucy don’t come, there'll anly be six of us. It'll be such a nuisance if two
of us have to sit there all evening without playing.’

Peter turned to Lucy and explained. ‘All right, dear,” she said, ‘we’d better go.’
Half an hour after they'd left, a car drew up outside their house. A man got out
and went round the back He was wearing gloves and rubber shoes. He went
through the whole house. He put everything valuable that he could find into a
large bag that he was carrying. He put the bag into the back of the car; he looked
at his footprints. The ones he had made earlier had already disappeared. It was
still snowing so heavily that the ones he had just made would soon be covered.
He got into his car and tried to turn round: it was so narrow that he had to back
into the bank of earth at the side of the road.

Peter and Lucy came back at eleven o'clock It had stopped snowing. They went
inside ‘Good Heavens!’ shouted Peter. ‘We've been burgled. What fools we
were to go out on a night like this!”

They phoned the police, who came round immediately. They didn’t find any
clues then, but when they went back very early the next morning, they did find
something. They arrested the thief that afternoon.

{Reprinted by permission of BBC Modern English Publications Ltd, 33 Shaftesbury
Avenue, London W1)
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Now read the following statements and choose the right one. Put a cross in the
box corresponding to the statement you choose.

O a It was a very cold evening.
b It was a bright evening.
¢ It was a warm evening.
d It was a pleasant evening.
The right statement is a so you put a cross in box a.

a b c d 1 Peter and Lucy had decided to stay in because

a there were enough people

b they had not been invited

1 ¢ they did not know if their friends were at home.
d they didn't want to go out in such a bad weather.

2 Peter and Lucy finally decided to go to their
friends because

a it was Thursday

b it was snowing.

¢ they didn’'t want to disappoint them.
d they wanted to play cards.

o & W N

1/2 Grammar
Choose the best element to fillin the blank. Put a cross in

the box corresponding to your choice.
0 | have asked ... to write more often.
a him b tohimto ¢ tohim d himto

The right answer is a, you put a cross in box a.
a b ¢ d 0 How often ... tennis?

IS a he plays b is he playing
¢ does he play d he's playing

The right answer is ¢, you put a cross in box c.
1 ... aletter from him yesterday.

(=}
X

-l

2 He asked me if ... to go to a concert with him.

a Fveliked b llllike ¢ Idlike d I'dliked
3 This house belongs to my uncle and aunt: it is...

a theirs b tothem ¢ ofthem d their
4 Hekept... hat on ... head.

a a; the b the; the ¢ his; the d his; his

A W N

a havehad b had ¢ would have d had had

Reprinted here by kind permission of
Hachette, 79 Boulevard St Germain, Paris 6
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For class use: — Four tapes. These contain:

1 Listening comprehension material linked to the first two pages of
each unit (warming up) eg in unit four, people talk about what they had
for lunch. Students are invited to match pictures with the speakers.

&Y Warming up

VWHAT DID YOU HAVE FOR LUNCH TODAY? 1

One day in April we wore walking round London with a tape-recorder.
Wae agked sume of the people we met

what they had had for lunch that day,

and we recorded their answers.

€Can you match what you hear to the photas ? !
Would any of these lunches have been all right for you? | i

2 Recordings of some of the texts: eg in Unit 3, Tony Hancock’s
sketch on Threatening Letters.

3 Five sound sequences: these are sounds arranged in an order
which the student is invited to interpret as a story.

Sequence 1

Hubbub of conversation at a party / noise of glasses, etc /
loud crash / deadly silence / embarrassed coughs / gradual
restarting of conversations / dance band in the background /
sudden silence {(no explanation) / hysterical laughter.

Possible use with Unit 1. Also with Units 4, 7 and 8.

This page appears in Making Sense Level 1, Reprinted here by kind permission
of Hachette, 79 Boulevard St Germain, Paris 6.
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— A set of rdle-play cards. Choose a Card.. These consist of eight
situations for exploitation in pairs and four situations with four
characters. On one side of the card is printed the information needed
to play the réle, on the other some of the language which might be
useful.

Side 1
A. Useful language

Requesting I wonder if you'd mind ...
Do you think you could ... me ...?
I'de be grateful if you could ...
I'm afraid I'll have to ask you to ...

Expressir.g disapprovalfanger What do you mean, you've ... it?
Why can't you take care of ...?
How could you be so ...?7
Why the hell can’t you be more ...?

Accepting apologies Well all right. In that case | suppose...
All right then. But make sure ...
Well | suppose it wasn't really your
fault.

B Useful language

Expressing regret ¥'m afraid something terrible has ...
There's been a slight ... I'm afraid.

Apologizing/ making excuses I'm terribly sorry but it wasn't ...
| really am sorry but | didn't ... on
purpose.

Proposing Look. I'll ... for you.
| promise I'll ...

Don’t worry. I'll ask ... if ...

Side 2

A Youlent B a valuable object some weeks ago. You need this object urgently
for something you will be doing to-morrow. You ask him to return it toyou.

B Alentyou a valuable object some weeks ago. You are usually very careful
with things but unfortunately something has happened to the objectand itis
now damaged. Try to explain that it was not your fault. What canyoudo to -
make up for what has happened?

(The slide packs and réle-play cards are available separately and can be
used independently from the rest of the material if necessary).
Reprinted here by kind permission of

Hachette, 79 Boulevard St Germain, Paris 6

53



For the teacher: a teacher’s book which contains:

a detailed explanation of how to use the student’s book and the
workbook/screening test.

methodological guidance, for example, how to use the book with mixed
ability classes or very weak classes, how to develop reading skills, etc.
These two parts are in French.

detailed teaching notes for each text or document in this student’s
book:

[+ ¢]

It's my own invention [
The text should be read at home in advance.

B Make sure that certain words, expressions or ideas have been fully
understood:

— by referring to the illustration and pointing out the armour, the
queer-shaped little box, the bee-hive, etc:

— by asking questions:

— by paraphrasing the text: ‘It's as well to be provided for everything.’
or ‘I want to be ready to face any kind of emergency.’

# Onegroup can make a list of the things the White Knight is carrying:
another a list of the situations he might encounter. This leads to a
matching game between the two groups. Eg

‘He’s got a bee-hive.’ ‘in case he meets some bees.’
group 1 group 2
B What do you think of Alice and the White Knight (common sense,
imagination, etc)?
M Exercises 7, 8, 9 and 10.

M Askthestudents to discuss what the inventions might be in slides 20
and 54.

54
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o detailed notes on how to use the slides, rdle-play cards and sound
sequences.

Here is an example from the section relating to the slides:

Example: Slide no.1

As we have aiready stated, more than one of these techniques can be applied to
any given slide. Here is an example of what might be done with sfide no. 1.
(Needless to say, the teacher should not take each slide and work relentlessly
through each of the techniques that could be applied to it!)

Technique: 1 (For grammatical revision)

The following patterns could be practised:

— present perfect with “just’ fhe’s just seen a. . .");

— present continuous (he’s /ooking at. . .J;

— passive fhe’s been surprised by. . .},

— expressions of varying degrees of probability fhe may/ might/ must/courd
have seen. . .)

— future of intention (he’s going to. . .)

Technique 5 (Picture-Linking)

You could link slide no. 1 to slides 17, 4, 6 and 15.

Groups are given 15 minutes to prepare their version of the story. One member
of each group can then go to the next group (see p.32 above).

Either he has to guess the story from the order in which the pictures are
arranged (he can ask the group questions to help him).

or he can ask them to tell him their story and try to find weak points in it. The
group has to justify its version,

Technique (Finding the words)

Whichever of these activities is being pursued {finding a slogan, caption, head-
line or title}, work will be done in groups and there will be comparision of results.
Some paossible versions for this slide would be:

{slogan) An advertisement for pocket calculators: Look/ No hands! An
advertisement for pocket tissues Bless you! | Damn it/ | Forgot my double
strength DRAIN X | etc.

{headline) PLANE CRASH NEAR ANDOVER / MARTIANS LAND AT CREWE /
STRIPPERS SHOCK BRITISH RAIL.

(title) Strangers on a Train | Murder on the Orient-Express | A Calculated
Risk.

Each slide is also tabulated so as to allow ready reference to the
functions and grammar which it lends itself to practising.

The last two parts are in English.
Reprinted here by kind permission of
Hachette, 79 Boulevard St Germain, Paris 6
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— Four packs of 18 slides each, S/ide /nto Talk. The main purpose of the
slides is to promote spontaneous conversation between students.
They can be used for grammatical revision as well, however. There
are detailed instructions for the use of each slide, including cross-
referencing between slides.

SLIDE 5
Techniques to be used: 1,2, 3,4, 5, 7a and 8.

* In technique 1 (For grammatical revision), the grammatical
patterns for practice would include: present continuous (He's
hammering the..., he's looking at..., he’s examining...); degrees of
certainty ({he may | could might | must be making...); expressions
of purpose (It's for...ing. it's used for ...ing).

* Technique 5 (Picture linking), you could fink this picture with
pictures 9, 20 and 42.

Doing Things With Words

* Suppose that the man at the back wanted the man at the front to
help him do something. What could he say? {e.g. Could you just. I'd
like you to... if you can spare a minute. Can you... for me? Do you
think you could...?)

* Suppose the man at the front was explaining to you how to
make... What might he say? (e.g. First you need a ..., then you...
After that yau have to ... it with... You must be careful (not) to...
Done’t forget to...)

56
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Level 2

There will be the following components:
For the student: a student’s book, as described above, p
For class usse: 4 tapes containing the recording of the listening

comprehension exercises and of some of the texts in the student’s book.

For the teacher: a teacher’s book.

Exercises for Grammatical structure and notional categories:
— a student’s workbook

— a teacher’s book, including rdle-play situations

— a set of slides.

This material will be available separately from the rest.
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You've decided to go to Jamaica for
your holidays. You are very busy and
are really looking forward to a week off.
On the day you are leaving, you have a
lot of things to do, and you have written
them down on a piece of paper. What
would you say to yourself when getting
up that day, considering that you must:

o Phowe Stahin Glormf Bada o bay Fbans -

b acrprt . . hore caimern
. Re pun-tase lohi, claclad
buy rhat . plrs Ao,

. pack binvzulass . . buy Hcle F

Use the verbs “to remember’ or
“to forget”

About a month after you come back
from your holidays in Jamaica, you get
some of the photographs you took during
that week. Beginning your sentences
with:

I'll never forget . . .

{ remember

I'll always remember . . .
Imagine what you would tell some friends
about your holidays (some of the pictures
are on this page!)

Look at this cartoon and completu
following sentences:

Shehates . ............ e SRS
Heenjoys ..........coiiiiiirennanann.
She'd liketostop ... .......ooovvvnnnnn.

tOSLArL : 5 5 ¢ & ow 8 v s TTEE RS
She’s looking forwardto .. ..............
He'snotusedto . ......................
Hedoesntmind . .............ccoeennn
Heprefers . .............ccoiiinn...
ltsnogood ............. ...l

“By Golly, this is the life, eh 7"
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Trouble in store

When my children’s baby-sitter got
married, | picked out a gift at the store
and asked them to send it to her directly.
That was two months ago, and | haven't
heard from her since. At this point, should
| telephone and ask her if she ever
received it (she now lives in another
town)?

The simplest and most tactful way of
handling the situation, | think, is to ask
the store to write inquiring if the gift has
indeed been received. Since packages
are occasionally lost — or stolen — en
route, you will be giving your baby-sitter
a face-saving option and at the same
time learning whether or not to pay the
store. Perhaps it will also remind your
erstwhile baby-sitter to say “thank-you”.

How can | tell?

I'm 15 and about a month ago, | came to
like a boy who lives just up the road
from me. He's the same age as me and
goes to the same school, so | see him
quite often, but not in any of the lessons
as we are in different groups. | like him
very much, but | don’t know if he likes
me. Is there any way | can tell?

Don’t rush him, but start off by smiling
at him and saying "hello’. Don’t be too
pushy or obvious, but try to make sure
that you bump into him occasionally,
which will give him a chance to say
‘hello’ back. Make the conversation light
and chatty and hell get the message
that you like the look of him without you
having to force the issue. It may take
time, and you may find that he isn’t
interested in a relationship with you, but
you won't feel too crushed if you haven't
pushed too hard.

L 3
NOTIONS [ADVICE] Read the following Advice column and underline all
the expressions used to ask for advice or to give advice.

He drinks too much

My husband has never made any friends.
He never had a pal when we were
courting and we’ve been married for 25
years. Our children are grown-up and
married. Every time we go out with
anyone, he drinks too much. First he
insults me., then them. I'm in my early
40s with a job | enjoy. What should |
do — leave?

Presumably you feel you'd be better off
without him. You have a job, get on well
with people, the kids are off your hands
and married — what's to stop you? If
you have decided that's what you want,
then nothing will stand in your way.

He’'s not the same

| was very much in love when | married
my husband a year ago but it's turned
out that he isn’t the man [ thought he
was. He's really not interested in me or
my life but only in himself, and he's
always busy with his own hobbies.

Try to accept the situation and learn to
live with it. You should cultivate a new
interest or hobby, and not rely on your
husband for companionship all the time.
Make your own friends, then enjoy
discussing what you do with your husband
and hearing about Ais life.

Reprinted here by kind permission of

Hachette, 79 Boulevard St Germain, Paris 6°
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Conclusion:

It is fair to ask how far this material differs from what is otherwise
available. To begin with, it is far more complex in its organisation. The
teacher has a creative organisational task in recombining the several
elements to suit his particular group of students. His freedom of choice is
paralleled by the greater involvement and independence of the student.
The student is brought into a personal interaction with the materials, for
example in the 'It's All Yours’ section, and the listening comprehension
section of Level 1; and especially in the problem-solving activities and
reading materials in Level 2. In other words, Making Sense has attempted
to break away from a purely text-based approach and to prepare students for
truly communicative activities.
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THE EDUCATIONAL ENVIRONMENT AND ITS RELEVANCE TO ESP
PROGRAMME DESIGN
John Swales, University of Aston in Birmingham

The seventies have seen a dramatic increase in ESP activity. The number of
people in full-time ESP employment has probably increased fifty-fold and
the regular appearance of advertisements outlining new ESP enterprises
and requesting staff applications would suggest that the rate of increase
has yet to level off. Naturally enough this quantitative expansion has been
accompanied by a series of other developments. Ten years ago, ESP
consisted almost entirely of EST, practitioners were few, scattered and
professionally rather isolated, and communications about the subject
tended to be personal and uncertain. In contrast, ESP today has become
sufficiently well-established to qualify (along with teacher-training) as one
of the areas designated for support under the new British Council/ODM
Key English Language Teaching Scheme, several periodicals with a
predominantly ESP orientation have been launched, conference and
seminar papers are becoming more easily available, and collections of
articles have started to appear. Other notable developments have been the
consolidation of two new major ESP textbook series {those conventionally
known as ‘Focus’ and ‘Nucleus’) and the fact that research into matters
relating to the improvement of ESP teaching and learning is becoming
quite common even at PhD level. In effect, then, the hesitant first-
generation immigrants working under poor conditions and with little to rely
on but their traditional ELT books are giving way to a second generation
that is more articulate, more self-confident and better supported, and with
good grasp of the potentialities of new technologies and of new planning
and managerial procedures.

And yet, despite this substantial progress, advance has been uneven;
indeed | would like to claim that, as new skills and insights have been
acquired, certain old sensitivities have become lost. The fact that at first
sight ESP has so often seemed to be exactly the right answer has meant
that a number of recent ESP programmes have been mounted with
something of the brashness characteristic of the doctor who always knows
what is best for his patients. It is not unknown, for instance, to hear of
institutions being given an ‘injection” of ESP courses in order to improve
the linguistic and educational health of the student body. However, | have
yet to be convinced of the general efficiency — and certainly the cost-
effectiveness — of an approach that relies heavily on curriculum design
models, experience from other educational settings, pre-planning and
preparatory materials writing, rather than one that attempts a maturing
and organic response to the actual educational environment in which the
programme is to operate. ESP at a distance is a contradiction in terms.
Thus in the rest of this paper | would like to explore this sense of disquiet

61



at certain contemporary trends by stressing the inherent fragility of most
ESP programmes. As much of the illustrative material is taken from the
University of Khartoum, this paper is also something of a look-back at the
first five years’ work of the English Language Servicing Unit.

ESP programmes in educational institutions in the Third World (as indeed
in the UK) are liable to fracture for three main sorts of reason: uncertain
status, poor communications with other departments, and insufficient
contact with the students’ real world. The first of these has been relatively
well documented, the third less so. Difficulties and disappointments in
these areas tend to produce programmes that have high internal validity
{quality materials, efficient intra-departmental efficiency, adequate
personal relationships with students, hard-working staff, etc) but low
external validity (isolation from the rest of the institution, failure to
appreciate student study behaviour, poor student perception of the wider
benefits of the English Course, insufficient out-of-class study, etc).

The causes of difficulties in these areas are not hard to find; indeed some
are obvious because they are almost inescapable. A number are listed
below:-

1 The Service Department is likely to be of low status because it offers
no degrees, its work being either pre-sessional or with first or second year
students.

2 Partly as a result of 1 it is likely to be inadequately represented in the
hierarchy of committees and boards in the institution, this in turn leading
to a risky reliance on the personal relationships created by the leader of the
team with those in authority. There is also the problem of where the
Service Department ‘belongs’; it is not unknown for every faculty on
campus to remonstrate that the department belongs somewhere else!

3 The relationship between a Service Unit and a parent English
Department can be very uneasy, and an effective working spirit of
cooperation difficult to create and maintain — an unease quickly
exacerbated by shortages of staff and competition for good graduates, etc.

4 The individual status of the ESP instructor tends to be low because he
rarely teaches up to degree level, is a plain mister (or Ms.) and in
appearance and behaviour he seems less mature than colleagues in other
departments. He probably shares an office, deals with small classes and
adopts a varied 'school-type’ teaching style. (These reflections of low status
are presumably one of the reasons why it is so difficult to attract non-
native speakers into the ESP field in many developing countries. The
undoubtedly greater opportunities for relevant research and career
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advancement that ESP offers in comparison to English literature and
(probably) linguistics are outweighed by images of gangs of slaves busily
trying to prop up tottering educational empires).

5 The possibility of dissociation from the educational environment may
be further strengthened by certain design features of the ESP package.
The expatriate employees may be recruited by methods and criteria
different from those normally adopted in the institution, with the result that
they are employed on different terms of service and so tend to have typical
duties and loyalties. Inevitably, too, newcomers will have little
understanding of local cultural attitudes or expectancies.

6 The programme may have been planned to a varying degree of detail
and inflexibility in an environment quite different to that in which it is
supposed to function, thus importing contemporary western pedagogical
approaches that may be inopportune and counter-productive. There is
‘educational shock’ just as much as ‘cultural shock’, and it is unreasonable
to expect students to switch suddenly from minimal to massive classroom
participation, to accept as a fait accompli that the exam questions may
cover other materials than that which has been taught, or to move
smoothly from competitive to cooperative peer-work.

Of course, some of these isolating tendencies are unavoidable situational
constraints; and in such situations the usual and laudable recourse is to
establish contacts with other departments. There have been a number of
splendid successes here {some are described in a recent ETIC Occasional
Paper), but also many withering failures. Different attitudes to educational
responsibilities, especially over the question of ‘spoon-feeding’, unrealistic
initial expectations, administrative tangles, and lack of forward planning in
the institution itself, can lead to disenchantment with the integrated
approach. The ESP programme withdraws into itself, sometimes to the
solipsistic ultimate of employing its own subject specialists! As | have
already mentioned, the result may well be a programme of quality,
methodologically exciting, well administered and popular with students,
but it is also very likely to be firmly detached from its educational setting.
Internal validity increases at the expense of external validity.

This conclusion may seem extreme but | do not believe it to be so if one
accepts that an ESP programme is to be judged by what the students do
outside of their ESP classes — after all, relatively effective use of class-time
is neither very difficult to achieve nor a satisfactory primary objective. in
order to achieve a satisfactory level of transference from the English class
to other situations it is necessary to have some understanding of students’
study habits. But this is easier said than done. A number of authors have
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drawn a distinction between the system as it is intended to work and as it
actually works. In an interesting paper based on experience in South India,
Graves? discusses the distinction as follows:

The formal order of any institution is the official view of its function,
objectives and authority. The informal order is the same institution as
perceived and operated by its members. The informal order is highly
structured and orderly even though it is often a negative image of the
formal order, especially where the stated objectives of the formal order
are strongly at odds with the private and social objectives of the
members.

Graves goes on to point out that only when the existence of an informal
order or ‘practical system’ is acknowledged does it become possible to
explain how results that should depend on a high degree of language
competence can be achieved with nothing like that degree of competence3.
He illustrates how one aspect of the South India Practical System operates
like this:-—

How does a student turn in a correct assignment when it is linguistically
beyond him to do so? According to the students themselves the better
students must assist them and the written form of the assignment is
usually so stereotyped that the record of a similar agssignment from the
previous year is guide enough. If this fails, the assignment can be
completed by a private tutor and then distributed to the rest of the class.
In some cases this assistance is rendered by the person who set the
assignment. These observations are not made in any spirit of ridicule,
but to show how it is possible to overcome language handicaps by non-
linguistic means. It follows that where effective remedial action is not
taken a student is forced deeper into these practices.

A similar pattern of parallel systems was found by Don Douglas* in From
School to University —, the final report of the Study Habits Research
Project carried out at the University of Khartoum 1975-77. In the course
of his investigation, for instance, Douglas discovered that many preliminary
year students were taking only ‘token’ notes in their lectures. Although
they copied what they could of what they saw on the board and
transcribed a small amount of what they heard, their main objective was to
gain access to the notes of one of the best students as soon after the
lecture had finished as possible. The fact that all the better students readily
acquiesced emphasises the strength of the conventions governing the
‘practical system’. Similarly, at the University of Kuwait5, many students set
up tape-recorders and microphones on the lecturer's desk, take only token
notes in class and later transcribe the recorded lecture.
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The price to be paid for failing to get into this practical system is nicely (or
nastily) shown by my own attempts over a three-year period to run a new
course in Field Report Writing for third-year Geology students at
Khartoum. Officially, the report of the annual two-week field trip was
worth a whole paper, with 50% assigned for the written material and 50%
for a geological map. On this basis | did my homework by reading Field
Report Manuals and previous reports, getting to know the members of the
Department, and preparing units with such titles as ‘Location Descriptions’,
‘Topographical Features’ and ‘Citation of Previous Work'. The course was a
solid failure. Although innovations of this sort can bring (as they did)
martyred cries from the class that they have been picked on unfairly for
this extra imposition, the extent of the calamity was somewhat unnerving.
In the second year | simplified the material and offered a ‘ghosting” service
for regular attenders, but still had very few. It was only towards the end of
the year that | discovered that it had become recent ‘unofficial’ practice in
the Department to base their assessment 90% on the geological map.
Therefore, the students were devoting much of their spare time to their
maps and offering token reports mostly copied from recognised

exemplars. Discussion with the Department led to the following changes:-

1 A new area for the field report would be chosen; the English instructor
would help devise better methods of recording verbal data in the field and
would be invited to join the field trip.

2 The 50-50 rule would be re-introduced.
3 The specifications for the report would be drastically reduced.

4 The English instructor would oversee the drafts of the report, the final
draft being approved, assessed and signed by him before being passed to
the Geology supervisor.

5 Attempts would be made by all concerned to wean the students away
from their beloved maps (map-drawing being the ‘practical systems’
reponse to an ‘impossible’ language task).

The Course was well-attended, the previous two years’ materials were
finally found relevant, and the joint-supervision system worked well in most
cases. A practicable ‘formal order’ had been put into operation.

Although ELSU in Khartoum suffered from some of the fragilities

mentioned under the six earlier points, it did have reasonable
representation, up to Senate. In addition, the more senior members of the
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Unit served on a number of committees, the support arrangements
through the Inter-University Council were enlightened and quite the
reverse of patronizing, expatriate staff stayed on average for 3 to 4 years,
and programmes were continuously revised in the light of teaching
experience. Nevertheless, we failed to achieve external validity. Although
we convinced everybody else, we failed to convince the students that we
were a serious department. The most striking instances of this occurred at
examination time. Our largest teaching commitment was to 750 students
doing a preliminary year in Biological Sciences. On evenings before
Science exams one could visit the Library and find 150-200 students
revising their notes; on the evenings before the English exam one would be
fortunate to find 15-20. | now believe that we had failed to live up to the
students’ expectations of hard work in two important respects. First, our
consistently small classes and informal teaching methods had prevented us
from becoming academically respectable in our students’ eyes; and
secondly, our functional materials had deprived the students of an
opportunity to utilize their rote-learning skills.

We could have catered, at least in part, for the first weakness by
occasionally following the practice of ‘respectable’ Science Departments.
For instance, if the major Science courses were conducted in part through
large formal lectures, then we could have made use of the large lecture
hall, if only once a term, in order to show that we too had important and
academically serious things to teach.

The rote-learning question is more important and more controversial.
Douglas describes the situation as follows:-

Sudan has followed what has become a pattern in national development
in that the rapid growth of secondary education after Independence has
meant a shortage of qualified teaching staff and of materials. These
features, in turn, have led to large classes, a reliance on didactic
teaching materials, examination-orientated syllabuses. The response of
the pupils has been a natural tendency to rote-learning as a strategy
most likely to produce success in such an environment .... in a situation
where teaching is a race to get through the syllabus so that the pupils
have been exposed to the material covered in the examination, the
teachers provide only the essential material to begin with. This approach
to material, known as ‘spotting’, is believed to carry over into the
University programme. Any reduction in what is offered by the lecturer
for students to record is not only a waste of time but foolish — one is
sure to leave out something that will be in the examination. The general
shortage of textbooks, linked with the growth in numbers of school
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pupils and large classes, means, of course, that pupils may have access
to the text only once or twice in the term, and certainly only one short
time during preparation for the examination. In such a situation the most
efficacious response is to laboriously copy out the text material as
available and/or commit it to memory.

Whatever the official view, there is little doubt that the school situation
described in the last sentence of the quotation was largely replicated in the
Preliminary Year at the University, especially in the larger faculties, and
equally little doubt that students’ practice hardly altered when they crossed
the presumed divide into tertiary education; indeed it is possible that then
study habits became even more traditional because of the problematic
transition from Arabic to English medium. However, we were slow to
recognise these realities and preferred to uphold the official view that rote-
learning was to be strongly discouraged. On the few occasions in which
we did allow a memorization element in our courses the results were
dramatic. For two years we required the first year Law students to ‘know’
Arnold Spencer’s® handbook on 'Verb-noun Combinations in Legal
English’. The copies were extremely well-thumbed by exam-time and
knowledge of the contents impressive. Oddly, we were rather ashamed of
having succeeded in making the students work so hard in this way and the
requirement was gradually phased out.

Dual-teaching for a Departmental objective, such as in Geology,” offers
one arduous route towards the ‘pick-up’ of ESP objectives elsewhere in the
curriculum. Another, which has been developed principally by James
Crofts, involves a very careful consideration of course content. He writes:-

If the materials writer does not succeed in avoiding both the Scylla of
excessive familiarity and the Charybdis of unforeseen ignorance, the
student may not be able to use the subject matter in the intended way to
learn the intended linguistic and rhetorical points .... when students are
very familiar with a topic they will be bored with any treatment of it as
something not familiar, and they will tend to draw on their existing
knowledge rather than on the information or point of view presented in
the ESP materials. When they do not have already the knowledge that is
assumed to be known in the particular treatment of a topic given in the
ESP materials, they will be unable to cope with the topic in the intended
way without the help of the ESP teacher or some other source of
information®.

As failures of both kinds are all too common, whether with published or
‘in-house” materials, or whether with authentic or adapted texts, this
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problem is a very serious one for the course designer determined to create
appropriate and effective materials for his particular educational
environment. Of the various approaches adopted, the one chosen by
James Crofts in his 'Writing Course for Second Year History Students’ is
particularly worthy of comment. Rather than taking content from the
history syllabus itself, he endeavoured to ascertain areas for ESP
exploitation that could have well been included, but in fact were not. These
might be either straightforward gaps in the syllabus or relevant
background information such as historical geography, or the economic
conditions related to particular historica! events. After an uncertain
experimental period, it became clear that the value of the ESP work to
their specialist work was becoming obvious to the students, as was the
value of the English used to teach the material.

In this paper | have attempted to see what lessons for programme-design |
have learnt from five years recently spent in a relatively advantageous EAP
situation in the Third World. As so often happens in real life, the
conclusions are elementary, indeed trite. Any success is hard-won, and of
uncertain duration; small groups of ordinary individuals have almost no
chance of radically transforming the situation they find themselves in;
stated policies and objectives are not necessarily reflected in actual
practices. However, the major lesson has been that it is important for a
course-designer to know not only what his students can do and need to do
but also to know what they would be willing to do or could be persuaded
to do within the confines of their particular educational environment.

Earlier | suggested that, as new ESP techniques have been developed, old
educational sensitivities have been lost. To my mind this is well illustrated

by John Munby’s recent book. The major part of the book offers a more
comprehensive and more sophisticated set of techniques and parameters
for analysing learner’s needs than have been available up until now,
supported by interesting discussion of many of the factors that he believes
need to be taken into account. However, in the Epilogue he claims that
other variables "which are constraints upon the implementation of the
syllabus specification” should not be considered ‘until after the output from
the operational instrument has been obtained’. He lists five such constraints:-

1 Socio-political (eg status of English)

2 Logistical (eg number of trained teachers; money)

3 Administrative {eg timetable)

4 Psychopedagogic (eg learner’s motivation and expectations)
5 Methodological {eg selection, adaptation and production of

suitable materials)
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Few people, | imagine, would object to the relevance and scope of these
five constraints and not many more would want to claim that the choice of
methodology might not in general be most usefully seen as subsequent to
a syllabus specification (in general is added advisedly because the tenor of
this paper has been to emphasize the risks attached to pursuing global
strategies indifferent to local conditions).

However, the procedure suggested by Munby for handling the first four
constraints is rather more controversial. Although these constraints are
not to be considered until the needs-determined syllabus has been
specified, there can be no doubt that the syllabus designer in the due
process of his investigations cannot fail to develop some appreciation of
where the constraining areas (and their approximate severity) are likely to
be when they are directly confronted in the implementation stage. Given
this, there would seem to be only two rather rare situations in which the
Munby procedure could be justified. One is where the ESP project carries
sufficient ‘muscle’ to have a realistic chance of getting the syllabus-
specification imposed with relatively little modification on the situation for
which it-has been constructed. If this is not possible — and | would
contend it rarely is — then the operation of the ‘instrument’ reduces itself
to an academic exercise. After all, there is no more point in designing a
syllabus requiring 1000 class hours, knowing that the maximum possible
allocation will be 200, than in drawing up plans for a private residence of
twenty-five rooms in the knowledge that there is only finance for a town-
house of five. The second situation is one in which the constraints are so
weak that it is possible to work realistically on the basis of specifying a
syllabus that will fully realize a learner’s goals (most typically in one-to-one
courses with few limits on time or money), but it is precisely to this
unusual type of situation that the Epilogue does not apply. Most ESP work
takes place within established institutional settings or within budgeted
training programmes, and here it is surely pragmatic to acknowledge and
take some account of the socio-political, logistic, administrative and
psycho-pedagogic variables concurrently with and not subsequently to the
identification of learners’ needs.

In the preceding paragraph | have intimated that the Munby model, uniess
used with fine discrimination, has the serious disadvantage of offering a
poor return on investment of time, energy and mental effort. It can also be
argued that there is a positive advantage in not following a procedure that
relies on a deliberate separation of an ideal programme and the awkward
intrusions of reality. This is because many people have found that study of
the potential constraints listed in the Epilogue is itself often so useful in
determining the general shape of the syllabus and the outline typology of
learners’ activities; to know that only fifty more hours have been made
available, or to know that half the staff will be part-timers, or to know that
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the students will always have a two-hour practical before their English
classes, can concentrate the mind as wonderfully as does, according to Dr
Johnson, the thought of imminent execution.

| can therefore suppose that using Munby will produce the paradoxicat
result of encouraging sensitive awareness of the individual learner but
discouraging a parallel awareness of the background situation. On the one
hand the Munby model inflates the role of the ESP Course-designer to that
of an entrepeneurial and independent educational innovator, while on the
other it limits by calculated procrastination a proper understanding of the
educational processes which the ESP programme is designed to support.
This supposition is made not so much from in theoretical objections to the
strategies discussed by Munby for designing a communicative syllabus but
rather because | have come to believe — and have tried to show — that
knowledge of how the educational environment in which the ESP
programme is to operate really works is one of the Course-designer’s or
Project-manager’s first priorities.
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WAR STORIES AND ROMANCES: Exchanging Experience in ELT
Roger Bowers, ELCD, The British Council

So much valuable and interesting work is being conducted in many areas
of English language teaching, and the teaching of ‘communicative English’
in particular, that it may seem churlish for this paper to strike a restraining,
perhaps even admonitory, note. The wide variety of activity and
experiment is apparent not only from this volume but from preceding
documents in this series; from papers presented to such seminars as those
in Bogota {1977) and Mexico (1979); from reports in the professional
journals; from general observation and discussion (eg the British Council's
Lisbon Conference on the Direct Teaching of English: March 1979}, and
of course from the continuing flow of commercially published course and
source materials (eg Altman ed., 1979).

Such indeed is the flow of information about ‘work in progress’ in
classrooms and lecture halls around the world that one can sympathise
with one journal editor’s reaction (though not the tone of it) when offered
a description of part of an ESP project in Algeria recently: we have, he
said, ‘had quite enough of this sort of stuff over the past few years’. It is
undoubtedly true that not only editors but also readers of journals can find
it exercising and on occasion fruitless to wade through a series of
anecdotes about English teaching through different approaches with
different resources in unrelated and possibly esoteric contexts: war stories
and romances, tales of experience and of the unexpected, echoes in the
background of 'f did it my way’.

Yet, if we do not rely upon reports of actual experience and experiment, it
is difficult to establish the current ‘state of the art’ in language teaching.
and more difficult to suggest where it is or should be going. While
empirical studies may not have that power to enthuse and to provoke
innovation which well-articulated and sensitive theoretical insights may
from time to time display (see for discussion Wilkins 1972, chap 8), they
do have more than a reactionary role to play: they serve not only as a
check against what might be the more optimistic claims of a particular
approach or course, whether implicitly or explicitly made, but also to
indicate possible new approaches or course components, by making
available to a wider consumer public the ideas of individuals or teams
working within the same general field.

Anecdotes, then, as reports of comparable experiences in teaching and
learning — the successful and the unsuccessful — are a valuable and
necessary part of the literature of the profession. But they are valuable
only in so far as they are comparable within the field of language teaching
as a whole, relatable to the particular learning contexts which are the
concern of the individual reader, and capable of being evaluated as
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accurate and comprehensive statements of pedagogic activities and the
pedagogic results of those activities.

These criteria of comparability, relevance and validity/reliability are as
important to the overall assessment of the value of observational studies as
they are to the overall assessment of language testing devices. Only here
we are assessing not the use of a limited range of techniques for evaluating
what is the relatively well-charted area of individual linguistic competence,
but the combined use of a wide range of techniques and materials and
environments and skills for the stimulation of pedagogic processes as well
as the fulfilment of linguistic goals — an area much broader and less well
mapped than linguistic competence pure and (?) simple.

A rapid survey of available reports and studies throws up certain obvious
constants and variables, the former allowing a degree of immediate
comparability and a recognition of certain features which typify the current
‘fashions’ (no derogatory force is intended) in ELT. Without having read
the papers which are being contributed to this volume, | have no doubt
that along with a number of new insights they will reflect the profession’s
existing preoccupations — with purposive language use rather than the
rote learning of linguistic usage; with the selection of areas of language
use relevant to a given body of learners rather than with the general
specification of and production of materials for English as a whole; with
intermediate and advanced learners rather than with the beginner (perhaps
because the previous preoccupations are more comfortably pursued with
non-beginners?); and with active, learner-centred methods rather than with
more directly teacher-centred strategies. These are (as will be emphasised
later) very loose characterisations of current attitudes. They are possible at
all because descriptions are available of work in progress and of materials
being produced and used in a wide range of contexts. They are accurate
only to the extent that | have read widely enough, and interpreted
correctly, the descriptive literature available.

It is of course important that such generalisations, if accurate, should be
made. They enable the individual teacher or materials producer to ‘place’
himself with regard to general developments, confirming his own attitudes
or suggesting ways in which he might profit from a broader awareness of
current practice. They make it possible to identify those areas where
current practice is and is not in tune with particular theoretical arguments
from linguistics. education, sociology, psychology etc. They make it
possible to offer realistic general prescriptions for the next wave of
innovation and experiment by means of which the profession will progress.

There are, however, difficuities in establishing such generalisations from
work reports, inconsistencies which appear and gaps which are apparent
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because alongside the constant features there are many variables. | firmly
believe that a batch of authentic educational studies in which the
heterogeneity of the natural learning context has been preserved and the
actualities of teaching and learning reported is likely, in the long run, to be
of greater value than a batch of experimental studies where the variables
have been controlled but reliability and focus attained at the cost of
immediate relevance to authentic contexts. Nevertheless, the variation
which is apparent in project reports — and the relevant information which
is often, it must be said, omitted — does make comparison, evaluation and
transfer to new contexts of use a difficult process. What sort of questions
should we be able to ask, and answer with some confidence, when we
read project reports?

We want to ask how project ‘B’ compares with project ‘A’, in its approach
and content and also in the results it achieves.

We want to ask, of project 'C’, exactly what elements it comprises, and
which of these can be reproduced in a new teaching/learning environment
significantly different from that for which project C was designed.

We want to recognise what elements of planning and implementation have
not been covered in a project report, recognising that in projects
concerning materials design (for example) the important area of classroom
implementation and effect frequently requires further study and
description.

We want to ask how the project in question achieved its agreed objectives,
and how those objectives related to the objectives of other projects.
Further specification of ‘areas of fulfiiment’ may be valuable, to avoid the
qualified approval encapsulated by the ‘On the whole the project was
successful’ which the natural pride and circumspect modesty of project
workers may result in if refined evaluation measures have not been
employed.

We want to ask what evaluation measures are regularly used, and how
comparable they are when the contexts of learning and the ends sought
differ so widely and in so many respects.

We want to ask, against the background of the same disparities, what
general fashions are in fact discernible, in terms more specific than those
employed in the section above.

In attempting to answer such questions, in order to evaluate the work of

others in the field, and indeed to describe comprehensively and objectively
our own work, we come up against the problem that there is no agreed
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metalanguage for many of the activities and even objectives which
comprise a part of what we may call the current communicative approach
to language teaching and learning.

For earlier approaches (perhaps simply because they are earlier, ie
established and not still evolving) a metalanguage with generally agreed
meanings is available. It is possible, therefore, to ask a trained teacher the
following questions and get a fairly reliable response: Do you use the direct
method? Do you use pattern practice? What do you think of the grammar-
translation method? What sequence do you suggest for the introduction of
the tenses? What stages do your lessons involve?

Ask a similarly trained teacher the following questions, however, and a
good deal of negotiation of meanings would be necessary before any kind
of answer could be given: Do you use the communicative approach? Do
you use role-play? What do you think of information transfer exercises?
What sequence (if any) do you suggest for the introduction of notions?
What stages do your lessons involve?

| am not suggesting for a moment that, for example, because it was at one
time possible for many teachers to use the same terminology to describe
the stages of their lessons — perhaps in terms of adherence to or
departure from the ‘Herbartian’ steps of preparation/presentation/induction/
generalization/application — therefore their lessons were in some sense
better. No value judgement on ‘methodologies’ is intended. Nor would | argue
that teachers currently are not able to offer an analysis of the structure of
their lessons. But notions of lesson structure have changed considerably in
many learning contexts, and we are perhaps less aware of the value for
descriptive purposes and for the training of new teachers of defining in
greater detail what is meant by such terms as presentation; controlled and
free role-play; simulation; group problem-solving etc in terms of which
more overtly interactional approaches tend to be described. Some measure
of agreement on the meaning of general terms such as these (and more
directly linguistic terms such as notion, function, concept etc) and a wider
recognition of the need to qualify the use of such terms in order to

specify exactly what is referred to would make it easier to establish corre-
spondences between project descriptions and extract from inevitably
incomplete summaries a fuller picture of precisely what a particular approach
involved or a given coursebook comprised.

Having, as football managers are wont to add, said that, it is difficult to see
quite where one would best start in constructing a generally applicable
methodological metalanguage. One possibility would be to attempt, in
abstract terms, a statement of the main parameters by which approaches
and particular learning strategies, both ideal and as realised in given
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materials and projects, might be expected to vary. Education would offer
such parameters as teacher-centred versus learner-centred, sequential
versus holistic. cognitive perhaps versus behaviourist. Language would
offer such parameters as formal versus functional; spoken versus
written (in process and in goal); ‘general’ versus ‘specific’. Other
parameters might define the psychological and physical environments
within which teaching is conducted or materials made use of.

Alternatively, as | indicate in the sections which follow, it may be possible
to approach the task empirically. What, first, are the different components
which make up given project approaches? Can categories of ELT activity
be established? Can these categories be presented in a systematic way
which indicates their inter-relationships, the parameters according to
which their distinctive characteristics can be places? Is it possible to
describe new projects in terms of these parameters, and if necessary to
reconstruct the overall framework as changes in methodology make the
basic parameters no longer valid?

The framework presented in Diagram 1 arises from the consideration of
such questions and the identification {stimulated by Bligh 1976, though |
depart very considerably from his specifications and techniques) of the
following range of method components for current language teaching:

individual (self-access study)
teacher presentation

supervised individual seatwork
media-supported self-access study
question/answer

group and class drills/exercises
class discussion/conversation
teacher/student conversation
student/student conversation
problem-centred group activity
communication games

controlled simulation and role-play
free dramatisation and role-play
interpersonal groups, with and without the teacher

In considering the above {no doubt inexhaustive) list of possible LT
classroom behaviour patterns, each of which could be defined in great
detail and sub-categories established, certain general distinguishing
features become apparent.

What is the role of text — print and non-print teaching materials — with
relation to that of context — the interpersonal resources of the real or
contrived learning environment?
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What is the role of the teacher, extending from very loose involvement
with the learning process to complete control over it?

What is the status of the language being employed, extending from fully
purposive use of the target langauge to fully contrived mention or citation
of it?

What kind of interaction is generated, from fully genuine interpersonal
contact to fully artificial joint activity?

What kinds of linguistic and cognitive tasks are involved, and in what
proportions and sequences?

It is impossible, in establishing such parameters out of a study of current
techniques and materials, not to identify features which to some extent at
least typify current language teaching and which may appear to make
some degree of judgement regarding less current methods. In fact,
however, judgement is a separate exercise following upon that of
description and comparison. Thus, in Diagram 1, the use of the term
‘genuine’ for one end of the 'interaction’ spectrum is no more a value
judgement than the use of let us say ‘text’ at one end of another major
spectrum. That is to say, it is as legitimate to say that genuine interaction
should, or should not, form a major part of the learning process in a given
teaching/learning situation as it is to say that there should or should not be
a heavy reliance on text.

Diagram 1 indicates, then, that the methodological components which
were listed fairly randomly above can be more effectively placed within a
grid, the primary axes of which are direct/indirect teacher involvement
and genuine/non-genuine interaction. The two top boxes suggest that
additional horizontal axes might be established of text/context and of
mention and correctness/use and communication, these largely
correlating with the “interaction’” parameter.

As an example, therefore, we might take three extremes within the grid
and two intermediate components:

Individual self-access study: this involves only indirect teacher
involvement (in organising the activity, providing the materials}); high
reliance on text or other media support {given the absence of teacher as
controller and presenter); high probability that the focus will be on
mention and correctness (these being open to presentation, practice and
subsequent evaluation on the basis of individual text-based work); and no
genuine interaction (since there is no-one to interact with).

Teacher presentation: this involves, by definition, direct and central
teacher involvement; no genuine interaction (since uninterrupted
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presentation allows no scope for student initiation of interactions); a high
reliance on text or other media (either through direct use of it, eg reading
to the whole class, or because the teacher is likely to be employing
monologue originally written to be read); and high emphasis on mention
and correctness (since the students’ role is that of recognition and
interpretation of meaning, not reaction and communication).

Interpersonal group without teacher as member: teacher
involvement here is by definition indirect; there is a high reliance on the
context, ie personal resources of the learning environment, rather than on
text; use and communication by definition outweigh mention and
correctness; and the interaction is genuine.

Communication games: teacher involvement here is fairly indirect but
more important than in the interpersonal groups (in terms of structuring
the group exchange and perhaps participating at crucial points); context is
likely to be the major contributor to the communication, but the role of
text will, given teacher structuring, be more important than in the
interpersonal groups (eg a work card, a problem definition); use and
communication may be more important than mention and correctness but
structuring of the communication allows for some focussing on form as
well as function; and the interaction, though genuine in that language is
used for a particular purpose, is less than fully genuine in that the
communication task is specified for a given group rather than freely
generated by it.

Class and group drills and exercises: teacher involvement is fairly
direct, but not totally central to the exchanges which may after initiation
(and particularly in groups) proceed without the need for teacher
intervention; there is a fairly high reliance on text, again particularly as a
surrogate for personal teacher involvement; focus will generally be on
mention and correctness rather than use and communication, that is, on
responses which are predictable and objectively evaluated; and interaction
will thus be in general non-genuine.

These examples will serve both to indicate how the components elsewhere
on the grid can be characterised and to show how general and in need of
refinement the specification of components and parameters at present is.
But it is in the areas where dissatisfaction arises that relevant questions
also arise.

Is the text/context cline, for example, a valid one? Is the type of text not
relevant?

Is it true that student/student conversation and teacher/student
conversation achieve the same ‘genuineness’ of interaction? What then is
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the difference between teacher/student conversation and teacher/student
question and answer?

Are use and correctness conversely related?

Are the major axes the right ones to have chosen, or is another grid
possible?

These are all questions on which further discussion would prove valuable,
using the evidence from actual teaching/materials projects.

There are in addition important features which are not built into the grid
offered, but which would need to be superimposed either as a separate
interlocking grid or through some kind of checklist of accompanying
factors. Three areas in particular would need to be covered. The first is
that listed above as ‘kinds of linguistic and cognitive task’. Sub-specification
of this area, paralleling the sub-specification of formal usage methods listed
in Mackey (1965), might involve such tasks as:

form-to-function correlations
function-to-form correlations
topic-restricted transfer and transcode
authentic text study

structured simulation and role-play
problem-solving and thinking
communtication games

project and syndicate work

reacting

free dramatisation and role-play
learner-generated programmes of language improvement

In some cases, these ‘tasks’ correlate closely with components of Diagram
1; in others a range of methodological contexts for a given task is possible.
The possibility certainly exists of building up an inventory of
cognitive/linguistic tasks which would cross-cut the inventory of method
options (with some null cells) in order to provide a detailed network of the
activities being performed for particular pedagogic ends. The second area
to develop would be the relatively straightforward one of physical
environment, which could be easily covered by a checklist — size of class,
type of room and furniture, aids available, noise levels present and allowed

etc.

The third area, less amenable to objective description but perhaps more
relevant to final evaluation, would be that of the psychological environment
— the pre-existing attitudes and motivations of teacher(s) and students
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and authorities, the effect of experimenting and of observing on the
performance within the project of teacher and of students etc.

These three sets of information should, it seems to me, be available for any
project if the more overtly methodological comparisons between projects
are to be correctly drawn.

One area remains to be resolved, and this is one which it would be
inappropriate to embark on in a paper of this kind. (I hope to give this
extended treatment elsewhere: see Bowers 1979b). This relates to the
adequacy of the participant’s report on the implementation of a teaching
project. While correctly devised evaluation measures may assist in
assessing the extent to which a project has achieved its given goals in
terms of student learning, we do not at present have an objective means of
describing learning and teaching processes in action, though many current
approaches stress the importance of the process as well as the goal and
may well incorporate measurement of the learning process — classroom
and group activity — as an important element in overall assessment.
Adequate project description must, in my view, include not only detailed
statements of aims and descriptions and exempilification of materials and
initial and terminal student behaviours or competences but also a
comprehensive description of the teaching and learning processes
generated, which in language teaching terms means a detailed description
of the verbal behaviour of teacher and students. Without such information,
not only is the picture gained of the achievement of a project incomplete,
but a teacher elsewhere hoping to learn from the project report has
inadequate information upon which to reproduce the experiment,
particularly since teaching materials rarely indicate with any precision how
they should be introduced and used in the classroom. It is very often the
functional language of the teacher, cementing together as it were the
bricks of text, which differentiates one teacher’s approach from that of
another. As | have already suggested, materials production project reports
often fail to cover adequately this aspect of the use of materials.

| have apologised in advance for the admonitory tone of this paper. lts
effect may perhaps be mitigated by an equally strong apology for the
preliminary nature of the suggestions which are offered. The proposals
above, exemplified in Diagram 1, are provisional and demand refinement:
this paper aims to stimulate rather than to state. But some means of
comparison, some set of coordinates upon which the various findings of
current practical research can be placed, seems to me essential if that
research is to feed into the general development on an empirical basis of
the teaching of English, if future war stories are to be avoided and the path
of true — authentic — education to run smooth.
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SYLLABUS DESIGN FOR SPECIFIC PURPOSES
Roger Hawkey, ELCD, The British Council

This paper is concerned with the analysis of learner needs and with what
happens once the needs analysis or profile exists. It will examine the theory
and practice of a particular needs analysis model; present and discuss an
application of this model in the field; consider the relationship between the
stereotype participant taken as the starting point for a needs profile and
the real-life learner on whom we must eventually focus; discuss the
possible influence of a needs-analysis approach on the actual
learning/teaching process; then, finally, look for a possible route from
goal-oriented syllabus to pedagogical syllabus and materials development.

The model which this paper will use as its starting point is John Munby's
‘Processing Model for Specifying Communicative Competence in a Foreign
Language’' (a study of the relationship between communication needs and
the English required for specific purposes). | choose this particular model
because | have actually applied it in various purpose-specific syllabus
design situations.

it is necessary at this point to give at least an outline of Munby’s needs
analysis instrument so that its viability can be examined more closely and
its possible role in the overall process of designing programmes to meet
needs can be discussed.

The Munby model is concerned with what are assumed to be two essential
early steps in course design; it claims that where it is possible to identify
the purposes for which the target language will be required, a valid profile
of the communication needs of a particular participant or participant
stereotype can be produced. Such a profile can be drawn by starting with
basic, objective facts about the learner and working systematically forward
through an ordered set of the variables affecting his target language
communication. These variables are identified and organised as the
parameter of the ‘Communication needs processor’ (CNP), which is the
first part of what might be called a two-part processing instrument {see
Figure 1).

Thus, if you have a reasonably homogeneous group of learners and have
to design an appropriate course for them, you might begin by looking for
answers to a logically-sequenced set of questions about their target needs.
Answers to the sets of questions under a particular parameter may be
useful input for answers required under subsequent parameters.

'Now published as ‘Communicative Syflabus Design’ (CUP 1978}
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The kinds of questions asked and the headings of the parameters they
belong to are, in summary, the following:

O Participant (P)
(Base-line data for the CNP)

Questions, on P’s age, sex, nationality, L 1 and target language

Participant

\

Communication

needs
processor Part 1
L
Profite
of
needs
—_———t———— ————
Route 1 Route 2
Meaning
Processor
Language skills Part 2
selector
y
Linguistic
encoder

L

Communicative
competence
specification

Figure 1 Model for specifying communicative competence
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Purposive Domain

Questions on the type of ESP concerned ie EOP or EAP? Central focus
of work or study; subsidiary subject areas

Setting

Questions on where English will have to be used.
Questions on when it will be used.

Questions on the psycho-social characteristics of the setting — to
be selected from an inventory of characteristics provided.

Interaction

Questions on the role of the participant, the identity of those with
whom he will have to communicate and his relationships with them, the
latter again to be specified by selecting from inventories of possible
social relationships provided by the instrument.

Instrumentality

Questions on the medium (spoken or written}, mode (monologue,
dialogue etc) and channel (tape, radio, correspondence etc) through
which the learner will have to communicate in English.

Dialect

What national or regional dialects wili the participant need to be able to
handle?

Target Level

What values may be assigned to the defining characteristics (eg size,
range, delicacy, speed, flexibility) of the communication the participant
will have to cope with? How much tolerance of the participant’s failure
to handle communication at full target level can be expected from
those with whom he is dealing?

Communicative Event

What is actually happening when the participant has to take part in
various communicative activities in English? What are the
communicative activities that he will have to take part in? What are the
most likely topic areas or referential vocabulary categories for such
activities?



8 Communicative Key

Questions on the manner, tenor or tone of the activities comprising an
event.

Each activity can be characterised by selecting appropriate
superordinate adjectives from a comprehensive ‘attitudinal tone index’
provided for this final parameter of the first part of the model.

This kind of needs profile thus provides the course designer with relevant
information on who has to communicate in English; on what topics;
where; with whom; how; at what level; for what activities; and in what
tone. If this is the first step, the next is to produce a detailed syllabus
specification of the language, skills, functions and forms required to handle
such target communication. The second part of the model (as shown in
Figure 1) is designed to do this.

As Figure 1 also indicates, there are two alternative routes from needs
profile to communicative competence specification, the first via the
‘language skills selector’; the second via the ‘'meaning processor’ and
‘linguistic encoder’.

The language skills selector enables the course designer to choose
specific language skills required to enable P to do what his profile of needs
says he has to do. A taxonomy of micro-skills is provided from which to
select on the basis of CNP data. A Munby language skill is a concept much
more finely delimited than the traditional four skills of listening, speaking,
reading and writing. Each of his micro-skills consists of:

an operational element
(eg ‘understanding’, ‘interpreting’, ‘producing’ or ‘expressing’).

plus

a communicative feature

{eg ‘intonation patterns’; ‘information’ or ‘relations between parts of a
text’.

plus (if required)

an extension
{eg 'through variations of tone of nuclear shift’; or ‘through lexical
cohesion devices of hyponymy’).

Thus, examples of micro-skills would be:

'Producing intonation patterns expressing attitudinal meaning
through variation of tone or nuclear shift’.

or

‘Understanding relations between parts of a text through the
lexical cohesion device of hyponymy'.
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The taxonomy is comprehensive, covering the following groups of micro-
skills, productive and receptive:

motor perceptual skills
skills enabling meaning to be conveyed through intonation

skills enabling meaning to be ascertained through word formation or
context

skills required to handle explicit and implied meaning {conceptual and
functional)

textual cohesion and discourse coherence skills
summarising skills

skimming and scanning

study reference skills

oral discourse skills

expository writing skills

information transfer skills

If the course designer selects from the taxonomy the skills his learner has
to master — according to the needs profile — he ends up with a certain
kind of syllabus specification of the learner’s target communicative
competence.

The alternative route towards this end is through the meaning processor
and linguistic encoder. Using the same input (ie the profile of
communication needs) the course designer interprets each of his P8s
communicative activities in terms of micro-functions marked for attitudinal
tone. In other words, he selects from the inventory of micro-functions
(modelled closely on David Wilkins 1976 categories 2) functions required,
productively and receptively, for each target communicative activity. Each
micro-function is then marked for attitude or tone using appropriate
adjectives from the sets of hyponyms in the model’s attitudinal tone index.

Thus, the communicative activity of ‘a waiter attending to
customer’s order’ might involve the waiter’s producing the following
units of meaning:

2See ‘Notional Syllabuses’ D Wilkins, OUP 1976
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UNITS OF MEANING:

MICRO-FUNCTION + ATTITUDINAL TONE MARKINGS

suggest [+ personal], [ + deferential] [ + encouraging]
advise [+ personal], [ + deferential]

predict [+ cautionary], [+ deferential}

describe [+ discriminating], [+ patient]

affirm [+ lively], [+ pliant]

question [+ helpful], [+ efficient]

confirm [+ efficient)

explain [+ concerned], [+ apologetic]

define [+ discriminating]

The same activity might involve receptive handling of a customer’s units of meaning
including:

want [+ fastidious]

intend [ + semi-formal], [ + sure]
approve [ + discerning]

command [+ peremptory]

request [+ formal]

decline [+ acknowledging] etc.

Such units of meaning are ready for the next step, that of linguistic encoding. This
produces one or more language realisations for each unit.

eg suggest [+ personal], [+ deferential], [ + encouraging]
‘May | suggest the crab?’
approve [+ discerning]
'Yes, I'll have that.

‘That sounds interesting'.
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The course designer choosing this route for a particular activity ends up
with a syllabus specification in terms of functions + tones + actual
language representing what is termed the 'essence’ of target
communicative competence.

The choice of route is not, of course, arbitrary. Course designers using the
Munby instrument will find that it is the type of participant and more
particularly, the type of activity he has to perform in English that really
decides. The syliabus for a learner whose priority is reading and
interpreting specialist area English text required for his studies, for
example, is probably more appropriately specified in terms of micro-skills.
A learner who is to be trained for a job involving mainly talking/listening
activities (like our waiter above) seems more likely to require a micro-
function based target syllabus.

Thus then, the essence of the model — but not, of course, the whole
picture. It should be instructive at this stage to show an example of the
instrument applied. This will make it easier to discuss certain points
concerning its validity and practicability.

The background to the needs profile that follows was a request from the
Polytechnic of Ciudad, Guyana, Venezuela for help with syllabus design for
students of mechanics, metallurgy and electrical engineering. The profile
itself follows an orthodox Munby path. Footnote numbers indicate points
of theory and practice relevant to the present discussion, especially the
guestion of the relationship between a stereotype participant and a learner
as a real human being. For convenience the notes concerned appear on
the right hand side of the page, while the profile appears on the left.
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A PROCESS APPROACH TO READING
AT THE UNIVERSITY OF MEXICO
J Charles Alderson, University of Michigan, Ann Arbor, USA

Why, in so many language teaching operations throughout the world, are
materials production operations set up? When more and more language
teaching materials are being published it seems paradoxical that at the
same time there has been a growth in projects which have been
established with the express purpose of designing teaching materials for
given situations. Yet it is probably this increase in commercially available
materials which is responsible for the rise in ‘home-made’ materials. As
more materials become available potential users become increasingly
discriminating and more and more aware that increased variety is not the
solution for their particular situation. In other words, materials design
projects increase as teachers realize the inadequacy of published material
to meet their own particular needs.

This description of commercially available materials as inadequate to needs
makes at least two assumptions. It is assumed that the user knows what
the students’ needs really are, and that at least an informal evaluation of
materials has taken place to establish their inadequacy to meet those
identified needs.

The analysis of needs and the evaluation of materials are, in fact, essential
elements in any materials design project, and both are incorporated into
the framework for materials production which has been developed at the
Research and Development Unit of the CELE, UNAM, Mexico. Like similar
projects elsewhere, the materials design element of the R and D Unit's
work in Mexico arose from dissatisfaction with what was already available
on the market. Many students of the National Autonomous University have
a formal requirement to pass a reading comprehension examination in a
foreign language, usually English, in order to graduate: this was their
formal need, yet no course was identified which could satisfy this need for
Spanish-speaking students in faculties as different as Veterinary Medicine
and Political Science, or Economics and Engineering. In particular, no
course was found which would teach students the strategies necessary for
comprehending texts in their specific discipline areas. The texts available
either merely tested reading comprehension in general or specific areas, or
taught general English structures and vocabulary rather than those areas
of English necessary to cope with written texts.

The initial needs analysis that was carried out by the Unit proved what was
already known: that students needed only to read English (the formal
requirement was to pass a reading test) but subsequent, more thorough
analysis attempted to discover to what extent students are actually
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expected to read in the subject courses, how they are expected to read
and whether they actually read even if expected to. An attempt was made
to determine the use students made of their reading: whether they read
many articles which have to be summarised {in Spanish) for presentation in
a seminar, whether certain textbooks are read in detail for fact extraction
and learning, whether students make detailed notes of facts, or evaluate
critically as they read. One aim of this ‘needs’ analysis was to find out
whether students are expected to do in English things they do not do in
Spanish. Teaching a student to do something in English which he or she
can already do in Spanish is a very different problem from teaching him or
her something in English which he or she still cannot do in Spanish.

It is important when undertaking ‘'needs’ analysis to bear in mind the
distinctions that can be made amongst different types of needs: one can
distinguish formal requirements (the ‘need’ to pass an exam, to read
certain textbooks) from actual needs or obligations (what the student
actually has to do with the language) and from hypothetical future needs
(the ‘need’ to inform oneself and become a better professional in the future
by reading in a foreign language)., and one can also distinguish demands
made by the institution (the ‘need’ for actual behaviour, for example,
reading that one is expected but not required to do) from the wants of the
students (the ‘need’ the student feels to read English, as distinct from what
is required or expected) and his or her desires (the 'need’ to learn to speak
English in order to interact socially, or just to learn the language for
pleasure, although the want or need may only be for reading). An adequate
‘needs’ analysis must take all these ‘needs’ into account and syllabus and
materials design should be based on a judicious consideration of all of
them. it has been found, for example, in more than one Mexican university
situation that although there is no requirement for English, no obligation
and no demand, the need and the want exist. Subject teachers in Wood
Technology. for example, have reported that although they do not expect
their students to read English, they would be much better professionals if
they did. If the subject teachers felt that their students could read English,
then they would actually begin to require such reading of them. This is a
case where a need might actually cause a demand, and possibly a
requirement.

Since the ‘needs’ analysis had made it clear that it was not necessary to
teach the students basic or common core English, ie ‘the language’, but
simply how to read independently in English, and since no available course
appeared capable of doing this adequately, it was necessary to design
specific materials. During the design stage, and after having designed the
materials, it was clearly important to evaluate the materials to see if they
were capable of meeting the students’ ‘'needs’. This evaluation framework
is described in Alderson and Williamson (1978): here it is merely stressed
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that the evaluation element of materials production, although one of the
most neglected areas of design, is arguably the most important.

The aim of the course — the ‘need’ — clearly conditions the teaching
methodology, such that teaching of R and D Unit courses is usually in
Spanish, with no English production required, expected, or even corrected
if it occurs, since the goal is confined to getting the students to learn to
read in English, and it is believed that the most efficient way of doing this is
by using the mother tongue as much as possible. More importantly for
materials design, however, is the fact that the aim of the course also
determines the content. As already pointed out, the courses do not aim to
teach the language, but to get students to read texts in English for their
own specific purposes. Thus the problem for course designers is not so
much to analyse the language of a given speciality (Architecture, Law and
so on) in a classic EST fashion, but to predict the difficulties that students
will have with texts in their subject. Although it may be true that passives
are very frequent in legal English, unless it is known that students may
misunderstand a text or sentence or phrase because they have not
understood the passive — ie, they have not identified the agent, or
misinterpreted the verb as an adjective, for example — exercises on the
passive are not included in a course of Reading English for Law. To take a
currently fashionable example, rhetorical structures are not included in the
syllabus simply because they exist, but only if they are either seen to cause
comprehension difficulty for Spanish-speaking students reading in English,
or if knowing how to handle the particular rhetorical structure can help in
the reading process. For instance, one may want to talk about the
relationship between generalisastions and examples not because such a
relationship is part of the structure of the language, but because the
recognition of such a relationship can be used by the reader as part of his
reading strategies. If he recognises that an example is about to come, and
he has understood the generalisation preceding, then he can decide to skip
the examples as being, for his purposes, redundant. If he has not
understood the generalisation, then he can, by attempting to understand
the examples, possibly arrive at an understanding of the generalisation,
and then back-track in order to confirm his understanding. Alternatively,
he may not understand the examples but, recognising that they are
examples and understanding the generalisation, he may then arrive at
some approximate idea of their meaning which, since they are examples,
may be sufficient.

This, of course, requires a vast amount of research to determine which
linguistic and rhetorical features have consequences for {mis)under-
standing so at present the main tool is intuition (see, however, Richard
(1976) and Alderson and Richards (1977)). However, an attempt is being
made to reinforce intuitions by one procedure. If it is felt that a particular
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element/structure/organisation is crucial to comprehension, a
comprehension question is written on the text, whose correct answer
depends on understanding the structure in question. If the student
answers the question incorrectly, one not only has empirical justification
for inclusion of an exercise on that point in the course, but also evidence
which can be presented to the student to show him why he must master

that particular problem.

For example:

9

Text ‘For the first time there were memos on the subject of
the war in the bureaucracy. They were private memos and
they were sent to the Council of Economic Advisers.

Question: Se mandaron memoranda al Consejo de Asesores de
Economia sobre el tema de la guerra. Falso/Verdadero.

To answer this question correctly it is essential to have understood
the anaphoric references of the second sentence.

Text ‘Standard tests were applied to inmates of prisons.”
Question: Segln el Texto, d quién aplicé pruebas?

If students answer with ‘inmates’, they have not understood the
relationship of the noun phrase to the verb. In fact, if they do not
answer ‘no sabemos’, they have probably failed to realise that there
is a deleted agent.

3 Text ‘The number of cases of mental disorder admitted to state

hospitals had decreased in the last year: in 1975, 5538
cases were admitted in contrast to 5900, 6300 and 6031
in 1972, 1970 and 1968, respectively.’

Question: En qué afio se admitié el mayor nimero de casos

desérdenes mentales?

Translation is also used as a device for testing understanding of
certain structures to justify the inclusion of the structure in the
exercises. For example, the following were used to test the under-
standing of noun-compound structures:

Culture-free tests = pruebas de cultura libre. True/false.

The complete process of green plant photosynethesis = el proceso
completo de (la} fotosintesis de las plantas verdes. True/false

By bacteria-free stool filtrates = por bacterias libres del excremento
filtradas. True/false.
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To summarise, since the courses are aimed exclusively at reading
comprehension one is forced to consider which aspects of language are
relevant to achieving that main aim, and only those elements are
incorporated into the teaching materials. One feature of the philosophy
that underlies the courses, therefore, is that ‘English’ is not the goal.

Another important feature in this philosophy is the recognition of a
distinction between product and process approaches to reading
comprehension and a tendency to favour the latter rather than the former.
The product approach is typified by the sort of reading course mentioned
earlier, where what are called exercises to teach reading comprehension
are in fact tests aimed at assessing whether comprehension has occurred.
The typical form of such product courses is that students are shown a text
and then asked questions — usually interestingly, in multiple-choice format
— to check whether they have understood the text. These questions may
or may not be accompanied by ‘language work’ using examples in the text
which usually do not cause comprehension difficulties. Basically such
courses purport to teach reading comprehension by giving students text
and telling them to read it. If students learn to read with such a course the
learning would appear to have taken place regardless of the drawbacks of
the product approach, since the ‘exercises’ merely test for the presence or
absence of comprehension. Students are not taught how to comprehend a
text. This product approach is different from the process approach which
(hopefully) characterises the materials produced in the R and D Unit. This
latter approach assumes that a reading course should not teach what is
typically tested in reading comprehension tests, but rather the strategies
necessary to the process of reading which will then lead to the product.
The focus of the process approach is on techniques which will help the
student to deal independently with any text in his subject area, by giving
him ways of approaching text.

One superficially important difference between the two approaches lies in
the presentation of text and exercises. In the product approach, the text is
normally presented to the student first, and then the teacher looks to see if
comprehension has resulted. If it has not, ad hoc teaching points are
developed. In the process approach, exercises are presented first, aimed at
helping comprehension, not only of one particular text, but also of others.
Moreover, in the process approach, the text may be presented several
times in order to teach different strategies. Whereas the product approach
tends to be text-bound and has no immediately obvious application to
other texts, the process approach is related both to the existing text and to
others. Typically, in a process approach, the exercises use sentences,
words, phrases and concepts from the text that follows, and this hopefully
facilitates their comprehension, and also acts as a kind of anticipatory
exercise.
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The process approach has another advantage, which is to contribute to the
evaluation of the materials. With the product approach, if students failed to
comprehend the text, the fault lies with the student: he is stupid or he did
not read carefully. In the process approach, on the other hand, if, after
doing the exercises that lead up to the text, the student does not
understand the text, then probably either the teacher has not done his job,
or the exercises offered do not help comprehension, or additional exercises
are needed. This immediate feedback puts a great onus on the materials
writer, but builds in teacher/writer cooperation in materials development.

Perhaps the best example of the difference between the process approach
and the product approach is given by the two different ways of treating
vocabulary. The product approach will do one of two things: either it will
teach the meaning of individual words or, more commanly, it will simply
test the students’ understanding of a sample of words in a text, either by
getting students to paraphrase words and phrases from the text, or by
asking for appropriate synonyms and definitions. In the process approach
adopted in the R and D Unit's materials, an attempt is made to give the
students strategies for dealing with unknown words in a text. What this
amounts to is giving the student the confidence to guess at unknown
meanings by using information from the context. This in itself is nothing
new, but what is new is the arranging of the context in such a way that it
is possible for the student to learn how to use it. In addition nonsense
words are used whose only meaning is that given by the context, or by the
morphology of the word. Students are thus unable to look up the meaning
of the word in the dictionary and have to use the context in the way the
materials designer designed it to be used.

For example, if the unknown word is in a list, it is possible to guess its
meaning from that of the members of the list by deciding what they have
in common:

7 in the General Strike everything stopped: there were no trains,
boggles, buses, planes or even taxis.

8 Even among very primitive people there is sometimes found a chieftain,
a group of elders, a council of priests, a wurg or a tribunal of some kind
who in cases of doubt decide whether sanctions shall be applied.

It is also possible to use the anaphoric reference associated with an
unknown word to guide one to a textual synonym which might help one to
guess the meaning:

9 If you asked an average lawyer to explain our courts, the nerk would
probably begin like this: Our frugs have 3 different functions. One blurk is
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to determine the facts of a particular case. Determining the quods is the
task of the lower courts. The second blurk and this is also the task of the
jingle courts, is to decide which laws apply to the fact of that particular
durgle.

Similarly, anaphora is used to refer to a section of text, rather than to
individual words, thereby aiding the comprehension of ‘summary’ words:

10 It used to be believed that a person’s intelligence was affected entirely
by the environment in which he was brought up. This phurgle was
particularly common among ‘liberals” and great efforts were made to prove
that heredity had no influence. The usual subjects of such wandlebows
were identical twins (ie with the same genetic form) who were brought up
in different environments. Unfortunately, the results of these clotchbells
were not conclusive.

Frequently, words are actually defined in a text, so that if students can
recognise a definition, they need not look up the word in a dictionary:

11 The purpose of the United Nations’ Law of the Sea conference was to
find a solution to the problems of regulating fandangle, that is, the use of
the oceans by different countries. There has recently been a great increase
in murcation (which could be defined as the extension of national claims
to water which is distant from the coasts of that nation). The derbality (in
other words, the sea which belongs to the state whose coast it touches)
has been pushed out from 3 miles to 12 and, in some cases, to 200.

The essence of this procedure is to make students realise that exact
dictionary definitions are usually unnecessary for the understanding of
text, and thereby to reduce their reliance on a dictionary to looking up the
very few absolutely essential words whose meaning cannot be adequately
recovered from context.

Another example of the type of exercises developed for the process
approach is that which deals with sentence complexity. Here no attempt is
made to teach the students grammatical rules, nor to help them to produce
grammatical utterances, but merely to help them to decompose the
sentence into its constituent elements for efficient processing, since this is
what, it is assumed, the process of reading inciudes. Traditional
morphology exercises, which seemed to have served this purpose
incidentally, are used in the Unit's courses with this specific aim in mind —
to help students intuitively analyse sentences into constituents. One type of
exercise aimed at this is the ‘insert the word’ type.

12 His 2argument bis: capitalism C has reached the end of an era. (main)
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13

14

The @ post-war P expansion € has ended. (phase)

Another is the type where students are asked to add to simple
declarative sentences, or to reduce complex senterces to simple
sentences:

a They will strengthen cooperation.

b The Parties will strengthen cooperation.

¢ The Contracting Parties will strengthen their cooperation.

d The Contracting Parties will strengthen their cooperation
for a purpose.

e The Contracting Parties will strengthen their cooperation for the

purpose of fighting against poliution.

f The Contracting Parties will strengthen their cooperation for the

purpose of fighting against the pollution of the Rhine.

g The Contracting Parties will strengthen their cooperation for the
purpose of fighting against the pollution of the Rhine by chloride

ions.

h The Contracting Parties will strengthen their cooperation for the

purpose of fighting against the pollution of the Rhine by chloride
ions on the basis of the provisions of this Convention.

i The Contracting Parties will strengthen their cooperation for the
purpose of fighting against the pollution of the Rhine by chloride

ions on the basis of the provisions of this Convention.

Convention.

The Contracting Parties will strengthen their cooperation for the
purpose of fighting against the pollution of the Rhine by chloride
ions on the basis, during an initial stage, of the provisions of this

Yet another type of exercise related to this is the sort where students are
taught to identify ‘irrelevant’ elements in a sentence, to ignore them and to

process the rest. This identification can be through the ‘meaning’ of the

phrases, or, for example, by means of the punctuation (parentheses,
commas or hyphens). In the following exercise, students have to erase the
less important parts of the sentence:

141



15 The second kind, called upper courts or appeal courts, usually does
little about the facts of cases. Petitioner, an Italian national who had
entered the USA on a visitor’s visa, was denied adjustment of status.

One way of checking whether the students have problems in this area is by
means of comprehension questions on a sentence or text, based upon an
incorrect constituent analysis. In the next example, if the student answers
with b), he has misinterpreted ‘called’ as the main verb:

16 The second kind, called upper courts or appeal courts, usually does
little about the facts of cases.

En la oracion | del ejercicio anterior se afirma que la 2a. clase:
a) tiene poco que ver con los hechos.
b) llamoé a las cortes altas.

These, then, are some of the characteristics of the process approach which
underlies the language teaching materials being produced at the Research
and Development Unit of the CELE, UNAM. This is an ongoing project: no
dogmas are accepted and approaches are constantly being modified,
depending upon the results of the feedback through the evaluation
procedures. A variety of exercise types is being evolved to best suit the
aims of the project and the needs of the student. No taxonomy of exercise
types exists in the Unit, partly since this would require a coherent theory of
language. language processing and language learning, which has not yet
been developed. Nevertheless a variety of techniques are used with the
basic aim of improving the process approach, and teaching the students
new strategies for dealing with written text in English. Techniques like
information transfer exercises, gap-filling based on both verbal and non-
verbal informational input, translation, sentence-matching, and skimming,
scanning and skinning exercises based upon deliberately blurred texts with
the aim of focusing the students’ attention on only one part of the text, are
all used in the Unit's materials.

In summary, the general approach to the teaching of reading
comprehension that characterize the materials produced in the Research
and Development Unit is a process approach. The aim is to give the
student strategies for dealing with new and unknown texts and language,
rather than teaching him the language of his discipline. Although this
approach implies a much greater knowledge about the process of reading
and its interrelation with the student’s cognitive structure, as well as the
nature of the individual academic disciplines, than is currently available,
work has had to go ahead on the production of materials for the Faculties
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of Law, Economics, Architecture, Business Administration and Political and
Social Science, and therefore a series of exercise types has been developed
for incorporation into these courses. In reality, the process approach
represents a goal towards which the Unit is working rather than a
characterisation of the present materials, which obviously have had to be
produced under practical constraints of time and available know-how.
Much more research and experimental materials development is necessary
before one can begin to be satisfied with the product of the process.
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MATERIALS DEVELOPMENT: IN PROSPECT
Ted Rodgers, Curriculum Research & Development Group
University of Hawaii

This paper derives from an English Language curriculum development
project being carried out in and by the State of Hawaii. The ultimate
program aims to serve school age students from age five to seventeen,
including both native speakers and non-speakers of English. The program
is called the Hawaii English Program (HEP).

It is a large project, historically the largest in the field of language
curriculum development, engaging. to date, twelve years of productive
effort by a large crew of materials writers, media and evaluation
specialists, and administrative and support staff.

The Hawaii English Project is state mandated and federally funded and has
had as its basic goal the re-thinking and re-structuring of English language
education for the almost 200,000 students in Hawaii's schools. Program

materials are also used widely in the Pacific exclusively as an ESL program.

For professional groups visiting our project, we periodically undertake a
kind of frantic tour de force in which we attempt to systematically
recapitulate the significant activities of ten years of large-scale materials
development in one day. The schedule for one such whirligig is reproduced
below (Table 1). In lower energy periods we show the schedule to visitors
and ask which kind of activity they are most interested in, directing them
then to the in-house experts in that area. Without some such dialogue it is
difficult to predict which aspects of program development might be of
most interest, for example, to readers of this document series.

Lacking such guidance | have chosen to respond to four key questions
which, implicitly or explicitly, appear to challenge most language materials
developers with whom | talk or correspond. | conclude by overviewing the
resultant program and providing sample materials descriptions.
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TABLE 1

Development of a Language Arts Curriculum
Demonstration — Discussion

Hawaii Curriculum Center

9.00- 9.15
9.15- 9.40
9.40 - 10.00
10.00 - 10.15
10.15- 10.45
10.45-11.00
1.00-11.15
11.156-11.30
11.30 - 12.00
12.00- 1.00
1.00- 1.20
1.20- 1.40
1.40- 2.00
T 200- 220
2.30- 2.40
2.40- 3.00
3.00- 4.00

December 10 1975
Introduction to the Demonstration
Dr Ted Rodgers (Curriculm Coordinator, HEP)

Models for Curriculum Development (The Big Picture)
Dr Art King (Director, CRDG)

Brainstorming for a New Content Unit (The Little Picture)
Planning Group

First Draft Considerations
Chris Staab {Teacher/Planner)

First Classroom Testing
Jim Harstad and class (Teacher/Planner)

Evaluation
Odette King (Evaluation Specialist)

Revisions from Testing
Maida Bell (Planner)

Design Coordination
Rob Robinson (Overall Designer)

Media
Lynn Schoonejongen (Director, Media Shop)

Lunch

Politics and Funding
Shiho Nunes (Former Project Manager, HEP)

Public Relations
Bobby Keating {Dissemination Specialist)

Final Revisions and Teachers Manual
Lynne Johnson {Planner)

Camera Ready Copy, Specifications, Production
Frank White (Production Manager)

Teacher Training
Shiho Nunes

Monitoring and Maintenance
Grace Fuijita (Director, HCC)

Materials Delivery and Use (inspection of Classroom
Materials) Staff
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These questions might be summarized as follows:

Program How do you justify your program to your sponsors and

Justification potential users? What does it offer or intend to offer
that scores of other programs, commercial and
non-commercial, do not?

Design What design models a) are functionally helpful b) are not
Model(s): just textbook phantoms which fail to provide answers or
to focus questions?

Program How do you decide what goes into a comprehensive
Content: language program? What constitutes a quality contem-
porary English language education?

Atomistic vs How do you resolve the incremental vs integrated,
Holistic atomistic vs holistic, discrete-point vs language-rich
Approaches: environment, conflicting points of view in regards to

language skill development?

1 Program Justification: Why a New Program?

The products of publicly-funded materials development projects compete
with educational materials produced by private sector publishers and
educational media companies. In order to justify our own efforts in the
field and to justify public support of such efforts, we have chosen to direct
our energies in materials design and use along paths which the publishing
community has not chosen to blaze or to follow. For example, we have
tried to give a regional (Asian-Pacific) flavor and meaning to our program
which is largely missing from all US Mainland developed programs. We
have also felt it imperative to support our materials set with a network of
in-service and other front-up and back-up services. Again, publishers tend
to shy away from educational programs for which such support services
are required or recommended.

The program materials justify their usefulness as well as their uniqueness
on the basis of several such features which we felt (and still feel) are
largely absent from contemporary commercial materials. These features
are synopsized below (Table 2).

A key element in programme acceptance* has been the 'planning services’

*Program materials have been adopted by 90% of the potential users. Program
materials have been provided free of school charge for schools requesting
program participation. Schools in return are required a) to commit to a total
school program plan, b) to guarantee participation of all teachers and
administrators in a week-long non-compensated summer in-service training, c) to
use for instruction all materials requested, and d) to support maintenance and
replacement of materials out of school funds.
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feature described above. Each institution requesting participation in the
planning services is asked to assemble and organize certain kinds of data
regarding its present program and needs. Principally this involves
completion and submission to the project director of a Present
Program/Present Problems questionnaire by interesting institutions. The
questionnaire and other available data are analyzed and a ‘Materials
Alternative’ brief is prepared for the submitting institution. A personal
presentation of this brief is made to the institutional staff and the
alternatives for materials adoption and use are suggested. The institutional
staff accepts, rejects, or re-formulates the recommendations and prepares,
with the assistance of the project staff member, a ‘program plan’ reflecting
the school staff's decisions. (This feature is discussed further in an article
of mine in the previous ELT Document Series — Teacher Training: In
Progress).

TABLE 2

Features of the Hawaii English Program (HEP)

Sequential Program An innovative, sequential, integrated program
in Language Arts for the students of Hawaii
grades K-12.

Planning Services Planning and consultation services to help

schools adapt the HEP Materials to the
particular programs, learning needs and
teaching skills of individual schools.

Basic Skills Continuous and concentrated attention to
development of basic language skills in reading,
writing, speaking, and listening.

Local Relevance Materials, themes, and instructional organi-
zation to respond to needs and stimulate
interests of students in Hawaii.

Special Needs Instructional materials and techniques to

Mainstreaming enabile inclusion of students with special needs
— the mildly handicapped, learning disabled,
limited English speaking, as well as the gifted
and talented — in regular classrooms.

Test-Evaluation-Revision A development cycle requiring multiple

of Materials test/revision trials for materials prior to their
publication for installation. (Most commercial
materials have no test-revision prior to
publication.})
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Pre- Post Installation Support services to assist and advise schools

Support before, during, and after initial program
installation.

Teacher Training University credit in-service training to prepare
teachers to use HEP materials.

Evaluation An evaluation program which examines and
reports the instructional effectiveness of HEP
materials.

Contemporary Content Concentrated focus on contemporary

communication modes and messages (eg,
computer systems and the mass media) as
well as on the more traditional reading and
writing modes.

2 Design Models: What Guides the Design Progess?

Given a charge to develop a totally new English Language Curriculum for
the State of Hawaii and given some very generalized considerations as to
what its content and objectives should be and given a collection of
academic and master teacher types committed to putting the new
curriculum package together and given strong leadership, test sites and
funding ... what happens next?

There is a theory of how curriculum development goes which suggests
that first all program purposes need be stated; these purposes are then
represented by a more specific set of goals, attainment of which will be
tantamount to fulfilling the purposes. The goals are in turn broken down
into other still more specific goals and so on. In the last round goals are
specified as a discrete but very large set of behavioral objectives which
collectively map into the goal set. For each behavioral objective one or
more learning activities are then designed. These become the materials
themselves. Finally some sort of test mechanism is specified which when
applied tells whether a learner has achieved each behavioral objective as a
result of participation in the learning activity or activities.

That's the way the textbook tells it. The model is one borrowed from
systems engineering for military equipment. This may or may not be a
useful style for building a supersonic bomber. But nobody appears to be
able to design language education programs in the manner the model
suggests.

At the other design plan extreme is the Perfect Little Finger Approach
described by playwright Tom Stoppard.
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| haif commit myself to some distant future date. | often talk to someone
about it and suggest that in six months it will be done, so | set up a kind
of deadline. But most of the intervening period disappears in a kind of
anxious state of walking about. You cannot start until you know what
you want to do, and you do not know what you want to do until you
start. That is catch-23. Panic breaks that circle. Finally a certain force in
the accumulated material begins to form a pattern. Most people think
that you build a skeleton and then you know whether you are going to
write a dog, a giraffe or whatever. What happens, in fact, is that you do
a perfect little finger, and then you do four others, and then you write a
wrist. You begin to get a sense of what kind of animal it might be.

(Time, May 6, 1974)

Curriculum design in practice seems to incorporate some elements of both
extremes mixed in ways that are largely unpredictable when one sets out
to design, craft, test, revise, publish, and install a large-scale educational
program.

The model by which our early discussions were directed is one that holds
that curriculum design must be an inter-weaving of responses to three sets
of considerations: Knowledge Considerations, Instructional Considerations,
and Learner Considerations. Too often, it is held, educational design gets
focused on just one of these considerations to the neglect of the others.
For example, the early New Math or Transformational Grammar programs
were criticized for being too academic and too little concerned with the
realities of instructional strategies and learner interests and capabilities
(Knowledge Considerations overshadowed Instructional and Learner
Considerations). Programmed learning and language laboratory
enthusiasts, as another case, assumed that any subject for any learner
could be packaged according to a universal instructional format.
Programmed Learning never justified the claims of the true believers
(Instructional Considerations overshadowed Knowledge and Learner
Considerations). The first round of ‘Ethnically — oriented program
assumed that acknowledgement and sometimes aggrandizement of
‘culturally alienated’ learners” backgrounds (eg through Dialect Readers)
would be sufficient to encourage educational enthusiasm in heretofore
school-alienated students. Again these claims went largely unrealized in
practice (Learner Considerations overshadowed Knowledge and
Instructional Considerations).

In our own early design work we tried to incorporate knowledge insights
of academicians in the relevant language disciplines, instructional
experience of successful classroom teachers, and learner considerations as
assembled from extensive talks with — and observations of — students
involved in learning both in and out of school.
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The design frame is shown in graphic form as Figure 1.

Learner Considerations sets out the ages, grades, and developmental
stages of the target group of learners. We note well any particular set
social background characteristics, preconceptions, or world view. Are
there societal expectations, perhaps conflicting sets of expectations, or
even, perhaps, a vacuum of expectations?

Can the intended learners be profitably characterized by such terms as
‘gifted’, ‘mentally retarded’, ‘potential drop-out’, or other? Are entry
educational achievement levels required and can they be reduced? Can the
types of knowledge required by these learners be typified by depth, or
coverage, or orientation, or skills? Further, are there any theories or
principles of learning which are heid to be particularly promising? And, are
there presumed learner interests and expectancies which would influence
the resultant educational design for the program? Other ideas coming from
a consideration of learners are also pondered.

The Knowledge Considerations are defined broadly to include skills,
appreciations, capacities, changed behaviors, and the like. If the knowledge
is held to be disciplinary, what view of disciplined knowledge is taken? If it
is multi-or inter-disciplinary, what model of this characterization is held? Is
the knowledge ‘liberal’, *humanistic’, ‘technical’, or whatever? Each of these
characterizations should be pushed to the level of relevant theory to mine
the humanistic and educational clues inherent in the characterization.

Among the Instructional Considerations are ideas of staff (teachers,
paraprofessionals, peers, resource people, and the like), instructional
strategies and techniques, materials and equipment types available,
instructional environments, time and schedule techniques, and a plan for
the passage of information about the progress of the program to learners,
teachers, parents, and others interested.

The design phase should consider also the possibility for successful
installation of the program {budget, staff, funds, schedule, and strategy; as
well as the ultimate capacity to administer the program, including training,
supervision, acquisition of mateials and equipment, staff assignment, space
allocation, planning and budgeting, and program evaluation).

The curriculum design resulting from the amalgamation of the elements of
the foregoing must have focus, plausibility, and a high potential for
realizing the values held for the new program.

We have found this model and the questions subsumed within each
element to be useful in organizing our thinking for curriculum work. A
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*

score of successful projects in various curriculum areas have had their
early design discussions focused by the question-set deriving from the
model.

It should be acknowledged that the curriculum design does not spring full-
bloom from the analytical process which the model directs. The
interweaving of knowledge, instructional, and learner considerations into a
curriculum is still more art than science. We do find, however, that the
curriculum, so derived, is less likely to be flawed by crucial oversight.

3 Program Content: What Comprises a Comprehensive,
Competent and Contemporary Program in English?

A number of ‘claims’ are made on English language education, on both
mother tongue and second language programs. It may be safe to say that
English language education has been asked to take on more continuously
varying educational tasks than has any other area of the curriculum.

In the lifetime of our own project, changing curricular enthusiasms for
discipline-based, content-integrated, affective and basic skill focused
approaches to English education have each urged re-definition of the
English curriculum. During the same period, second language teaching has
seen a changing set of proposals for syllabus re-organization argued in the
professional literature and supported by commercial texts. ‘Translational’,
‘explanatory’, ‘structural’, 'situational’, ‘'notional’, ‘communicational’ are
among the labels given to these syllabus proposals and their support
packages.” In what has become an almost constant state of flux, how does
one define and defend the choice of content and approach made in any
particular program, and can (and should) such choices allow for and,
perhaps, anticipate changing emphases and priorities within the English
program?

The discussion in this section turns largely around the definition of
‘Knowledge Considerations’ as previously defined.

Similarly, views regarding students (Learner Considerations) and views
regarding appropriate methodologies {Instructional Considerations) change
over time. A program or set of materials which is planned with a life-
expectancy of 10-15 years (as in our own case) must be constructed to

For fuller discussion see Moss, R.B. and T.S. Rodgers ‘Does English for Special
Purposes Imply a New Kind of Language Syliabus’ in G.H. Wilson {(ed.) Curriculum
Development and Syllabus Design for English Teaching. SEAMEO Regional English
Language Centre, Singapore, 1976, pp. 51 — 78.
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withstand and/or accommodate winds of change whose strength and
direction may be largely unknown during the early and critical design
phase.

Our own choice was to attempt comprehensiveness in our initial design,
realizing that elements within a comprehensive design would receive
different degrees of attention and emphasis by different users at different
times. At the same time we had to take a stand as to what knowledge we
felt was most worth knowing (and say so) and as to those instructional
strategies which would make that knowledge most accessible, interesting
and productive for learners in our program.

Decisions regarding the content (Knowledge Considerations) of the
program are summarized in Table 3.

The content areas are represented by the '7 A’s’. Each of these represents
a particular and legitimate claim on the English curriculum which we have
chosen to recognize and support. That is, each of these represents a
commitment to content in our curricular design.

I will comment briefly on each of these:

1 Abilities — Often called the Language Tool Skills and cited as reading,
writing, listening and speaking. The focus here is on mechanics and usage,
pronunciation, spelling, grammaticality, punctuation, etc. Correctness in
language use is the learning goal. | have compared this to physical
Education in that it seems to me that typical school physical education
programs look on the body as a tool which must be trained for a variety of
uses, somewhat as language is looked on as a tool which must be honed
for use in a variety of tasks.

2 Art — Language is considered as a medium through which artistic
expression is achieved. Like color, or stone, or tone, language is the raw
material out of which art objects such as poems, novels, songs can be
created.

3 Artifacts — One can study language for its own sake. As the “hallmark
of humanity’, language has an equal claim to the physcial world as a
subject for school study. To use the traditional terminology, language can
be studied synchronically, as is chemistry, and can be studied
diachronically, as is world history.

4 Analytics — A major claim of the transformational grammarians has

been that language study can develop students’ analytical, problem solving
skills. As one linguist, S J Keyser, puts it, ‘It is possible to look at grammar
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as attempting to teach children how to make, critically examine, and
reformulate hypotheses about language, using as evidence their own
knowledge of English. In other words, grammar can be viewed as an
opportunity for students to learn how to engage in rational inquiry ...

5 Acculturation — Language is an internal bond for the various social
groups to which each individual belongs — the family, community, region,
and country. Language study can be viewed as the central study from
which an individual can examine each of his/her social/cultural
relationships.

6 Affect — Each individual is identifiable by an idiolect. One’s language is
as unique as one’s fingerprint. Study of one’s own language (or languages)
then becomes the center of the inquiry which seeks an answer to the
question, ‘Who Am 1?7,

7 Agreement/Activation — How is language used to get things done —
to motivate agreement? We know that there are those who have mastered
the linguistic skills, in the sense of the first category in this set, and yet are
ineffective communicators. Similarly, there are those for whom the dicta of
good usage are a mystery, who wittingly or unwittingly murder the King’s
(Queen’s) English and yet are effective political users of the language —
they get things done. The focus here is on communicative competence.

Obviously, the above categories are not mutually exclusive — nor are they
exhaustive. They do summarize neatly the claims on English language
study we have chosen to accept as focus for our own program content
and instructional processes.

A program that serves only an ESL or EFL audience would respond, |
assume, to a more limited set of claims. There has always been a priority
on the tool skills (# 1) aspect of language learning. More recently the
emphasis has shifted towards acquisition of communicative competence
(#7). | assume as well that most second language programs will recognize,
in some way, the relationship between the second language and the
culture or cultures in which that language is used and the ways in which
cultural features are reflected in aspects of language use {#5). Artifactual
knowledge about the structure of a new language and how it got that way
(#3) has also been highlighted in some second language approaches (viz
cognitive code strategies). Some formally linguistic point of view underlies
most methodological approaches to second language instruction and,
hence, must be worked through from a design perspective, even if explicit
instruction regarding language structure or history does not appear in
materials produced for student use. Traditionally, English language
programs have paid considerable attention to the appreciation of and
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sometimes the production of literary English (#2). However, this literary
aspect of English second language instruction has waned as attention to
communicative competence has waxed.

I know of no second language program which has taken student self-
awareness (#6) as a major goal, although discussions turning on self-
analysis and self-revelation appear to be strongly encouraged in some of
the contemporary ‘humanistic’ language teaching approaches such as
Community Language Learning. The analytical, problem-soiving aspect
(#4) of language study is, likewise, not currently much in favor, although
in my own country there is a small but vocal resurgence of interest in the
study of Latin and foreign languages, justified as the means for improving
general intellectual skills.

Having made a general commitment to program content (the 7 A’s), our
task becomes one of organizing the development staff to produce the
relevant materials. This includes setting priorities for content areas for
various kinds of students at various ages, and proficiency levels. It requires
establishing work teams which will assume responsibility for materials
production in the agreed-upon content areas. Our own project consisted of
three developmental groups — Language Skills, Language Systems and
Literature — which gave their names to sub-programs of HEP. Content
responsibilities for these three groups are shown in the last column in
Table 3. An outline of the materials content for the three sub-programs is
given in the last section of this paper.

4 Atomistic vs Holistic: How is Language Skill Development Best
Fostered?

There has been a long and continuing controversy in language teaching as
to the best way to foster language skill development. At one extreme the
process of such skill development is seen as analogous to building a
mosaic. In mosaic building each tile has to be color-selected, shaped, and
then fitted to the existing tiles. While the finished mosaic can be
appreciated as a whole, it is also describable as a set of minute discrete
elements, each finely shaped and fitted to the others. Language is seen as
a set of such discrete, shapable entities — phonetic features, phonemes,
syllables, words, phrases, clauses, sentences, passages — fitted into a
composite. The shaping and assembly of the elements is rational and
incremental; the whole is, in fact, the sum of the individual parts.

Task-analytic and diagnostic-prescriptive approaches to language skill

development are rooted in this tradition. This point of view also undergirds
that school of reading instruction customarily associated with ‘phonics’. As
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well, it is this view which motivates ‘structural’ approaches to second
language teaching.

At the other extreme, the process of language development might be
compared to Michelangelo’s view of stone sculpting. Michelangelo claimed
that finished figures were obvious to him as he gazed at uncut blocks in
the quarries of Carrara. He looked at sculpting as releasing the figures
from the marble, for others to see, by the process of discarding the
unwanted stone.

Language can similarly be seen as a universal and idealized form which lies
beneath the surface features of a particular realization called, say, Spanish.
Learning English then becomes a process of getting in touch with a new
surface realization of an already known underlying form. How this is
accomplished is not clearly understood. However, instilling a desire to
communicate and exposing the learner to the new language in realistic
situations for use are felt to be the best that pedagogy can provide.”

Those associated with variations of this view of language development are
committed to ‘holistic learning’, ‘language rich environments’, and ‘learning
by doing’. Schools of reading instruction inclined to a similar view are
founded on ‘Language Experience’ or ‘Psycholinguistic’ approaches. In
second language learning, ‘Immersion’ is the technigue most clearly
founded in this tradition.

In designing language curricula, one unavoidably enters the arena in which
these two points of view contend. Typical design responses are to plump
for one or the other or to opt for some undefined middleground and label
the resultant program ‘eclectic’.

After considerable agonizing between these two points of view, each
articulately supported by various members of our own staff, we decided to
recognize both of these points of view in the program design. We felt they
were not 'blendable’, but that each required different programmatic
rationale, support, and materials. This decision was motivated by several
considerations.

Observations of language behavior suggest that both sorts of strategies
are used by learners in acquiring various kinds of language skills. From the
learner’s point of view these strategies can be viewed as complementary

* See for example, Newmark, L How Not to Interfere with Language learning IJAL,
Vol 32, #1, Part Il, 1966. pp 77-83
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rather than competing. (Analogously, we might say that molecular and
wave theories are complementary rather than competing alternatives in
explaining certain characteristics of light}.

We observed that some students seemed to respond better to teaching
strategies favoring an atomistic approach, others to strategies following
more holistic approaches. Further, it was our feeling that some language
skills seemed to lend themselves to teaching strategies of an essentially
incremental, task-analytic nature and that some language skills seemed to
lend themselves to teaching strategies of a more holistic nature. For

example, learning to type is a skill which appears to favor an incremental
approach; learning to talk is a skill which appears to favor a holistic approach.

The outcome of our design decision was to construct two skills
development strands — one, called Skills Laboratory, represents an
incremental, task-analytic approach to language skilis development; the
other, called Skills Workshop, is built on a holistic, language-in-use
approach to language skills development.

The Skills Lab provides basic skills essential to discoursing better, in
speaking and in writing. The Lab treats skills in isolation, whereas the
Workshop provides for their application in various discoursing contexts.
The Lab uses a part-to-whole strategy, the Workshop a whole-to-part
strategy. Whereas the Lab mateials are individualized and self-monitoring,
the Workshop units require group interaction and collaboration (since
discourse is by definition social).

Students enter the Lab to work at specific competencies they need or
want. This set covers a broad spectrum of *how-to’ skills, from basic
decoding/encoding and comprehension proficiences through information
collecting and processing skills (like locating information and using
references) and specialized skills (typing, speed reading, speed listening) to
skills in written and spoken formulation.

In the Workshop, within units designed to elicit and foster certain kinds of
languaging, students apply, exercise, extend, refine, and diversify their
discoursing competencies. The unit themes are in fact selected for their
potential to generate characteristic and important kinds of spoken and
written products. It is in the Workshop units that the particulars of the
various modes of discourse are treated: styles (personal/informal to
public/formal), levels (concrete to abstract), and forms (narration,
exposition, dialogue, poetry, argumentation, etc). The device of the
Workshop unit provides authentic context and a simulated ‘community of
discourse’ which reduces the sense of fragmentation and purposelessness
which characterizes many composition and speech programs.
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To suggest how this distinction is realized in the materials themselves,
consult the brief descriptions given for sample units in the final section of
this paper.

% Products and Processes: What Does the Finished Material Set
Look Like?

To this point, it is disheartening to realize, | have said little about materials
development per se, but more about how one gets to the point of deciding
what materials one wants to develop. For those interested in the materials
outcome of the previously discussed planning, | conclude with an overview
of the upper level (secondary school) portion of the HEP, a chart showing
the flow of the total program (Table 4) and a short description of four
sample units from each of the principal sub-programs.

INSTRUCTIONAL DESIGN OF THE SECONDARY ENGLISH PROGRAM

The Secondary English Program (SEP), the upper level of HEP, is
composed of three sub-programs: Language Systems, Literature and
Language Skills. These are briefly described below.

The Language Systems sub-program is about the nature of language:
How we learn it, what we know when we know it, how we use it, and what
knowing a language does for us and to us. The materials are organized into
eight-week units, one or two per grade level. Materials include Teacher
Manuals, Students Manuals, commercial books, card games, board games,
activity cards, filmstrips, cassette tapes and 16mm films. Each unit
explores a topic related to four themes (or questions linguists and
communication scientists ask): How we communicate with ourselves, How
we communicate with others. How we acquire language, and How
language and culture are related. The units emphasize that language is
rule-governed behavior, that the rules (or ‘grammars’) are shared by
everyone agreeing to use that language. Through a rich variety of whole-
class, small group and individual activities, students learn how the parts of
communication systems (the roles we play, the sounds and words and
sentences we use, etc) go together to achieve various purposes.

The Literature sub-program views literature as an art that provides
students a particular way of knowing — of comprehending the world of
human experiences. The program seeks to develop this comprehension
through: 1) utilizing enjoyment as a means of involvement with literature,
2) building a constantly expanding frame of reference in literature, and 3}
encouraging many experiences with the literature-making process.

Since small-group interaction is an essential part of our program, we have
attempted to organize the reading material in any one unit within a
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reasonably difficult range so that the 3 to 5 students working together will
be able to read and understand the material independently before they
begin their group work. The units are designated as to reading difficulty
level, and teachers will be able to choose, from the 9 units available for
each grade level, approximately 4 that would be the most appropriate for
any one class. Students are asked to read and respond to each work in
both anlaytical and creative ways.

At each grade level there is also an informal emphasis on one particular
type of literature, although all types are represented.

The students in the program are expected to make their own choices, with
some teacher guidance, about which units they will work with and which
peers they will interact with. Although each unit is expected to be
completed in 3 to 3% weeks, within that range the student paces himself
and makes some choices about which activities he will pursue.

The Language Skills sub-program has two parts — the Skills Laboratory
and the Skills Workshop — which use complementary approaches to
improving students’ facility in using English. The Skills Lab goes from parts
to the whole, whereas the Skills Workshop goes from the whole to its
parts.

The Skills Lab aims to help students improve their accuracy, fluency and
versatility in using English. The objective is the same, whether students are
barely fluent or very fluent, barely literate or very literate. The units deal
with identifiable bits of language, focusing attention at different times on
the code itself, on words, on sentence patterns, ar-! on logical patterns.
The intent is to expand the stock of language resources that students can
understand and use in speaking, reading, and writing, both casual and
informal. Since the language system itself is dynamic, not static, students
perform activities which are manipulations of the ingredients of language,
in speech and in print.

The program consists of lower and upper level sequences in Coding
(reading and speiling), Word Craft (vocabulary development}, Sentence
Craft (increasing versatility in the use of sentence patterns), and Passage
Craft (comprehending and using the signals of sequence and logic that
appear in longer pieces). In addition there is a classroom collection of
graded paperbacks for free reading, some of which are accompanied by
comprehension units for use by students who have a hard time following
the thread of long pieces. There are also units on reference and study skills.

With the lower-level units, the Skills Lab uses precision-teaching
techniques. Students are screened at entry into the Lab and their study
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sequences are individually plotted according to their performance.
Criterion-referenced checks and individual monitoring sheets enable them
to chart their own progress through the lessons and units they are to work
on.

The Workshop approach to the Skills sub-program is more integrative. Its
focus is on using speaking, writing, listening, reading, and analytical skills
for a purpose. The Workshops consist of six units arranged in a loose but
spiralling sequence of skill development from grades seven through twelve.

Collectively, the units are designed to complement the Language Skills
Laboratory in two ways: 1) by providing occasions for applying (including
practicing, reviewing), integrating, and extending such language skills as
the student may already be proficient in and, 2) by requiring students to
orchestrate these skills for a purpose, eg to perform complex language
tasks such as write a poem or editorial, script a ssgment of a dialogue, or
transcribe and edit an interview, keeping in mind an effect they wish to
achieve and a particular audience they wish to reach.

Each unit focuses on a distinctive kind of human interaction involving
language use: the Poetry and Drama workshops deal primarily with the
expressive and artistic aims of language use, while Courtroom,
Broadcasting and News Writing deal with informative and
anlaytical/critical aims. In addition to these aims, News Writing and
Courtroom also deatl with persuasion and argumentation.

My title was chosen with the intention of suggesting not only a survey, but
a subject under consideration and change and, as well, an outlook for the
future. Our prospecting for the most promising veins to mine in
educational program has profited greatly from the visions and realization
of others in our craft. | hope the present piece, similarly, contributes some
new prospects to those of you who share our commitment to excellence in
the craft of materials development.
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EDUCATION, IDEOLOGY, AND MATERIALS DESIGN:
A TANZANIAN EXPERIENCE
Chris Brumfit, University of London, Institute of Education

The purpose of this paper is to describe a project in syllabus design — and
ultimately in materials design — which started in 1969 and has long been
superseded. It may seem curious, if not arrogant, to look so far back in the
past for a paper to be published in 1979; however, there are a number of
features of this Tanzanian experience which seem well worth passing on.
Particularly, it seems worthwhile to record an attempt to relate both the
organisational strategies and the content of a language syllabus to the
wider social aims of an educational system. Perhaps we should take such a
close relationship for granted, but it is clear that in practice syllabus and
materials development often takes place in a social vacuum.

Integration within the educational system
it is probably not unfair to most educational systems to characterise the

relations between the parts which most affect teachers by the following
diagram:

Curriculum Development j— —— g Inspectorate
Unit (where it exists) *
Teacher Trainingﬂ - Teachers in Schools I Fig. 1

One of the effects of the Tanzanian experience in language teaching was
— partly by intention and partly by luck — to produce something much
more closely integrated, as in the following diagram:

Curriculum Development Inspectorate

Teacher Training Teachers in Schools Fig.2
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To achieve such integration administrative decisions are not enough. It was
necessary to provide enough guidance to teachers for there to be a
common vocabulary for discussion of language teaching problems,
without providing such strong control that initiative was inhibited. If
curriculum development was to be a shared enterprise, we needed to
develop a balance between control and freedom which was analagous to
that which is sought by any democratic society. Fortunately, there was no
question about government support for such a position. Efforts in
curriculum development paralleled efforts in other areas of activity, and a
government policy of decentralisation and encouragement of local
unofficial initiatives — even where they involve criticism of government
policy — provided us with essential support. Thus we were lucky that the
impetus for change came from the necessary decolonisation process, while
many of the particular features of the change were closely related to the
government’s socialist policies. Educational innovation was obviously a
vital instrument for promoting these.

There were two sets of administrative arrangements which assisted
development in English teaching. A regular programme of in-service
courses operated as a two-way exchange of ideas between teachers up-
country and ministry officials and advisers, but the process was facilitated
by the establishment of coordinators for each subject in various zones of
the country. Zonal coordinators were expected to teach a lighter timetable
than other teachers and to consult and advise for the rest of their time. (In
practice, for a variety of reasons, they frequently found themselves
‘coordinating’ in their spare time, and still teaching a full timetable).
Nonetheless, a link at the official level was thus created between the
realities of the classroom and the advising committees, for zonal
coordinators were ex-officio members of the advisory language teaching
panel which met about once a month and had several on-going committees
for the development of back-up materials. All this was at the official level,
but in order to avoid too centralised initiative teachers were encouraged to
set up independent English Language Teachers’ Associations which acted
locally to provide a source for ideas and experimentation. More than a
dozen local associations were founded, so that a national association could
be formed, in liaison with the Language Association of Tanzania, and a
Bulletin was produced with news of the activities of various branches and
an active exchange of ideas independent of the government agencies.
Indeed a number of criticisms of work of the Ministry were made in a way
which would have been far more difficult if official channels had had to be
used. The interaction between official and unofficial organisations, with no
government involvement whatsoever in the unofficial activities, was a
major cause of the extensive local activity which developed.
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What has been described so far need not have had any significance for
curriculum development. It was necessary to provide a sense of direction.
In order to do this, it seemed sensible to produce a document which
related the specific syllabus for classroom use to the broader
methodological and educational issues which that syllabus should
exemplify. If the principles which underlay our language teaching were
made as explicit as possible, it would be possible to criticise and improve
on our present performance. But we had to be clear about the purpose of
making these principles explicit: not to lay down a law, but to create a
common frame of reference for discussion. We needed a document which
would be precise enough to be used as a support by newly trained or
newly arrived expatriate teachers and flexible enough not to inhibit the
creativity of the experienced teacher. In the end we formuiated the
position that teachers would be expected to adhere reasonably closely to
the syllabus and principles that we outlined, unless they had good reasons
not to. ‘Good reasons’ might relate to local conditions, or might imply
major criticism of the syllabus and principles themselves. In the latter case
the English Teachers’ Associations or the official in-service courses, or the
various materials circulating should provide plenty of opportunities for
modification and change. Such change did indeed take place, but we
wanted it to be principled rather than random, and we wanted it to resuit
from discussion between teacher trainers, ministry officials, teachers and
coordinators. A common document, to which all were able to refer, made
such an integrated response possible, once we had either set up, or
encouraged the setting up, of machinery for the expression of a response.

The educational system in Tanzania had among its major aims the
development of an enquiring mind, a positive attitude towards cooperative
endeavour, and a sense of responsibility to the community for the privilege
of education. This emphasis, of course, sprang partly from Tanzania’s
poverty: education, particularly secondary education, could not be
wasted. The machinery for the development of the curriculum was set up
with the same principles in mind.

The English language course

The secondary school course had to take pupils after seven years in
primary school, during which they would have had English as a subject
ever since Standard ! but never as a medium of instruction, and in four
years of English medium schooling {but Swahili medium as soon as
feasible) take them to ‘O’ Level standard in competition, at that time, with
countries whose children had had English medium all the way through
primary school.

The linguistic principles on which the course was based derived more from
practical experience than from linguistic theory, though of course it
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reflected in its formulation the assumptions of the time. We took as our
basis an error analysis, and saw our main task as that of preventing the
most obtrusive errors. Where it seemed helpful we did not hesitate to turn
to a comparison of Swahili and English in constructing classroom
materials, but only after the anlaysis of actually occurring mistakes. We
argued that pupils came into secondary school speaking a variety of
English which apparently reflected heavy L1 interference, reinforced by
constant exposure to teachers whose English was a version of the same
variety. Since we were concerned with a Ministry policy, and an external
examination, which expected an internationally intelligible variety of English
to be taught, we could not simply accept a local variety. Yet students were
fluent in this variety, and constantly having it reinforced both inside and
outside schoot. It seemed most sensible, then, to produce a syllabus which
was essentially a ‘patching-up’ operation, concentrating on eradiciating
‘errors’ which would interfere with comfortable intelligibility. We aimed
therefore not to try — consciously — to extend the pupils’ range of English
at all, but to attempt to ensure that all students at 'O’ Level had complete
mastery of the syntax and lexis which they were supposed to have
acquired at the end of their primary school careers. The course was built
up around a series of syntactic items, each of which was a major cause of
difficulty, but all of which had been taught before. The course as planned
was highly structured, but it was intended also to be integrated, not a
series of separate lessons on comprehension, writing, oral work, etc, and
as fully contextualised as possible. It was also designed to allow maximum
activity to the students and minimum to the teacher. Finally, it had to be
comprehensible to teachers who knew very little about language teaching.

In order to carry out this programme the Ministry of National Education
secondary school English Language Syllabus was rewritten from scratch.
What emerged, in July 1969, was called ‘A Handbook for English
Teachers’ and was divided into three parts. The first two parts were in a
printed book of 112 pages, distributed to every secondary English teacher
in the country. The first part consisted of a detailed series of schemes of
work for oral work, grammar and continuous writing, intensive reading
and summary work. These schemes, and the exercises which were later
produced based on them, were very carefully integrated with each other in
a system which | shall explain below. The second part consisted of a series
of short essays and notes on methodology, on such topics as the use of
drills and exercises, the use of audio- and visual aids, the setting of exams,
use of the school library, etc. A strong editorial policy was exercised, so
that all of these presented a consistent view on what the teacher of English
should be doing. This section also contained a great deal of untechnically
presented pedagogical and linguistic theory, and a glossary of linguistic
terms. Separately, and duplicated, a third part was issued containing
specimens of recent examination papers, syllabuses for exams, summaries
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of the primary schoo! and university language syllabuses, for all languages,
annotated booklists, both textbooks and books for teachers, and other
background material. All this was supposed to be brought up to date about
once a year, so that teachers would always have all necessary information
to be able to see the full context of their teaching.

The organisation of the course, as laid out in the first part of the
Handbook, was as follows:

| Pronunciation component

. based on one svntactic area
Il  Remedial structure component . .
needing remedial work.

Il Composition component

There were about thirty stages, each with this shape, and a parallel
intensive reading and extensive reading reading programme, both carefully
graded.

It was designed as a three-year course, leaving the final year free to allow
slower streams to complete it and faster ones to work specifically towards
the examination. We felt it to be particularly important that each stage was
regarded as a unit of content to be covered thoroughly and not as a time
unit. The assumption (though we did not articulate it at the time) was that
it is far more efficient to cover a little thoroughly than a lot superficially —
a principle which perhaps more courses should consider. We took,
therefore, the thirty most common areas of structural difficulty and
arranged them in a suitable order for teaching purposes. Closely related to
this we arranged a writing course which moved from strongly controlled to
loosely guided to free writing by carefully worked-out stages, and also a
graded course dealing with the basic pronunciation errors that we wanted
to eradicate. Throughout the course we based the pronunciation work on
the same materials that we used in the structure work, and for the first
year at least that led on to controlled writing materials exercising the
structural difficulty being treated. Much of the teaching was not explicit;
the material provided simply gave pupils the opportunity to exercise the
area in need of treatment under controlled conditions. During the oral
stage small corrections to pronunciation could be made as and when
necessary, but at each stage one specific point only would be dealt with.
Thus each stage started with oral work, practice on a structure which also
incorporated in the exercises examples of a particular phonemic confusion
—say/1/-/r/or/a/-/ A [.Atthesametime one of the most glaringly
misstressed words would be introduced a few times into the texts — say
ad'vice (commonly mispronounced *'advice). Each stage would also deal
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with one or two areas where weak forms should be produced, and these
could usually be tied closely to the structural point being dealt with — say
the weak form or contraction of would when the conditionals came up.
When pupils” performance necessitated it, extra specific exercises were
available to deal with problems in these areas. On top of this some specific
work might be introduced on syllable recognition, and later introductory
work on other suprasegmental features. Thus the oral work was
conducted at several levels, dealing sometimes with specific mistakes,
sometimes with specific types of mistake, and sometimes with general
problems which required the student to gain an implicit understanding of
some linguistic principle.

The teaching procedures used varied, for teachers were left with a great
deal of freedom. A variety of short exercises was usually presented,
perhaps in the form of language games, leading from or on to
conversation. At the same time, of course, there was concentrated work
on the written structural material, and on the writing exercises themselves,
which were constructed to allow the maximum opportunity for preparation
and/or correction in pairs or groups, thus providing the opportunity for
fluent, goal-directed discussion to take place.

Work on reading and summarising was being carried out at the same time,
but was not staged in such detail. The reading programme consisted of
extensive work with readers of the appropriate level, usually read silently
with heavy emphasis on private pleasure and little on evaluation or
feedback except informally, combined with regular extensive reading
exercises, again using small group discussion, and often multiple-choice
questions. The work on summarising was fitted in to the scheme of work
for writing, so that some of the reading activity slotted in to points in the
more formal schemes, but it was generally kept independent.

The course thus gave teachers about thirty units to cover in about three
years. It was not envisaged, however, that what would emerge would be a
rigid course to be foliowed exactly. Instead, each teacher, it was hoped,
would be constantly adapting materials to the needs of his class within the
given broad framework. This process of adaptation, with maximum
consultation with colleagues, would constitute itself a major in-service
training tool, and would also ensure that the syllabus itself never petrified.

Teacher activity
The ‘Handbook for English Teachers’ was produced in draft, circulated to

all secondary schools, and subsequently revised as a result of a week's in-
service course devoted entirely to examining and rewriting the draft in the
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light of schools’ experience trying to use it. Its distribution provided the
impetus for the production of quantities of materials at a local level which
were circulated through the English Teachers Associations so that each
region could try out its own and other regions’ materials. Only after this
had been going on for some years was Ministry support forthcoming for
the compilation of a textbook on the basis of the scheme, and by that time
a number of revisions needed to be made. Such revisions would spring
partly from the experiences of schools trying to implement the schemes of
work provided in the Handbook, and partly from changing ideas about
language teaching. Official and unofficial channels enabled a vast amount
of citicism, both sympathetic and unsympathetic, to be aired, and as a
result of this many changes could be made. The situation was made as
principled but as fluid as possible. Indeed it was described, perhaps not
entirely unjustly, as 'systematised flux’.

What the Handbook did most usefully, in retrospect, was to provide a
document which could be taken as given during discussion. Secondary
school teachers in training worked from it, ministry officials used it as a
starting point for policy discussion, coordinators visiting schools could
expect teachers to explain why they disagreed with it, or show how they
developed its ideas in directions of their own. Instead of spending a long
time working out whether we all had more or less the same ideas without
any firm places in which to anchor our discussion, we were able to define
our disagreements in terms of the discussion in the Handbook and thus
save a great deal of time. At the same time it provided a crutch for those
who felt they needed one, an example of a scheme of work for those who
wanted to make their own, and a great deal of basic information which
individuals could have wasted a lot of time in pursuing. Of course there
were many ways in which it could have been improved, but once it was
there it was possible to say that anything useful to English teachers should
be added to it: the framework for change was available because all
teachers had access to a common point — they could start talking to each
other.

A note of warning

It will have been noted that the Handbook described above was a
collaborative effort; indeed it appeared anonymously. Its credibility
depended on two features, however. First, it had to appear more than
merely a collection of individual good ideas: it was not a symposium. For
this reason it was edited to make it consistent, so that it reflected a single
position, just as one would expect a well-organised English department in a
school to reflect a clearly articulated attitude to English teaching, even
while its members will clearly have their own varied approaches and ideas.
It is quite possible to have a consistent point of view which reflects recent

170



ideas about language teaching, laid down very clearly, which fails to take
local conditions into account. The credibility was secondly dependent on
the Handbook’s recognition of the normal teaching situation (it reflected
very closely practice in two Tanzanian schools, and was written entirely by
people with extensive experience of such schools). If it had been written by
outsiders, however expert, | do not think it would have been acceptable.
Anyway, such a requirement was implicit in the whole exercise, and in this
paper. | have tried to contend that the process of materials development
cannot be separated from all the other aspects of the English teaching
situation, and that the easiest way of integrating such development is to
combine administrative changes (not of a very radical nature) with the
establishment of a common frame of reference. | have then tried to argue
that ultimately materials development and activating teachers must be seen
not merely as linked but as almost identical processes. This is because it is
the teachers, in the last resort, who have to use (ie make the final
development of} the materials. They cannot really be excluded from the
process.

This suggests that we can choose either a weak or a strong form of the
Tanzanian experience. The weak form would accept the desirability of
setting up the channels of communication outlined in this paper, and

would welcome the establishment of a common frame of reference for
discussion. But this would be seen essentially as a means of manipulation
from above, a way of helping people to improve, and at the same time of
ensuring sufficient feedback to keep materials and curriculum reform in
touch with the people for whom they were being prepared. In this form the
experts are being helped to work more efficiently.

The strong form sees this design more radically, as an attempt, not to
abolish experts, but to train them where they belong, in the classroom. If
teachers develop curriculum, their teaching will improve and curriculum
development will be realistic. This is not to deny the necessity of expertise
(nor is it to suggest that no-one is needed to coordinate a programme like
the Tanzanian one}, but it is to suggest that expertise must come from two
sources, the local classroom and the theoretical basis, and that anyone
involved in curriculum development must have personal experience of
both, and a strong commitment to living with constant reassessment. This
paper has described a particular situation in some detail. It developed in a
particular place at a particular time. | would like to think that many of the
ideas explored there will be relevant to other places and other times.
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THE ENGLISH LANGUAGE CENTRE, JEDDAH
Peter Roe, King Abdulaziz University, Jeddah

Introduction

In this article | shall present the work of the English Language Centre as an
exercise in ESP programme design. In so doing | shall seek to bring out a
number of crucial design principles to be observed in the establishment of
a comparable institution. These are:

1 It is essential that the Centre be considered both as a sub-system (in
the context of the larger complex of systems which it serves — in this case
the University) and as a system comprising a complex of sub-systems.

2 As a sub-system, it must be meaningfully integrated into the larger
system it serves (eg the College or University concerned). But this
relationship is highly complex, being determined partly by the variable
liaisons of its own sub-systems with the numerous sub-systems of its
environment.

3 As a system, the Centre must be dynamic, with sensitive feedback
loops at all levels to facilitate adaptation with minimal time-lag to changes
in the larger system.

4 There must be a small number of high-level generative principles {eg at
the level of principles of staff management, learning theory, etc) which will
automatically provide effective criteria for lower-level decision-making {eg
at the level of deciding who should be promoted or how long to spend
correcting a student’s error). In other words, there must be a genetic code
which gives the species its broader characteristics while allowing for
differentiation at lower levels down to that of the individual.

5 As a system, the Centre must have a viable identity independent of its
individual sub-systems. It must be able to survive the replacement of, say,
50% of the staff, including the Director, the loss of existing courses and
the development of new ones.

As a conclusion, | shall refer to these principles to suggest what | consider,
in the light of experience, the direction in which ESP/EST programmes
must evolve if they are to become optimally efficient.

Origins

The English Language Centre, King Abdulaziz University, Jeddah, was
particularly fortunate in the way it was set up. The initiating document (1),
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in accordance with 4 above, established the high-level guiding principles
which allowed a viable service institution to develop. The most important
of these were:

1 Framing the objectives in terms of effective communicative
competence in terms meaningful both to the staff of the faculties
concerned and to the students themselves, as well as to the lecturers in the
Language Centre.

2 Focussing on the importance of learning by doing. This was by no
means an original notion, but in practice it is a custom characterised much
more frequently by lip service than by the observance.

3 Establishing the paramountcy of student motivation. Again, not an
original notion, but one so often sadly misapplied in practice. In an ESP
context only one kind of ‘purpose’ must determine the methodology —
that of the students.

4 Recognising that hardware and materials are means to an end and not
a substitute for those ends. Materials are generated by the higher-level
principles, and like many low-level components can be replaced without
prejudicing the viability of the system. The need for hardware is in turn
generated by the methodology and software materials of the programmes.
The originator of the initiating document made ample provision for a wide
range of hardware without prescribing how it had to be used.

5 Making detailed suggestions as to how the programmes might get into
gear, while stressing that a period of exploration and development was
essential. That stage of growth and adaptation has now given way to a
period of relative equilibrium. Rapid adjustment, sometimes of major
proportions, is still inevitable as the policy of the University evolves, but the
ELC, in systemic terms, is now a viable entity.

I have found these principles entirely helpful and effective, and at the right
level of generality. | believe that some ESP specifications today tend to go
into such detail that they become virtually useless. Over-specification leads
to rigidity, which in turn leads to the non-viability of the system. in
phylogenetic terms one might say ‘Adapt or die’.

The programmes
The ELC was originally { 1975) established to give students of the Colleges

of Medicine and Engineering the English Language skills they require to
pursue their studies through the medium of English. During 1979,
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however, the number of separate courses being taught at any one time is
of the order of 20, as follows:

1 College of Medicine:

a The Foundation-Year programme, starting with 20 hours and
reducing to 12 hours per week.

b Seminar skills and essay writing for intermediate years.
¢ Preparation for PLAB tests, or similar, for senior students.

2 College of Engineering:

The Zero-Year programme at 16 hours per week. This is divided into
three phases and five sub-phases, all of which may be taught
concurrently.

3 School of Environmental Design:
a The Zero-Year programme at 16 hours per week.
b The continuation programme at 8 hours per week.

4 The College of Earth Sciences (incorporating the former Institute of
Applied Geology);

a A two-year, 8-hour-per-week programme in preparation for English
medium in the third year.

b An 8 hour programme for 2nd-year English medium students.
¢ An 8 hour programme for postgraduates.

5 The Institute of Meteorology and Arid Land Studies: A 1-year 16 hour
programme for students converting to English medium.

6 Elementary, Intermediate and Advanced classes for graduates leading
to TOEFL and comparable tests, and the ELC’s study-skills training
programme.

7 The Faculty of Science (Arabic medium):

a A reading course in general scientific English (5 hours per week for
one semester).

A reading course in the language of a particular scientific discipline.
A course in listening skills.
(These courses are in the process of development).

8 Postgraduate courses for the Faculty of Public Administration and
Economics are still in the discussion stage.
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It is clearly impossible to give a detailed description of all of the above
programmes. In any case, from any one semester to the next there is
considerable variation in detail and some degree of more fundamental
change. As an illustration, one of the courses is examined in more detail
below (section 8).

The facilities
The ELC is housed in its own custom-built premises. The facilities include:

1 Alarge television studio with three B/W cameras, a portable colour
camera, and the usual ancillaries.

2 Alarge area equipped as a library for training reference skills, sufficient
to hold four classes at a time. In addition there are study carrels, some
with colour video monitors, a staff library and reading area, and a section
for meetings.

3 Two SIGN language laboratories.

4  An audio studio.

5 A photographic studio.

6 A graphics studio.

7 A projection room

8 Two- and four-colour photo-offset machines.

Where relevant and practicable, the ELC uses the laboratory facilities of
the faculties concerned, but maintains its own science store for equipping
classrooms whenever necessary. Most clasrooms are equipped with video
monitors, cassette players, overhead projectors and white-boards. Various
other items, such as slide projectors and programmable calculators, are
also available.

Such a wide range of costly equipment could, | believe, be a millstone
round the neck of any small-scale enterprise. There could be a constant
feeling of need to justify the expense, and the equipment available might
tend to determine the methodology, rather than vice-versa. With 73
Council-recruited staff and 22 locally engaged, however, the ELC has now
reached a stage where programmes must compete for the use of
sophisticated media services.
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Staff Structure

In an organisation of this size it is essential that the complement of staff be
effectively structured. This is a requirement of any system (4). In the ELC,
as a matter of principle, teaching staff are allocated to the programmes
serving one of the faculties. It is not normal for a lecturer to move from
one programme to another during the course of a year. To make such a
change would mean the extra burden of getting to know the workings of a
new faculty, its staff, its students and above all the content of their
programmes. The result is a clearly identifiable set of ‘teams’ which, for
historical reasons, we call ‘courses’. The tutor in charge of a course is
called 'Head of Course’. For some purposes the team of female lecturers
teaching the medical programme in the Women'’s College is considered a
separate ‘course’ under its own Head of Course. When a course team gets
large, the Head of Course may nominate one (or more) of his team to
assist him by sharing his responsibility. Successful appointees are usually
put on the Senior Lecturer salary scale at the start of the year following
such nomination. Each of these courses constitutes a system which is at
one and the same time a sub-system of the faculty it serves and of the ELC
itself, whence part of the systemic complexity of the ELC (see 1 above). All
‘course’ staff constitute one group (much the more numerous); all other
staff constitute the ‘framework’ of the ELC within which the courses
operate. Of the subdivisions of the ‘framework’ staff | shall mention only
the management, media, secretarial and general administration sections.
What is important is the relation between the management and the other
groups. On the principle that the efficiency of a system depends on its
sharing of sub-systems, the management, or policy-making, group is joined
by the Senior Head of Course (sometimes it is appropriate to have two
Senior Heads of Course). Ex-officio members are the Director, his Deputy
and the Assistant Director. This group of four (or five) is responsible for
deciding overall policy. This policy is then passed down, mutatis mutandis,
through the various levels in the system. Feedback follows similar routes in
the reverse direction. Decisions are made at the lowest node in the
organisational chart dominating all those affected by the decision. Where
such decisions prove difficult, the matter is referred to the next higher
level.

This staff structure must be such that normal changes in personnel will not
mean the death of the system. There must be continuity from year to year.
Therefore there is a policy of ‘promotion from within’ whenever possible.
This means that all senior staff have a long hand-over period preceded by
an even more lengthy period of ‘'understudy’. Possible future dispositions
of personnel are assessed in the first semester. Minor structural changes
may be necessary in the light of the personal attributes and ‘strong points’
of staff thus identified, but the general function of the system as a whole
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should not be affected. (The general principle involved is mentioned at 5 of
the introduction).

Staff training

This immediately raises the question of staff training. What do we do with
new staff? The answer is simply that we feed them into the system. This
process can be divided into five stages of increasing length. The first two
of these (the shortest) are organised in London by the British Council.

1 Living in Saudi Arabia — lecture and video presentation of life outside
the ELC.

2 Brief formal presentation of policy by the Director who hands new staff
over to Senior Heads of Course for next level of briefing. Heads of Course
take over for more detailed orientation.

3 InJeddah, Senior Lecturers give detailed briefing in terms of daily
duties and responsibilities.

4 For about two months the tutor is finding his feet and getting
accustomed to operating within his sub-system. By the end of the year this
phase of training is normally complete.

5 During the Course of his first year (or later) a staff member may be
recognised as offering potential for carrying greater responsibility. His
function within the system is then normally adjusted to give him

progressively greater scope. This phase of training is never completed.

Pedagogic policy

A major function of the management group is the formulation of a
pedagogic policy sufficiently general to be relevant to all Heads of Course
and sufficiently powerful to provide effective guidance for all major
pedagogic decisions. In this section | shall outline what the policy is.

What distinguishes the programmes of the ELC from many others is a
decision made at a very high level in the hierarchical structure of a
pedagogic analysis. It is such a high level decision that many people beg
the question altogether. It concerns what may be characterised as
‘enabling devices’ or 'enabling objectives (2)'. By this is meant “easy’
intermediate stages in the learning process. A conventional coursebook will
start off with a lesson deemed within the grasp of the beginner, followed
by a second not within the grasp of the beginner until he has mastered the
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first lesson. We support the thesis that enabling objectives are necessary in
most cases, but not in the way these are usually identified. We consider
the conventional analytic/synthetic approach to them a major aberration in
the field of ESP/EST.

By the analytic/synthetic approach | mean identifying the language of the
learner's desired terminal behaviour and then identifying, as the first
function step, its major constituent elements — eg structures, lexis,
functions, notions, rhetorical devices, etc. It is too difficult, the argument
goes, to 'teach’ all of these at the same time. It is easier to take them one at
a time. So we devote a whole series of lessons to one of them, say,
common functions. But one cannot start out with just any of the functions
of English. There must be order, and the functions chosen will depend on
selections made from other course components, especially lexis and
structure. We must take ‘easier’ exponents first, and then identify a series
of intermediate enabling objectives, and present them as a progression of
easy steps. Having thus reduced each element to a series of easy stages,
the next step is to prepare a timetable, a 'diet-sheet’ showing the weekly
doses of each 'nutrient’, with times for their administration.

What | have just described is a rough thumbnail sketch of the analytic
stage of the analytic/synthetic approach. Highly sophisticated versions of
such programmes no doubt exist. But it has long been noted that earlier
versions led to rather disjointed courses with no more student appeal than
a plate of nutrients in tablet form. So attempts were made to rectify the
situation. The simplest procedure was to ‘doctor’ the lexis of the various
course elements by dressing them up as ‘games’, ‘role-playing’,
‘simulations’ etc. This marks the beginning of the synthetic stage in the
analytic/synthetic approach. But anyone who has attempted to build in
structure exercises using a specific technical theme will know how difficult
this can be, and how uninspiring and awkward the result often is. One
partial solution is to rethink one’s ordering of the ‘enabling stages’ to make
it easier to match themes and structures, but the results are at best a poor
compromise. As soon as the ‘text’ of the lesson ceases to be purely ritual
(3) and begins to have communicative value, the student will begin to react
to it as a student of the discipline. His reactions will inevitably be
unfavourable if the ‘communication” does not match his expectations of
communication in the context of that discipline.

There are four main difficulties with the materials of the anlaytic/synthetic
school. They are labour intensive and very difficult to do well. When
produced or purchased they are inflexible as they represent an inordinate
investment in time or money. But more seriously, they may have an effect
on ESP students counter to the one intended. Serious students quickly
rebel against trivial or pseudo-science. And fourthly, the product may not
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match any specific purpose particularly well. {The first of these difficulties
applies to the materials produced by the ELC. The other three do not). To
avoid such reactions, and to ensure that student motivation is harnessed
as a positive force, the ELC seeks always to preserve as much realism,
authenticity (4) and student acceptability as possible in a programme
where ritual is almost entirely excluded and all language is justified in terms
of communciation. An important condition is placed on the nature of this
communication. It must be generated by the student’s learning modes and
learning environments as found in the faculty to which he belongs.
Nothing should be done which does not correspond in all respects save
two to something he will be required to do in his work in that faculty. The
two exceptions are:

1 The staff teaching him are not members of that faculty.
2 The content of the classes is not credit-rated by the faculty.

| shall return to these two points later.

All teaching activity in the ELC must be describable in the following terms.

Let us represent the student by a black box labelled S.

| use a black box because | do not feel we can make many meaningful
statements about what goes on inside the student. We have direct control
only over the learning environment, but not over any components of S.
However, we do know that at the end of a successful learning programme
the student can perofrm tasks he could not have done previously. In some
sense his internal ‘circuitry’ has changed. But this change is not
instantaneous; it is resisted. This resistance to change, which the tutor
must help the student to overcome, | represent by -~AAM—~ | therefore,
represent the sub-system ‘student’ as:

BV VA VA VA
S

— NANNN——

To keep the diagram simple, | shall not attempt to account for
student/student interaction nor for differences between one student and
another, matters which must of course be considered in practice.
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Let us represent the tutor by T. T has a store of experience (Exp.} which
enables him to make rough predictions about student capabilities and
needs. He also has a knowledge store (Kn.St.} covering two domains, data
and skills, from which he can make selections in the light of these
capabilities and needs. | shall represent the tutor thus:

The tutor selects certain data (Da.) from his knowledge store, together
with an operation or instruction {Ins.} related to a relevant skill suggested
by the data. {(Questions as to what data to select and what constitutes
relevance should be addressed to the faculty concerned — a constant task
of enquiry for ELC staff). These data and instructions are fed to the
student under the influence of a number of driving forces €222~
classiifed as general motivational {Mot.}, such as relevance of data to
primary study purposes, sanctions in the case of failure, intrinsic interest,
etc, and media, including the arousal effect, or general impact, of the
channels of communication. (By far the most important of these is the
much neglected ‘teacher’s voice’, followed by teacher appearance,
classroom environment, printing, art work and photography, slides, tapes,
video and OHPs).

The student performs the required operation on the data and the tutor
monitors his response or output (OUT.), which may consist in a neatly
written report, a labelled diagram, or a frown of frustration betokening
mystification and failure.

The tutor now compares the students’ output with the anticipated output
(Model) (5) to see whether there is a sufficiently close match to justify the
assumption that the required operation has been performed on the data. If
the answer is 'yes’, he concludes that the student has successfully
processed the data and that communication has taken place (provided, of
course, the operation is non-trivial).(6) If the answer is 'no’, the tutor adds
this information to his store of experience, together with any other insights
he can glean from a comparison of the students’ inadequate output and
the ‘'model’. As a result of this inspection he may conclude that one or
more of DA., Ins., Mot. or Media are at fault and use this information to set
the controls differently for a re-run or for the next stage in the learning
cycle. {In practice, tutors quickly become sensitised to adjusting the
controls to within satisfactory limit ).
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We can now use these symbols to construct a schematic representation of
what, by a policy decision of the ELC management committee, is
considered a necessary halimark of acceptable classroom activity:

MOT
T O oo oUT
o —VVVWW\— ouT
S [

Figure 1

The diagram above represents a process controlled by means of a
feedback loop. It is impossible for us to say in any detail what is happening
inside the processor S, but, in cybernetic terms, one can argue that S must
minimally:

3 be able to ‘read’ the data and instruction.

4 have developed a circuitry the logic of which will allow the operation to
be performed on the data.

5 have a memory bank able to supply information assumed known.
6 be able to output the results of the operation.

A false assumption about any one of these can lead to failure of the
system.

S is a learning machine. The capacity of any one of the above functions
can be improved. The ‘reading’ and output facilities can be stepped up. The
memory banks can be enlarged. Even what | have called the logic of the
circuitry can be made increasingly complex and capable of more and more
involved operations. S, however, has a built in resistance (=\AM-) to such
change. But this resistance can be overcome by bringing to bear the forces
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of Mot. and Media and by adjusting the load represented by Da./Ins. to an
optimum value — ie the maximum value which will lead to an acceptable
output. A general pedagogic tenet of the ELC is:

7 All classroom activity must be analysable into coherent segments such
that any segment either constitutes an operation, however complex or
extended in time, such as that represented by Figure 1, or a sub-segment
of such an operation.

There is a further condition that all such segments must be recognisable as
potential sub-segments of larger units, including the unit: ‘programme of
study leading to a BSc degree’. (7) Such a macro-unit obviously cannot be
made a pedagogic unit under the aegis of the ELC not only because of its
size, but also because of the anomalies 1 and 2 above. The same applies to
the unit ‘course’.

The largest coherent unit currently administered in the ELC is rather
srhaller than a ‘course’, and accounts for some 50 hours of active study
involvement. It is currently entitled: An investigation into Solar Energy’,
and involves all available input modes and all relevant settings, study skills
and output modes. Successful participation is a prerequisite for students of
the College of Engineering.

The next smaller unit is termed a 'science activity’, or investigation. It
normally lasts three class hours, and involves reading and lecture inputs,
physical activity, data collection, discussion, data presentation, and report
writing. At a lower level of focus the ‘lecture’ and the ‘discussion seminar’
are treated as pedagogic units.

The lowest level unit which satisfies the criteria of the diagram and at the
same time can easily be accommodated in timetable terms is that of
‘handling the lexis and structure of a particular conceptual area within the
context of a small-scale operation’, such as converting a problem from a
verbal to an appropriate symbolic form, or describing an element in terms
of its properties and its position in the Periodic Table.

| now draw attention to the crucial fact that the same diagram could be
used for what is happening in the ELC and for what happens in the
specialist faculty. Hence the face validity of the operation in the eyes of the
student. But there is a fundamental difference which is not shown in the
diagram, and that concerns evaluation of student progress. Within a
faculty, the student is evaluated in terms of his acquisition of knowledge
and (mainly) non-linguistic skills. He is normally tested on data covered by
the course. In the ELC he is evaluated in terms of his acquisition of
communication skills. He is tested on his ability to process new data
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using the communication skills he has acquired. It is not the task of
the ELC to teach content. Content is included because there must be
content for there to be communication. Content is selected for relevance
and face validity. The tutor in the facuity manipulates the data and
instructions to a level appropriate to the students’ assumed level of
processing ability and (alas, all too often) ignores matters of language and
communicative competence. The ELC tutor, in contrast, seeks to reduce
the barrier presented by the content and non-linguistic skills to the lowest
level compatible with the maintenance of face validity and student interest,
and to increase the demands placed on communicative competence to the
highest level compatible with a tolerable level of agreement between
student output and tutor model.

At all stages of the operation the tutor monitors student performance to
detect:

8 communication failure.
9  errorin code control.

10 factual error.

His response to factual error is dictated by the principle of face validity, ie
the tutor functions as a faculty tutor. (8}

An error in code control per se is corrected on the spot provided this can,
when judged necessary by the tutor, be done ‘in parentheses’, that is
without losing sight of the main operation which provides the framework
for the lesson. A breakdown in communication, however, must be
rectified, whether it be due to error in code control or some other cause.
But such interference can be seen quite naturally to be a necessary part of
the data-processing cycle and to assist rather than undermine it. Such drills
and exercises in code control as are deemed necessary, are done out of
class and monitored in a weekly seminar instituted for the purpose.

As | have said before, the only raison d’etre of the ELC is the training of
communicative competence in English. It has no brief to teach content.
But there is content in ELC lessons, as a necessary consequence of the
fact that communication must be about something. To make communication
meaningful we must make that ‘something’ as meaningful as possible in the
eyes of the participants.

The engineering programme

| have referred in the Introduction (4) to the need for a number of ‘high-
level generative principles’, in other words principles which if ‘spelt out’
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predetermine decisions at lower levels. The pedagogic policy discussed
above, as summarised in 7, and the related principle concerning the
relationship between ELC classes and faculty classes, are examples of
these. They will in large measure determine the course components and
the topics covered. They will also determine the broad nature of
methodological strategies, which will in turn restrict the options available
at tactical level. The set of possible realisations generated by such
principles is of course very large. What is more important is the set of
realisations which they preclude.

Tables 1, 2 and 3 show the breakdown of the courses for students
registered with the College of Engineering in terms of weeks, topics and
course components. Each entry should be read as: 'The lexis and structure
commonly associated with [TOPIC] in the context of [COURSE
COMPONENTY'. Courses 101 and 102 are full semester courses. 103 is a
half semester course administered over a whole summer school, a whole
semester at 8 hours per week or, where appropriate, the second half of a
full semester at 16 hours per week. The five half-semester units thus
arrived at correspond roughly to five leve s of communicative competence,
(Bands 2-6 in the banding system discussed at 9 below). If during one of
these units a student shows that he has outstripped his fellows and is a fuil
band or more above the average, he is permitted to skip the next half unit,
provided it is not the 103 course, which is compuilsory.

The course component ‘science activity’ generates interactive language "in
vivo’. In the data-collection stage in 101, a lot of guidance is given on eg
forms for eliciting information. A new set of forms and functions is
generated by the discussion stage. A lot of guidance is necessary in the
report writing stage in the first half of 101, but towards the end of 103
only minimal support is given. This component trains language production,
as does the seminar component. Input to the seminar can take the form of
printed text, audio tape, video cassette, drawings, photographs, films etc.
The inputs (data plus instruction) are designed to stimulate lively discussion
of topics which naturally restrict themselves to well defined lexical and
structural areas. From week to week students improve their ability to use
the langauge of negotiation appropriate to the seminar mode. The lecture
component and the science reference component concentrate more on
receptive skills. The language laboratory sessions focus on both production
and reception, {The use of this mode makes it difficult to sustain the notion
of realism of the learning environment of the engineering student. There
are reasons for this lapse which | shall not discuss here. But the tasks
given to the student otherwise satisfy the terms of 7 above). By ‘language
unit’ is meant a learning programme lasting from 3 to 6 hours in which the
‘task’ involved is the conversion between language and non-verbal
realisations {eg drawing the circuit diagram for a problem in electricity
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stated in prose), the lexis and structures are those commonly associated
with problems and other text dealing with a given lexical/conceptual area,
and in addition a wide range of communication skiils, particularly
student/student interaction, are generated.

Tables 1, 2 and 3 represent one of the ELC ‘dietsheets’. By following these
courses, the student is given the right kinds of nutrients in the correct
proportion appropriate to his stage of development, but in an appetising
and assimilable form. It must not be regarded as the ELC prescription.
Numerous others are in operation. They differ greatly in matters of detail;
but they are all the product of the same generative principle.

Testing and evaluation

Student progress is monitored using a system developed in cooperation
with the Testing Consultancies section of the British Council. It is based on
the analysis of communicative competence by scale and category. The
number of categories and of levels in any one scale is in theory non-finite,
but the ELC has what it considers the minimum number of each. There are
five main categories:

1 The broad-spectrum category, mainly concerned with code control,
with some listening and reading. (Code control is important at all stages as
it is one confributory factor to possible breakdowns in communication. At
postgraduate level the cosmetic effect becomes increasingly important,
until it is all-important for TOEFL candidates).

2 The lecture category. Students are evaluated for their ability to derive
benefit from a lecture programme.

3 The seminar category. Students are assessed for their ability to take
part in seminars. In view of the difficulty of assessing ‘appropriate silence’,
only the group leaders of the week are assessed for their ability to
negotiate'a satisfactory conclusion of an allotted task (eg getting
agreement an a matter that has originally generated disagreement).

4 The science activity category. This is too broad a category in practice
for detailed assessment, as it involves so many different modes of
communication, so the tutor bases his assessment on the written report at
the end of each cycle.

5 The science reference category. Students follow a training programme
designed to enable them to make effective use of the University library.

Each of the above five categories is analysed in a ten-point scale from O to
9. As an example, the assessment scale for 4 is shown in Table 4 as
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adapted for students in the College of Engineering. (The zero band is not
normally shown). Most students on entry fall within bands 2 and 3. The
entry distribution of engineering students on the 1 scale is shown in Table
b. As soon as a student reaches band 6 on any scale, it is assumed his
language skills would improve more rapidly by following a course of study
in his faculty than by continued study in the ELC.

Programme evaluation

In an organisation of the size of the ELC it is neither necessary nor
desirable to conduct experiments for experiment’s sake. In order to judge
how effective a particular programme is, one already has many points of
comparison. There is plenty of variety. One can compare the success of
the programme of one faculty with those of another. This is possible since
all courses work to closely comparable banding systems. One can also
compare class with class within courses where variations are tried out.
And one can always compare one semester’s progress with that of an
earlier semester. The programmes of the ELC are subject to constant
review. Greater use is made of strategies and tactics which have proved
particularly successful, while those which have proved less effective are
phased out.

The question of how we can improve our programmes is being constantly
asked. So far all the significant indicators have been pointing in one
direction. | shall discuss this in my final paragraph.

Conclusion

At the beginning of this paper | indicated a number of design principles
that | believe must be observed in the operation of a large language centre
providing comparable services. And | have referred to some of these at
various stages. The ELC has to be constantly aware of the needs it serves
and adapt rapidly to changes in those needs. it must therefore function at
one and the same time both as a sub-system of the University, and as a
system subsuming a complex of systems of its own. (1, 2 and 3). To
operate such a programme effectively one cannot hope to respond to
changes on an ad hoc basis. Each response to a new situation must be
generated by a number of decisions taken at an early stage in the planning
of the ELC's operations (4). In our case these are:

1 The staff structure. This determines how decisions are made and by
whom. This structure must be systematic in that it must be able to suffer a
change in substance (ie new staff members) without undergoing a change
in form or function.
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2 The constraint that for any class activity or exchange there shall be a
clear, positive answer to the question: ‘What 'Data + Instruction’ task has
given rise to it?’

3 The further constraint that any ‘Data + Instruction’ task be such that it
could properly be generated in the faculty of the student’s technical
discipline.

4 The overriding assumption that a student who can communicate
without difficulty at band n, but only with difficulty at band n + 1, will,
when faced with a series of tasks appropriate to the n + 1 level, gradually
become competent at that level.

| have said earlier that | would return to the question of the mismatch between
classroom activity in the ELC and the student’s faculty. And | also promised to
indicate the direction in which maximally optimised ESP/EST must inevitably
lie. Both promises can be simply fulfilled at one stroke, because the secret of
success undoubtedly lies in the reduction or elimination of anomalies 1 and 2.
All our considerable experience with dozens of courses and thousands of
students points in one direction:

5 Training in Technical English Skills for Academic Purposes must
be integrated with the courses for which those skills are intended.
The nature of this paper and considerations of length preclude my going
into the details of the problems raised by such a conclusion (9). There are
problems, indeed. But they can be overcome. The main difficulty lies in
getting going. Running the programme is relatively simple. For the ELC 5
is the obvious guiding principle to follow. Further courses, some fully
integrated, some partially, are in the planning stages. We believe we have
solved the problems of staffing and methodology. (Hint: it involves these
categories of staff — language trained but literate in the discipline; ELC
staff trained in the discipline but well aware of the nature of language and
its role in communication; and faculty staff with some awareness of the
language problems — all agreeing to teach at a level of communicative
difficulty appropriate to the students, viz band n + 1. The rest all follows
from the principles outlined in this paper).

Such a major shift in educational technology will no doubt daunt timid
minds. But then so did the shift from semaphore to radio.
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Notes

1 ‘A Proposal by the British Council to supply education services to
King Abdulaziz University, Jeddah, Saudi Arabia’ drafted by Keith Jones,
1975.

2  For a discussion of ‘enabling objectives’

See Jones and Roe, ‘Designing English for Science and Technology (EST
Programmes in Academic Setting for Overseas Students: Problems and
Perspectives’, in English for Academic Study. ETIC Occasional Paper,
British Council, 1975. But in the present paper a much less sophisticated
notion of ‘enabling objectives’ is assumed. The paper referred to provides
much theoretical background to developments in the ELC.

3 'Ritual’ crucially involves speech acts stripped of their felicity
conditions, when eg ‘Which is the lightest of the elements? does not
interrogate, and ‘Helium is the lightest element’ does not inform. Most
student utterances can be labelled simply ‘respond". It is a salutary exercise
to consider what one would have to do to arrange practice in ‘promising’,
with all felicity conditions being met.

4 A necessary, but not sufficient, condition of authenticity is given at
Pedagogic Policy 7. What would constitute sufficient conditions of
authenticity is indicated in the concluding section.

5 This notion is expanded later. See 1, 8, 9 and related text.

6 There is a cline of triviality of operation from ‘'most trivial’, where the
output is explicit in the input, to ‘least trivial’, where the input contains
none of the data made explicit in the model. For example: given as data a
detailed periodic table and a book on properties of the elements:

'What is the boiling point of lead?’
would be a trivial instruction. But:

'Predict the properties of element 105’
would be a non-trivial instruction.

7  The principle involved here is well known: An element at a given level
of analysis is a constitutent of an element at a higher level and is
constituted by elements at a lower level. It is important to note that an
element is ‘meaningful’ only in its context at the higher level. Context-free
language is by this definition not very ‘meaningful’.

8  The fact that an ELC tutor is often seen as not being a faculty tutor
reduces the overall efficiency of the system.
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9 Enquiries are welcomed, but our response may have to be limited to
brief personal letters supported by a small sample of materials. It is hoped
that a write-up of a fully integrated programme will be produced over the
coming year.

10 The structures outlined in this paper are the product of a wide range
of pooled practical experience. Those interested in related theoretical
matters may care to consult:

a Phillips and Shettlesworth: ‘Questions in the design and use of
courses in English for special purposes’.

Proceedings of the 4th international Congress of A.l.L.A. Stuttgart
1975. | did not read this article until after | had completed the present
paper. | was therefore surprised to find the main conclusion to be 'that
learning situation discourse should be as similar to target discourse as
possible. | have independently come to the same conclusion.

b M K Phillips, ‘Autonomy or automation?
Freedom and control in ianguage learning techniques’ in Seff-
Directed Learning and Autonomy, Cambridge Department of
Linguistics/CRAPEL 1976.

¢ MK Phillips, ‘Towards a theory of LSP methodology’, in Dimensions
of Language Teaching for Special Purposes ed. R Mackay and J
Palmer, forthcoming.

d P J Roe, The Notion of Difficulty in Scientific Text, PhD Thesis,
University of Birmingham 1977, which contains a relevant
bibliography.

e P J Roe, Scientific Text Discourse Analysis Monograph No 4,

University of Birmingham 1977 (being relevant appendices from d
above).
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TABLE

q

Assessment Scale-Science Activities

BAND

COMPETENCE DESCRIPTION

PERFORMANCE
DESCRIPTION

9

Able to define and direct a full investigation
of a problem. Able to produce a critical paper
on the investigation, incorporating work of
others.

Able to design means of investigating a specified
problem and produce a full critical report.

Able to carry out an independent investigation of
a problem likely to be encountered during first
year university course. Can produce a full report
on investigation with minimum supervision.

Able to follow a prescribed line of investigation
of a limited divergent problem using predeter-
mined means. Able to discuss problem with
others, decide data to be recorded and write a
full report on investigation, with assistance. Can
draw limited critical conclusions and make
suggestions for further work.

As represented by
successful completion
of the 103 programme.
The solar Energy
Project.

No problem in following instructions leading to

a convergent investigation. Can collect, record,
discuss and process data and write a full formal
report on the investigation making appropriate

conclusions. No significant errors.

As represented by the
end of the 102

programme.

Able to follow most of a series of instructions
leading to a convergent investigation. Can
collect and record data and do some processing
(eg graph work). Able to write a formal

report with some language guidance but has very
limited ability to draw conclusions from data.
Relatively few language errors.

Can follow some instructions, with supervision,

and carry out a simple convergent investigation.

Able to collect and record simple data. Knows

structure of a report and can complete a formal

guided report given sufficient language props.
till likely to make language errors.

As represented by the
end of the 101
programme

Requires close supervision and constant linguistic
and practical help in carrying out instructions
leading to a simple investigation. Considerable
pre-activity priming needed. Has difficulty in
extracting and recording data. Able to complete
minor parts of a guided report.

Can follow very few, if any, instructions. Unable
to extract or record data or complete any part of
a report.
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TABLE b
ENGINEERING FALL INTAKE 1978
HISTOGRAM SHOWING BAND FREQUENCY AGAINST BAND

MEAN = 3.2
STANDARDO _ 1.0
DEVIATION

68% LIE WITHIN ONE BAND OF 3.2
96% LIE WITHIN TWO BANDS OF 3.2

{assuming normal distribution)

55}
. %
Y 2%
% 35 //
7
97
g( 20 1 /’
3 ???/?
. 727572 7
A

2]
>
2
w)
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THE TUNISIAN TEXTBOOK PROJECT 1969-1977:
Problems affecting materials production
Pablo Foster, Scottish Adult Literacy Unit

The Project began in 1968 with a request from the Ministry of Education
in Tunis (GOT) for help in producing a new English Language Course for
the State Secondary Schools. The request was made through the British
Council (BC) to the Ministry of Overseas Development (ODM), and
simultaneously to the American Ford Foundation (FF). Since at that time
there was a sympathetic climate for projects related to language planning,
curriculum development, low-cost textbooks and multi-national
collaboration, the request was met with remarkable alacrity.

By early 1969 a British Council specialist had visited Tunis and
recommended that a joint FF*, BC*, ODM"* and GOT* project be launched
in time to cope with GOT plans for making language teaching more
efficient by cutting down on hours spent learning foreign languages! The
Textbook Project was to provide a four-level course, comprising pupils’
books, teachers’ books and audio-visual aids. It was to last five years,
involve one American (as Project Leader), one Briton and one Tunisian (as
Coordinator and Advisor). By October 1969 the Project was under way,
with a further Briton promised. The treadmill had started. When it stopped,
eight years later, two complete courses had been written and published,
two Britons had been added to the original team, four publishers had been
involved and one sponsor, FF, had lost interest in low-cost textbooks and
abandoned its overworked Project Leader in 1975.

The Project’s publications ran as follows:

First Series: A Course in Current English
Authors: G Aspden, B E Foster, A Gmar, R M Payne
Pubiishers: Societé Tunisienne de Diffusion, Tunis.

{Books 1 and 3 jointly with Oxford University Press)

Dates: Pupils’ book 1 1970. Second edition 1973.
Teachers’ book 1 1970. Second edition 1973.
Tapes and Tests, Level 1 1971.

Pupils’ book 2 and Teachers” book 2 1971.
Wallcharts 1971.

Conversation Guide 1972.

Tapes, Level 2 1973.

Supplementary Reader 1973.

Pupils’ book 3 and Teachers’ book 3 1972/3.
Tapes Level 3 and Suppiementary, Reader 1973
Pupils’ book 4 (draft only} and pilot tapes 1974.
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Second Series: English for Modern Life
Authors: G Aspden, B E Foster, R M Payne, D R Sweetman.

Publishers: Centre Nationale Pédagogique, Tunis, jointly with BC
Publications Department.

Dates: Pupils’ book 1 and Teachers’ book 1 1976.,
Pupils’ books 2, 3 and 4, and Teachers’ books 2, 3 and 4
1977.

Wallcharts and Tapes, Levels 1—4 1977/8.

As might be surmised from the above timetable and the added information
that three teacher-training courses were held each year, the word
‘treadmill’ was used advisedly. Our main problems throughout were the
timetable and workloads, and the pressure from recurrent deadlines.
However, since these problems were not unique to the Tunisian Textbook
Project, | shall concentrate upon the effects of two other types of problem:
those resulting from the Project’s setting and those arising from within the
Team.

Problems resulting from the setting could be further sub-divided into
administrative problems, socio-linguistic problems and pedagogic
problems. Those arising from the Team might be divided into problems
related to the constitution of the Team, and those refiecting philosophy
and faith.

The Project’s setting in the late sixties meant that its launching coincided
with a period of donor optimism, aid expansion and economic well-being.
its lasting eight years meant that it had to go through recession and the
inevitable scrutiny as to whether it was worth completing. To the ODM's
and BC's credit, they saw the Project through. The Tunisian Ministry of
Education, however, never once swerved in supporting a Project which,
though only one among 232 others, must have seemed to be vying with
Coronation Street for longevity.

Administration problems

Because there were three sponsors, and no supremo, it was perhaps
inevitable that the writing team was buffeted by different expectations. The
Tunisians naturally wanted materials that reflected their milieu and socio-
linguistic background, and they wanted a coursebook manuscript within
nine months of Project commencement, in order to meet changes in the
Secondary curriculum. This precluded any lengthy research into
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specifically Tunisian learning problems and imposed a writing schedule on
the Team that never relented. The foreign sponsors, by contrast, were
interested in materials that might be generalised to other Arabic/French
speaking countries, and publishers expressing any interest in the textbooks
were similarly hopeful. As a result, the authors were unable to take full
advantage, in the first series, of the advantages of writing for a
homogeneous audience. When it was finally recognised that the larger
audience was a desert mirage the Team were able to reflect Tunisian life,
aspirations, problems, communicative needs — even humour — with a
faith the students found motivating.

Further results of the tri-partite sponsorship were different terms of hire
and the triple scale of rewards for Project members. The foreign-
sponsored authors, though themselves subject to sizeable differentials,
were considerably better paid than the host-country Team member and
hence thought it no great loss to sign away their claims to royalties. The
lengthy haggling over eventual claims to copyright between sponsors and
publishers might have been averted, and the Project shortened if the
question of comparable remuneration for the host country member had
been settled at the outset. Hence, because of administrative problems the
original Team composition could not be maintained, and the Team did not
enjoy as great a Tunisian contribution as it might have done.

A consequence of this was that access to schools, in order to pilot the
materials, was temporarily difficult. The authors could not teach the
materials themselves at the secondary level for which they were written
and so worked at one removed, as it were, from the teaching process that
turned the materials into learning experiences. We attempted to get round
the problem by teaching in evening classes, to adults or ‘false beginners’
but we were never able to forget this was a substitute. The situation
eventually improved, but not before seriously inhibiting the teachability of
the early materials.

A further consequence of the copyright issue was that the senior publisher
for the first series eventually lost interest, and for two years no course
books were published. The second book in the first series was virtually
hand-set by the authors, with all phonetic symbols being drawn on the final
film, along with many of the illustrations. Writing was constantly
interrupted by the need for the authors to learn new skills, like how to
adapt French founts of type to the needs of English, or how to do copy-
editing in Arabic. Inevitably the original time ran out. Only a superhuman
effort by the BC Publications Department got the final series of books into
the schools in time.

One last administrative problem was a consequence of the sponsors
miscalculating the time and effort that would be required to run teacher-
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trainng programmes. Because this was not adequately anticipated, two of
the authors finished the Project with 120 days leave each and chronic
fatigue. Materials writing requires regular periods of convalescence,
otherwise the quality suffers, along with the length.

Socio-linguistic problems

Unfortunately, a socio-linguistic survey of Tunisia, such as those for
Jordan and Algeria, did not exist. Nor, when the Project began, did an ELT
Profile. Needs surveys were still at the research stage, and the original
Team had time only to prepare a questionnaire and circulate it among
practising teachers before the serious business of textbook writing began.
Hence, the earliest books were written in the light of current theory and on
the basis of advice from the Tunisian Inspectorate. Though contrastive
analysis was frequently invoked, as a fashionable deity, there was no time
to explore the influence of Tunisian Arabic, School Standard Arabic or
French upon the learning of English. In the early days we did not realise
that competence in French deteriorated almost in direct proportion to
distance from a major town, and that French still played a major role in
determining who succeeded in staying in the Secondary system. Nor did
we fully realise that the ones who survived to commence learning English
were there because they were successful at learning foreign languages,
and hence needed a steeper syllabus than we had prepared. Only gradually
did we learn the roles that English usefully served in Tunisian policy and
social life: that, for example, it was worth offering a route (through the
first two levels of our materials) which emphasised oral skills, because
employment prospects for the drop-outs were considerably improved in
the tourist sector if they had some competence in speaking English.

Accordingly, we had to identify who we were producing materials for, and
eventually settled for five, cross-cutting categories:

1 Tunisois or provincial, since this broadly influenced wealth, level of
sophistication, access to books and learning resources;

2 Boys or girls, since this influenced interests, attitudes, motivation and
levels of attainment, opportunities for discussion, level of drop-out;

3 In contact with English-speaking foreigners, since this influenced their
chances of practising English with native-speakers or using them as a
learning resource;

4 Frequently absent, slow-learning or home-based, since this affected the
amount of explanatory material we had to offer, and the steepness of the
‘incline’ the materials followed.
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5 Repeating a year, since nothing was less motivating than re-covering
exactly the same material with peers who were your juniors.

In order to satisfy their different requirements we incorporated a large
body of optional materials in the final series, but were never able to solve
satisfactorily the problems of indicating alternative routes through the
corpus. The categories were not fully optional and individuals were not
always easily accommodated. in any case, educational changes imposed
the need for new categories.

Pedagogic problems

The earliest pedagogic problems were those concerned with interpreting
the official syllabus in terms that would satisfy all parties concerned — the
Inspectors, the teachers, Ministry officials and the Team. However, this
lengthy issue is covered in the ODMs Project Evaluation Report. The next
major group of pedagogic problems therefore were those relating to
teacher training and traditional, indigenous styles of teaching which are
closely meshed with patterns of permissible relationships within a culture.
The over-learning and memorising techniques that were fashionable for
learners in the sixties were conducive to authoritarian-type teaching styles
— precisely the traditional styles that the young Tunisian teachers were
trying to give up. In addition, when directive teaching was allied with
constant oral repetition, there were strong reactions from school
administrators and Heads. Thus, the major teaching style of the sixties,
then projected as modern and 'scientific’, was objected to by widely
different groups as reminiscent of traditional kutteb or Koranic school
methodology. There was little doubt that most students possessed very
efficient short-term and long-term memories, so it would have been unwise
not to have capitalised on such skills for language learning. We therefore
tried to aim for memorisation of core material by presenting it in various
forms and rehearsing it through varied activities, a solution which satisfied
both ‘traditionalists’ and ‘'modernists’ alike. Such a solution, however, does
increase the materials writer’s load.

The early seventies school system, whereby learners who failed the annual
exams were allowed to repeat a class two or three times, imposed
enormous strains on teachers. Problems of motivation and discipline
always seemed to focus on the repeaters, and our contribution was to try
and offer optional, aiternative materials and group teaching techniques.
Again, the solution tended to increase the work-load for the Team, since
additional materials had to be produced and interpolated in the ever-
expanding coursebooks.
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This solution of expanding the coursebook to meet new eventualities was
invoked on two further occasions. About two years before the official close
of the Project it was decided that the materials should attempt to satisfy
the special needs of the Science options, as well as the Arts option. Rather
late in the day, we had to thread through the last three levels specially
written Science passages on topics related to the secondary syllabus.
Unfortunately, there was no time to add suitably-geared exercise material,
so the 'ESP bit" was never properly integrated into the course, and we
missed the honours due to pioneers.

Our greatest problems came with the Ministry’s later decision to expand
English language teaching from a four-year course to an eventual six-year
course. This was to be implemented in phases, so that the coursebooks
had to serve whether students took four, five or six years to complete the
course and irrespective of the number of hours of study that might be
allocated in the future. Once more, optional material at a higher level of
difficulty had to be built into the materials, so that teachers (who were
already leap-frogging through the coursebooks) would eventually need to
utilise all the material. The ‘stretched version” of English for Modern Life
had to lie dormant in the chrysalis of the standard version until the Ministry
called it forth. By this time in their definitive form, the four coursebooks
(with their core syllabus materials, reference matter, optional passages,
Arts and Science sections, and thousands of photos and illustrations),
totalled over one thousand pages, and there was serious doubt whether
we would stay within our primary objective of producing cheap books at
prices the poorest students could afford. Thanks to ODM aid and BC
Publishing expertise, the whole series finally appeared costing about 60p
each on the local market. (Anyone interested in adapting or quarrying the
materials should write to the BC).

One final problem that arose out of the 'setting’ might be mentioned: What
do drop-outs from a course do, and should materials attempt to take
cognizance of their plight? We tried to help those who dropped out after
only two or three years of English by emphasising in the first two levels
oral skills and a content that would help them interact with foreigners.
Thus, they were able to seek employment in the rapidly growing tourist
and ‘services' sector. However, for those who were not able to practise
their oral skills, the consequent weakness in reading may have meant that
they lost their abilities within two or three years of leaving school. The
whole question of tourism and its impact upon a small country like Tunisia
poses many problems for the materials developer. Just as tourism may
skew economic development, so it may influence the balance of language
skills taught, and the solutions chosen may give later cause for unease.
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Problems arising from within the Team

Some readers may have persevered this far in the hope that this section
will reveal all, and that a sordid history of conflict, skull-duggery and wife-
swapping will be finally made public. Yet, given that the Team members
were simply allocated to the Project by their sponsors, and worked in very
close proximity for several years under continuous pressure, professional
and personal relations within the Project were surprisingly friendly and
harmonious. The problems dealt with here are those peculiar to aid-and-
development anywhere, and arise partly as a result of the way experts are
treated and the way they behave.

Team constitution

Considering the Project was initially required to develop materials for the
Tunisian milieu and eventually became deeply involved in ‘re-tooling’ ELT in
Tunisia, the Team's imbalance was heavily in favour of the expatriate
members. Once the original host-country member had withdrawn,
incorporating enough Tunisian expertise was a problem, since in an
expanding educational system no-one was sufficiently ‘spare’ to be
allocated full-time to materials development. With a little more clairvoyance
our sponsors might have helped several likely candidates to be seconded
abroad and trained for the day when they wouid come back and replace
us. (Materials development should be seen more as continuous process
than as sets of coursebook products). As it was, the load had to be taken
up by already over-worked Inspectors. They were never adequately
remunerated for the time devoted to the Project, yet without them the
Team would have been dangerously insulated from the classroom
‘workface’. It says much for their dedication and tolerance that when the
quilted expatriates departed, the Inspectors took up the role of materials
development without resentment or complaint. However, it is vital for
writers to be properly integrated into official structures, so that they can
mesh with educational developments /in tofo, and not just produce
materials offering linguistic diversion and amusing activities.

Problems arising from “philosophy and faith’

Professionals can do appalling things for the best of motives. In the way
that architects and planners in the fifties and sixties cheerfully herded
whole communities into high-rise blocks, because the planners believed
towers were the solution, so materials writers often reduced learners to
automatons and drilled them choral-fashion in the belief that was the only
way to learn. There is a strong element of ‘discipleship’ in most
professions, and textbook writing is not exempt. in the sixties, lines could

204



have been drawn between the behaviourists and the ‘innatists’, between
the structuralists and the situationalists, between the rigorous jargonists
and the eclectic pragmatists. This is possibly because we need stimulation
and are therefore distracted by what is recent rather than influenced by
history, which shows that very little is new in materials writing and that the
same ideas are constantly being recycled.

When professional fervency is combined with the kind of licence ‘expertise’
was generally granted in aid and development, (where experts are
presumed to know what is best for learners and learners are only
consulted when feedback is required to vindicate what has already been
decided ....) then problems can arise which may take years to resolve.
Because the Project design influences so many things for so many years
ahead, and quickly sets up its own orthodoxy, extra care must be taken to
ensure that it is as humane, as flexible and as consuitative as possible. The
temptation to evangelicise on behalf of a linguistic or methodological creed
should be resisted, since the odds are that present faith will be undermined
by subsequent research.

A further problem for a Team working long and hard in relative isolation is
that they feel themselves slipping out of touch with ‘main-stream’
developments. Over a period of several years there will be occasional
breakthroughs in theory, possible changes in practice and the inevitable
waves of fashionable jargon that you may be tempted to explore in the
hope they may solve one of your field problems. During our Project we
were keen to find out more about notional, functional and communicative
syllabuses, ESP, discourse analysis and classroom interaction, learning
counselling, the Silent Way and Suggestopaedia. Every year there was
some anxiety-creating development that, on first glance, tempted us to
scrap everything and start again, or make some hurried provision for in
our materials. Yet it is very dangerous to commit yourself to a far-reaching
change without solid evidence of how it really works in the classroom
situation with your students. It may be more profitable, if you have got the
initial design right, to keep consulting away with your teachers and
learners, in the hope that you will get things right for them, irrespective of
whether it satisfies publishers with an eye on global markets, or pundits
who thrive on change and staying terminologically out of reach.

Your ultimate judges will be the learners and teachers who have to use
your books year in, year out. They will assess every word you write, every
illustration you supply, every activity you suggest. The problems involved
in satisfying them will probably be the most rewarding to solve.

Even though the brief for this article was to write about problems
encountered, it is perhaps worth emphasising that it pays to be “solution
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oriented’, since problems will be legion. One strategy worth considering is,
first, to assemble your problems in a list, decide on priorities among the
problems, and then look for comprehensive solutions that will solve most
problems at the top of your list. This may seem a trite conclusion, but it
could save you energy, time and a lot of sleep. For a broader survey of the
full spectrum of problems that might be encountered in materials
development, see the ODM Evaluation {Stage A) Tunisian Textbook
Project 1969-1977, particularly Annexe C.
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COMMON SENSE and ESP:
An Industrial Language Training Project
M A Smith, PT Arun, Plaju, South Sumatra, Indonesia

Acknowledgement

| have a great conceptual debt to Mr T Jupp who presented me with a
planning strategy and methodology for our industrial language training
programme, both in his and Susan Hodlin’s book /ndustrial English and
through his visit to the training project for an in-service training workshop
in May 1977.

Background

PT Arun is an Indonesian company established by the state oil company,
Pertamina, to operate a natural gas liquefaction plant presently under
construction in Northern Sumatra. It is fifty-five percent owned by
Peramina, thirty percent by Mobil and fifteen percent by Jilco — which
represents the Japanese interests.

Natural gas liquefaction is a process which has been developed for use on
a large scale only recently, largely for economic reasons as energy prices
have risen. Previously, gas was only transported in vapor form by pipeline,
but natural gas liquefaction allows the gas to be reduced in volume by a
factor of about 600 and to be transported across large distances in
specially built tankers to any market in the world.

Because the process necessitates sophisticated industrial plant and
because Indonesia is in the early stages of industrial development PT Arun
is undertaking an ambitious training programme for the Indonesian staff
who will operate the LNG plant.

This was the background for the selection of the first group of Acehnese
trainees. Advertisements were placed on the radio and in the Press for
applicants to the training programme. The main areas of recruitment were
the high schools and the technical high schools in Aceh and the plant
construction workforce. All applicants performed an American
Employment Aptitude test (administered in Indonesian) and underwent a
traditional personnel selection interview. The norms for acceptance were
comparable with junior engineers in the United States. Seventy-seven
trainees were selected after further medical and security screening. This
selection process basically followed that used by Mobil in the selection of
field operator trainees.

We were asked if it would be possible to take the trainees to the point
where they would be able to follow an English-medium basic scientific and
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technical programme after six months, assuming their active knowledge of
English would be negligible on arrival. This seemed an ambitious but not
impossible target given the right facilities and staff. The second objective
was to prepare them for the communication needs at the workplace. The
task of preparing the trainees for their further technical training appeared
to be the most difficult.

The location for the language training was to be in Southern Sumatra in a
Pertamina refinery as plant site complex training facilities were not ready
when the trainees were available to begin the programme.

Thus we had a situation where skilled immigrants were coming to work in
Indonesian industry and the Indonesian workforce was being trained in
English. The question obviously arises, why didn‘t the foreigners learn
Indonesian rather than the Indonesians learn English?

There are several parts to the answer to this question. Firstly, English is
widely acknowledged as the international medium of technical exchange
(nearly all the terms peculiar to the LNG plant are of American or English
origin). Secondly, almost alt the expertise available on the LNG process is
held by English speakers. Thirdly, most Indonesians want to learn English
but most technical experts coming to work in Indonesia make little more
than a token effort to learn some Indonesian for social purposes. (This
generalization is rather unfair as an informal survey of expatriates recentiy
showed a high motivation to learn Indonesian in quite a good proportion of
the workforce. But it is still the general expectation that the Indonesian
workforce is expected to learn more English than the expatriates
Indonesian). The reason for this difference in motivation is that it presently
appears more useful professionally for an Indonesian to be able to speak
fluent English than for an English speaker to speak Indonesian. English
ability opens up dreams of foreign travel, promotion and prestige in
Indonesia. Finally, foreigners coming to work in the plant were given an
introductory programme in Indonesian. (It was hoped that a useful side
effect of this language training would be that someone who has been on
the receiving end, as it were, of a foreign language training programme
would be more likely to be sympathetic to communication problems he
experiences with the Indonesian workforce).

The foreigners coming to work at the plant do so on a temporary guest
status. This means that their technical expertise has to be passed on to the
Indonesian workforce who will operate the plant during most of its lifetime.
The need for English-medium technical training and therefore technical
English language training becomes apparent. (Even after the expatriates
leave almost all the written references will be in English).
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During the crucial start-up operation of the plant the expatriates will play
an important supervisor/training role. It is essential that the Indonesian
workforce can absorb the plant expertise of the expatriates during this
period. The language of this on-the-job training will also be English.

Thus the broad needs are twofold: English for more theoretical classroom
basic technical and scientific training — but only as appropriate to
operating needs of the plant — and, secondly, language needed for the
workplace and on-the-job training.

This was the background information we had before the training
programme began. More detailed data, such as precise job descriptions of
the trainees, was not available. But we had something to start with.

Training Philosophy
The three main aspects of our training philosophy were that:

1 All the language material used in the programme should be as closely
related to training and plantsite communication needs as possible.

2 All the language training material used should have as high a communi-
cation value as possible.

3 The technical, educational and language elements of the programme
were to form an integrated whole.

None of these aims was simple to achieve in practice. Firstly, it was difficult to
determine exact plant communication needs as the plant was at an early
stage in construction when the programme started.! Complete data in areas
such as:

1 Eventual job description of trainees
2 Description of their working environment

3 Detailed personnel and training policies

were simply not available. This meant it was not possible to design the
material to fit the plantsite needs as closely as we would have liked. However,
all the material used in the first few months was specially produced for the
needs of the trainees and the company and no published material was used
during that period. The material we produced sometimes lacked in polish but

1A recent data collection visit to the plant (part of which is now in operation) with
camera and tape recorder proved invaluable for more precise determination of
needs. (See also ‘Starting a New Industrial Language Training Project: Personal
Impressions and Experiences’ by Susan Hodlin with Celia Roberts, National Centre
for Industrial Language Training, Southall, London, May 1975)
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gained in appropriateness. This in turn improved both staff and trainee moti-
vation. The staff were involved in a creative, dynamic process, using material
which was entirely new to them in content and, as often as not, in
methodology.

The second item, that the training material used should have as high a
communicational content as possible, means very simply that we tried to
give the trainees something to talk about which they wanted to talk about
(eg their job at the plant). Much language training material (especially the
'What am | doing?’ '| am walking up and down’ variety) does not actually
contain any information. This means that many of the examples used are of
a very peculiar use of language ie language which ‘says’ nothing so that it
can conform to a neat linguistic pattern. We tried to devise material which
ensured there was a real information transfer between teacher and trainee
or between trainees wherever possible.

None of this is saying anything new in terms of training generally. It is
accepted practice to start from the target situation and design the
curriculum around the gap between the present abilities of the target
trainees and the needs of the situation in which they will find themselves at
the end of the training programme. It is nothing but a common sense
approach. With this in mind, it is very surprising that there are not more
language training programmes which are systematically built — almost
sentence by sentence — around the uses to which the language will be
eventually put at the end of the programme. The field still seems
dominated by linear syllabuses of increasing structural complexity or
modified technical reading material. This may be because language training
has traditionally formed part of a classical or liberal education where the
language is learnt largely for its own sake, for an exercising of analytical
abilities, or for the sake of easier inter-cultural access.

The integration of the technical educational and language elements meant
there was a great need for very close cooperation between language and
technical training staff. The whole training programme could be seen as a
rectangle, divided diagonally by a dotted line viz:

Training Programme

—

—
—
\\
—

rom-H

—

oZy»r

Initially, the bulk of the training was concerned with establishing language
ability — but language ability as defined by technical training and plant site
needs. As time went on the amount of technical information contained in
the material increased until it formed the bulk of the training material. The
distinction between the two elements was always deliberately blurred so
that the language material would benefit from technical expertise and
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information and, as the role of the technical training staff moved from an
indirect to a direct one, that the language staff could continue to exercise
control over language complexity and provide guidance in classroom meth-
odology. Obviously such an approach called for a great deal of flexibility
and mutual understanding. We were fortunate in obtaining this. We were and
still are of the opinion that this is the most economic and effective way to
organize a technical/language programme.

Because we were able to have close and informal discussions with the tech-
nical training staff we were able to determine the general areas of technical
training which would follow and the depth within those areas to which we
should prepare the trainees’ language skills.

We might look at two examples of this kind of technical/language integra-
tion. One attitude we wished to focus on from the beginning was safety con-
sciousness. One of the structures the trainees had to become proficient in
was the use of the simple past. What we did was elicit case histories of acci-
dents which the trainees had personally been involved in and ask questions in
the simple past (‘What, How, Who, When... was/did ...ed?’) and feed the
most illustrative of the histories thus collected into the training material and
the trainee newspaper. In terms of structure they thus became familiar with
the use of the past simple and in terms of being an employee in a dangerous
industry they analysed real histories of accidents and their causes before
going on to more formal safety training.

A further example. One of the language structures the trainees would have to
become skilled in using, particularly for the description of process, is the
present passive simple. (It might be noted at this point that the approach we
adopted does not imply a totai rejection of structural grading. We rather
focused on the target situation and the subject content of the material but
structural grading is still essential initially. The first fifty hours or so of any
organized language programme will probably teach more or less the same
language structures whatever the overall philosophical approach). We asked
the technical training staff to provide us with a very simple process diagram of
the plant (Appendix I). Part of the diagram was labelled ‘Separation’. ‘Here the
vapour is separated from the condensate’. Thus through the major processes
in the plant — using examples of the passive present simple and telling the
trainees something they really wanted to know about — the plant they were
going towork in. This method gives the language a meaningful use, even at a
fairly elementary level. It should be remembered the language learning in the
elementary stages is basically an intellectually humiliating business. It is no
use discussing the pros and cons of the past form of the verb to go — you
have to ‘stop thinking’ and learn. But if the examples are chosen well enough,
then this aspect of language learning is minimized, even for adult learners.
(The adults own learning strategies should also be taken into account).
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This integrated approach was successful for the first two hundred hours or
so of the programme. After that point it began to be almost impossible to
combine structural items with technical information. As the strands in the
programme became increasingly complex, so they tended to separate. It is
possible, however, that with greater time and expertise we could have
continued to use this integrated approach successfully. In practice, as the
material became more complex it required a far greater preparation time.
To overcome this problem, we had to use published material in the
transition period, before the technica! staff could prepare the bulk of the
material.

One further aspect of the training philosophy we adopted throughout the
programme was to use performance rather than time as a limiting factor.
The material was taught in units rather than weeks. As soon as the teacher
concerned was satisfied with the language performance in a particular,
area, then he moved on to the next item. (This, naturally, was within the
frame of an estimate of time required). Thus a unit could in practice
require anywhere between 15 and 40 contact hours, though most took
about 30.

in summary then, the basic guiding principles we adopted as training
policy in producing the material were that the material should be as closely
related to plant site and training needs as possible — in other words that
the trairiees would be given 'something to talk about’ while learning the
language; and that the technical, educational and language elements were
to be integrated wherever possible.

This overall philosophy was allowed to interact with the continuous
feedback from the teaching staff, the trainees and the management of PT
Arun as the programme developed. Various problems arose in practice,
but on the whole the philosophy proved very effective in terms of
fulfilment of PT Arun’s expectations and the rapid progress of the trainees’
communicational ability. (We did find that a large gap appears to exist
between communicational ability — which is difficult to measure reliably —
and the ability to perform well on a traditional multiple choice ‘recognition’
test). The English-medium technical training began to take over the bulk of
contact hours without any appreciable communication problems after just
over six months. Qur first objective — and probably the most difficult one
— was fulfilled. The real test of the philosophy — the on-the-job
communication performance of the trainees — will only be measured after
their transfer to plant site.

Problems which arose in practice

The trainees arrived on 13 October 1976. From then until May 1977 they
were in language training at an average rate of just over thirty hours per
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week. {In May there was a two week break in the programme for trainee
and staff vacation and an in-service staff training workshop headed by Mr
Tom Jupp). After the vacation the bulk of the training material was directly
prepared by the technical training staff, with assistance from the language
staff.

When they arrived the vast majority of the trainees could not tell you their
date of birth. By June they were able to participate actively in an English-
medium technical training programme with almost no assistance from the
language staff or simpilification of the language. They could also tell you
quite a lot about the LNG plant and how to behave in an engineering
workshop — in English.

In September 1976 five members of staff arrived. At that time the training
centre was not much more than a bare set of walls and with no
administrative infrastructure to help us. This was three weeks before the
programme was due to start. We did manage to hire administrative staff,
obtain reproduction equipment and have the centre cleared up before the
arrival of the trainees.

Understaffing

The first problem we ran into was understaffing. (The total number of
contact hours was more than 150 per week). After the first two weeks the
five staff we did have were totally exhausted and so we made rapid moves
to recruit via the national dailies and a network of contacts in the British
Council, ex-volunteers and the best Indonesian universities and teacher
training colleges. We had a staff of eight within a month.

Material production

We had determined that no books would be used in the classroom for the
first two months or so of the programme in order that the material would
be as appropriate as we could make it. This meant that the material had to
be written at the speed at which it was taught ie we had to produce more
than thirty hours teaching material per week. The only way we could solve
this problem eventually was to use selected published materials to
supplement the material after the first two months. (We had obtained what
appeared to be the most appropriate material while in London). This
method of material production also had the disadvantage that staff training
had to be rather neglected because of restraints on time.

Specialization

In the early days of the programme it was fairly easy for the staff to use
any of the material with the preparation time available. However, as both
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language and technical content increased in complexity, it became
necessary that the language staff specialized in teaching different areas of
the material while still having a fair knowledge of what everyone else was
teaching. We tried to enable staff to choose the area of specialization,
whilst avoiding the other extreme of each teacher teaching the same
subject matter five times in five different groups.

Oral production

One of the ideas behind not allowing books into the classroom initially was
to offset the emphasis on written, descriptive language training received in
the Indonesian high school in favour of actival oral communication with
and between the trainees. In their training and work, the greatest demands
on their language ability are likely to be in the area of oral comprehension
and production.

As we began to use published material, however, we came up against the
problem that most of the material available was basically adapted technical
reading material. (Some of the trainees would also have to be able to reach
technical manuals — currently being composed — so this was not
altogether bad). Restraints on time demanded that we used published
material, though ‘adaptation’ not adoption was the policy we attempted to
follow. Even so, we never really surmounted the problem of the 'Open
your books on page forty-two ...." approach, which somewhat damaged
trainee motivation. This was partly due to the fact that the material was by
now of moderate technical difficulty and so staff and trainees felt more
secure in relying heavily on the printed page.

We did, however, employ a variety of means to circumvent this problem.
Firstly, | reminded staff that their primary goal was to establish
communicational fluency — not the distribution of technical information.
Secondly, we stepped up technical orientation given by the technical
training staff to the language staff and began Technical Forums for the
trainees where they could ask their technical questions directly to the
technical staff {a good communication exercise}. All this helped appreciably
but still represented an operating compromise on our original commitment
to not using any published material at all. Given more time and more
technical staff to assist in language staff orientation and material
preparation, the problem would have been overcome.

Lesson preparation

By the fourth month we were running a programme comprising of
language training in the areas of:

1 Plant Processes (Physics, Chemistry)
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2 Workshop Practice
3 Safety & First Aid (with assistance from the local hospital)
4 Crosscultural factors

As the programme was developing at such a rapid rate staff found it
difficult to determine medium term direction and sometimes — in a
material production crisis — even to determine what they would do the
next day. If greater care had been taken in assigning staff to specialized
subject areas and there had been more time for material preparation this
problem would have been minimized.

Asseassment

Assessment proved a thorny problem, as usual. As the programme was
designed with a view to establishing communicational fluency in the
technical training programme and at the work place | suggested that the
only meaningful assessment would be the trainees’ communicational
performance in the technical training programme and at the work place.
This would not solve the problem of the need for a ‘systems check’ during
the programme (ie an in-house assessment which would give some
indication of the effectiveness of the material and the teaching methods).
The first attempt at assessment took the form of a carefully controlled
interview in the first few days of the programme beginning with questions
such as 'Can you tell me your name please?’ and moving towards more
open ended questions about work experience and employment
expectations. During the individual interviews, which were taped, the
interviewer was asked to concentrate on obtaining the information. On
listening to the tape afterwards he/she was asked to assess the
communicational performance of the trainee, following a scoring guideline.

In practice, the tests proved too subjective to pe reliable. Confusion in the
scoring arose over answers to questions such as ‘Have you worked
before?’

1 ‘No'".
2 ‘Yes. | have ever worked in some jobs'.

Which response should receive a higher score? Should the first respondent
be given full marks for a simple though effective answer, or should the
second be penalized for structural errors which do not really detract from
the communicational effectiveness? In the event, this particular exercise
was a failure. Assessment of communicational effectiveness between two
subjects by five different interviewers proved too subjective to be useful,
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despite the guidelines. What we had to resort to eventually was a more
traditional taped muitiple choice assessment. While this proved more
reliable and objective it failed to assess communicative ability. Results of
this assessment showed a steady improvement in percentage of correct
answers and a narrowing of the ability range.

Industrial v. academic approach

The major task involved in the programme had always seemed to me to be
the bringing together of two very different approaches into an effective
programme ie the industrial training and the academic educational
approaches.

In our experience, the extreme academic end of the spectrum — if | may
generalize — was characterized by a need for fuli information before
action, thorough organization and a certain inability to adapt to rapidly
changing needs, a tendency to insist on committing everything to paper,
and a lack of the commercial sense of urgency; while the extreme end of
the industrial spectrum tended to be characterized by a reluctance to
commit proposals to a firm organised format, rapidly changing
descriptions of needs, objectives defined in over-vague terms and a crude
equation of learning hours and productivity. ("We want them in the
classroom at least forty hours a week’). While this is so, it should be added
that the considerable assistance from the technical training staff and
understanding from higher management and the considerable freedom we
were given in practice allowed a good measure of effective cooperation.
What problems did arise could be generally overcome by compromise and
diplomacy.

Staff development

From the beginning this type of programme was new to all the language
staff in concept and methodology. The staff had had varying degrees of
formal teacher training in TEFL {following the traditional structural
approach) and varying amounts of experience (from no previous
experience to more than twenty years teaching experience). But their
previous experience and training had not prepared them for the functional,
integrated approach we were following or the technical content of the
material (though we tried to recruit people with some previous technical
exposure, aptitude or teaching experience). This was countered to some
degree by the fact that we tried to select young and flexible teachers. But,
with careful monitoring of the degree of technical difficulty and
considerable attention being paid to establishment of staff confidence in
the new methods we were quite successful. By common consent even the
general language level of the trainees was well above university level after
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five months. All our assessment data showed rapid progress and a
narrowing of the ability range. Even so, staff development must play a
major role in this type of integrated programme. Perhaps our greatest
problem was to persuade the teachers to move away from the structural
approach towards a situation which concentrates rather on
communicational performance than structural knowledge.

Conclusion

Overall, the programme — which was ambitious in its basic goals — ran
into a considerable number of problems. Most organizational headaches
would have been solved very simply by using published material en bloc.
However, it was strongly felt that this would not have prepared the
trainees for their training or their job. To organize a programme around a
communication target situation is messy and demanding, but it was what
was needed. This approach also seems to make much more sense than to
organize the programme round a book — whose degree of usefulness is
almost accidental — or a rigid structurat progression, whose usefulness in
communicational terms would be difficult to prove. Perhaps our greatest
asset was the freedom to experiment and adapt without recourse to a vast
educational beaurocracy.

In short, we found that language training is like most other activities — you
get out not much more than the total amount you put in. If you put in a list
of structures, you get out, (if you are very lucky) an ability to use those
structures. If you put in a simulation of the training or work situation you
are supposed to be aiming for in communicational terms you get out (if
you are lucky) a trainee who is able to deal with those situations when they
arise.

All in all, one of the greatest attractions of a programme of this sort is the
freedom to experiment, where the teachers and material producers can
relax from their traditional role of imposition and participate fully in a
learning process.
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APPENDIX |
ORIENTATION FOLDER SUPPLEMENT NO 1

PT ARUN LN G PLANT
The facilities needed to process LNG are:

1 Pipelines to carry gas and condensate from a central field station.

2 An LNG plant to separate the condensate, dry and liquefy the natural
gas.

3 Storage tanks and facilities to load the LNG and condensate into
special tankers.

The Arun field contains both gas and liquid. This gas and liquid are partly
separated at the field. Then they are sent to the LNG plant in separate
pipelines. These two pipelines are joined.together where they enter the
plant. The gas and condensate are completely separated when they enter
the plant. The condensate is then stored in tanks, and later exported by
tankers.

The gas contains about 15% carbon dioxide, a very small amount of
hydrogen sulphide and some water vapour (gas). These three things must
be removed from the gas, before the gas is refrigerated. When the gas is
cold enough it changes from gas to liquid. This liquid (LNG) occupies very
much less volume at this very low temperature (-155°C). The liquid is sent
to large insulated storage tanks, and then exported by special tankers.
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APPENDIX I
The future

Part of the plant is now in operation and therefore provides a rich source of
data for the language programmes. In a recent visit to the plant many photo-
graphs of all the major equipment and vessels were taken and plant site staff
from the General Manager to the Operator level were interviewed. (Most of
the interviews were taped). Organization Charts, specimens from technical
manuals, details of the shift system, photographs of key personnel were
collected. The data collection visit served two basic purposes:

1 Togather as much information as possible about future language training
needs (eg the number of anticipated programme participants).

2 To gather as much information as possible about the training/working
situation

The information obtained will be directly fed into the programme planning
and material production, (eg The current organization chart and details of the
shift system will be used to introduce the present simple in the revised pro-
grammes). Photographs of various activities will be used in communication
practice. For example, a photograph of a man using a grinder might be used
to elicit questions about what safety equipment he is using and why.

It is presently planned that the material developed in the first language pro-
gramme will be extensively revised and used as a Foundation Programme.
For participants at a more advanced level it is planned to design specific
programmes for their departments. The main specialist/advances areas
will be:

Language for Operations Department

Language for Maintenance Department

Language for Administration

Language for Fire & Safety (Emergency Response)

In answer to considerable demand from the expatriate staff a Bahasa
Indonesia programme will also be developed. This will probably take the form
of a foundation programme, parallel in methodology and material to the
English training material, with modules in the areas of:

Indonesian for Operations
Indonesian for Maintenance
Indonesian for Emergency Response (eg Warnings)

Indonesian for Social/ Domestic activities (eg Communication with the
houseboys, in the market etc).
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It is likely that the Indonesian for Maintenance will be more limited than the
Indonesian for Operations as the language for Operations appears to be sim-
pler (eg ‘open’ or ‘Close the main valve’) than the language of maintenance
(eg detailed descriptions of the assembly of gas turbines). In other words, it
seem:s likely that the words needs for Operations do, broadly speaking, have
equivalents in Indonesian, but that the more complex terms of Maintenance
do not.

One of the problems will be that the participants in language programmes at
the plant site will only be available for approximately two hours per day and
continuity will be erratic due to the frequency of home visits. Wherever pos-
sible attempts will be made to send all new employees of PT Arun to the
training centre in Southern Sumatra where they will have a three month
foundation programme before proceeding to plant site. Participants in plant
site language programmes will keep an individual record card logging material
covered and assessment data. If demand for plant site language training is
sufficient there should be a group on each module of the material at any given
time so that participants returning from leave should be able to pick up where
they left off. Another partial solution to the problem of continuity will be to
design the foundation programme and subsequent programmes on a modular
basis with the training modules as independent from each other as is practical.
(This is in contrast to the traditional linear preparatory — intermediate —
advanced approach). Thus wherever possible the programems will be design
on a work situation specific (eg language for Administration) basis rather
than a’level’ specific basis (eg post intermediate). This approach appears to
have been indicated with the first language programme. When the trainees
arrived the original screening assessment data showed a typical fairly shallow
bell curve. During the course of the programme the curve {using standard,
repeatable tests and progress tests) show a marked skew towards a higher
average mark and, more interesting, a noticeable narrowing of the attainment
range. This seems to support the author’s suspicion that lack of streaming
tends to narrow and improve the ability range in this type of programme. The
author also suspects that a complex streaming programme structure (pre-
intermediate, intermediate etc) would have been self-perpetuating, with the
‘bottom’ groups conforming to low performance expectations and the ‘top’
groups performing well, unless complacency became marked.

More detailed guidance on classroom methodology will be included in the
material ie Instructor Guideline handouts such as:
1 Basic (classroom techniques)
Group Work
Role playing
Overhead projectors
Tape recorders
Slide projectors etc.

o 0 pWN

221



MODULAR COURSE DESIGN
Richard Young, Direct Teaching of English Operation, Hong Kong

Introduction

It is generally regarded as desirable nowadays for teachers to recognize
the differences between learners and adapt their teaching to allow for
these differences. | shall not be concerned with whether in fact this is
desirable nor with the circumstances which are most conducive to
individualized learning. My point of departure is that individualized learning
programmes need radically different kinds of materials to normal courses.

The optimum in materials which allow for individual variation are
programmed materials in which each student follows his or her own path
through the course. ideal perhaps, but rarely practicable in most schools.
Much has been written on the subject of programmes materials for
language learning (2) and | have nothing to add. What | shall be concerned
with is materials which allow the teacher the maximum amount of choice
within the framework of a coherent course in order to allow for differences
between classes and between individuals within a class. The difference for
the teacher and students between materials of this kind and normal course
books is like the difference between a holiday planned in all its different
stages with the help of a travel agent on the one hand and a package tour
on the other, where, once the package has been chosen, there are no
more decisions for the holidaymakers to take. The course writer who sees
himself as a package tour operator produces what | shall call integral
materials which normally come in the shape of books. The travel agent
course writer produces modular materials which normally come in
separate sheets or facsimiles. Published examples of the latter type of
materials are OUP’s State Your Case, Bournemouth English Book

Centre's Your Choice and the Orlando Press’s Summer Course materials.

The teacher faced with a set of integral materials has his course designed
for him by the author of the materials. With modular materials it is up to
the teacher, like the travel agent, in full knowledge of where his class
wants to go, of why they want to go there and of the strengths and
weaknesses of both himself and his students to choose the route, ie to
design the course and fit it to the needs of his class rather than force his
students into a mould dictated by the materials.

The comparison is deliberately polemical. In the rest of this article | shall be
taking a more balanced view of the claims | have made for modular
materials. In the first part | shall be taking a critical look at both modular
and integral materials in order to see which are more appropriate in which
teaching/learning situations. In the second part, as an example of modular
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course design in action, | shall report on some materials that have been
developed for advanced general English courses at a language school in
Britain (3) and discuss the suitability of a modular format in that particular
situation.

Modular v. integral materials

As far as | know, the first person to treat modular courses seriously was
Earl Stevick in his book Adapting and Writing Language Lessons
published in 1971 (4). The moduiar materials he illustrates in that book
were developed in the 1960’s by teachers at the Foreign Service Institute
in Washington, to teach languages to Americans going out to do Peace
Corps Work abroad. But of more general interest than the materials
themselves are the five "assumptions’ that Stevick makes in chapter 2
regarding the preparation of language teaching materials. These are of
interest because if we look at them in another light — not as assumptions
behind the preparation of materials but rather as criteria for evaluating
materials already prepared — they form a useful framework for looking
closely at the advantages and disadvantages of modular v. integral
materials.

He calls these five criteria, or assumptions, Usability, Organisation,
Responsiveness, Responsibility and Pluralism.

By Usability he means that materials should allow students to use the
language which has been taught as soon as possible after it has been
presented. | think this is a fairly orthodox view today. Both the idea of a
‘production’ stage in teaching and the idea that a course should have a
high ‘surrender value’ are subsumed in Stevick’s term. Indeed, most good
materials — whether modular or integral — allow students the opportunity
of using the language in realistic situations shortly after it has been
presented.

His second criterion is that materials should be organised, by which he
means that the language to be presented to the student should be ordered
in some way. This, too, has become a commonplace: students learn best if
language is presented to them systematically. Organisation, order, system.
Of course they are necessary but to say we want materials to be organised
is like saying we are on the side of good and against evil. The important
thing is to know what type of organisation we want, and it is here that
disagreement arises. There seem to me to be two main types of
organisation for language teaching materials. There is intrinsic or
linguistic organisation, represented, for example, by the familiar selection
and grading of the structural syllabus. And there is extrinsic organisation,
in which it is not the organisation of the structures or functions to be
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taught which holds the materials together but something else — in many
cases a story line, in some cases nothing more than the binding of the
book. When one well-known text book writer states in the teacher’s book
to one of his courses that ‘new structures are to be acquired through a
process of random accretion’ (5) he is saying in effect that there is no
intrinsic structural organisation in his course. Is this a bad thing? If it
means that there is no organisation at all in the course, then surely, yes, it
is a bad thing. But | think we take a very narrow view of ‘organisation’ if
we say that intrinsic organisation is the only organisation which is valuable
for the learner. To be sure, we know that in order to store new information
in long term memory a iearner needs to interpret the new information in
terms of that which is already present in his memory store, and thus he
needs to make sense of, or organise, the new information in terms of the
old. What we don’t know is the form this organisation takes. Different
learners organise new information in different ways. The organisation that
the learner imposes on new information may or may not correspond to the
way in which the information is presented to him. Surely, then, we should
be open to as many different ways of organising the presentation of new
language as we can identify: not only structural and other types of
linguistic organisation, therefore, but also organisation by means of a
story-line, by means of graphic presentation, by means of the course being
taught by one teacher in one school, and many other types.

Two important corollaries of this are, firstly, notional/functional materials
can be just as organised as structural materials and secondly, modular
materials are, from the physical point of view, less organised than integrai
materials.

Stevick's third criterion is what he calls responsiveness — by which he
means that materials must be responsive or sensitive to individual
differences among learners and groups of learners. Materials must provide
for individual and group variation in general language aptitude, in the
emotional involvement of the group with the new language, in their
motivation, in the words they can make immediate use of, and in the
approaches and methods they will put up with. It is very difficult to see
how integral materials can be at all responsive to individual or group
variation. To be sure, the teacher can adapt integral materials to a
particular class and programmed materials are designed to be responsive
to some individual differences. The point about modular materials,
however, is that they are specifically designed to be responsive in the
hands of the teacher to differences between groups or individuals.

The fourth criterion that Stevick gives is that a course will be more
effective if the students and teachers feel that they have some contro! over
both the content of the course and the methods employed on it. This he
calls responsibility.
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On the surface, this assumption seems to be fine, but | would question its
usefulness in some situations. There are some cases, after all, where the
student is happy to abandon all responsibility to a teacher whom he
respects. And in many cases the teacher, too, is happy, once he has
chosen a book or had a book chosen for him, to abandon responsibility for
the content of his course to the text book writer. And there are, after all,
many situations in which such confidence is justified. Clearly, for these
situations, well-chosen integral materials are fine from the point of view of
responsibility. There are other situations, however, where both students
and teachers positively benefit from having the responsibility of being able
to plan their course as they go along. The students and teachers who most
benefit from this are those who are used to having responsibility in their
lives outside the school. | do not say that those students and teachers who
are not used to having responsibility would not benefit from it. All 1 am
saying is that In such cases ‘responsibility’ is a much less important
criterion for evaluating the materials they will use. Whatever the
teaching/learning situation, however, it is clear that modular materials
allow for much more responsibility on the part of the teacher, since he has
to choose which modules to teach and this may well lead to better teaching.

Stevick’s fifth and last criterion is that no one format, and no one system,
however ingenious, can be sufficient for even one student or group of
students. And this he calls pluralism. And | would certainly go along with
that. In my experience variety of approach increases students’ motivation
and consequently their ability to learn. The fact that a particular approach
has been successful once doesn’t mean that it should be used over and
over again. In the long run, nothing could be more boring.

How do modular and integral courses score on this criterion? Well, in
principle it should make no difference. Modular courses may be written by
one author embodying only one approach and will consequently not be
pluralist. Equally, integral courses may be written by very imaginative
authors employing a variety of approaches which will be pluralist. Or vice
versa. There is nothing inherent in modular materials which makes them
more pluralist than integral courses. In practice, most courses, whether
integral or modular, fail on this criterion. Integral courses do tend to
employ one approach or only a limited number of approaches. But equally,
such modular materials as are available commercially tend to fall into the
same trap. However, where a potential advantage for modular materials
lies is that it is more feasible that they should be produced by a team of
writers working together, which would consequently ensure variety of
approach and so pluralism.

To sum up, if we compare modular and integral courses on the five criteria
suggested by Stevick, we get the following results. The first criterion of
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usability does not really help since it has become part of the modern
orthodoxy of language teaching and all types of materials are more or less
‘usable’. On organisation, integral materials have the edge, since they are,
at least physically, more organised than modular materials. Modular
materials, however, are far more responsive — Stevick’s third criterion —
to differences between groups of learners. Indeed they are specifically
designed to be so. On responsibility, well it depends; certainly modular
materials allow greater responsibility on the part of teachers and students,
but this may not always be desirable. And lastly, modular materials are
potentially more pluralist than integral materials. But this has more to do
with the number of people involved in writing them than with the nature of
the materials themselves.

Modular materials — an example

From the above discussion it seems fairly clear that modular materials are
most suitable in situations where there are marked differences between
groups of learners for whom the materials are designed and where
teachers will accept a degree of responsibility in the design of courses.

The materials which | will use to exemplify the modular principle were
designed for use in a private language school in Britain. (3) While the fact
of their being used in Britain was not relevant to the choice of a modular
format, the existence of a staff of well trained and independent-minded
teachers was. These teachers already had a great degree of freedom in
choosing supplementary materials to use with a prescribed integral course
and were most ingenious in the adaptation of the integral material to suit
the needs of different classes. In other words they were already basing
their teaching on Stevick’s assumptions of responsibility and
responsiveness.

The course for which the materials were needed was a course of general
English for adults at an advanced — ie post FCE — level. The course was
not intended to be specific preparation for Cambridge CPE or any other
examination. It was to last for 3 hours per day for four five-day weeks, ie a
total of 60 class hours.

The term "advanced learner’ in my experience is so vague as to be almost
meaningless. Some people regard ‘advanced learners’ as having a sound
grammatical competence in English, on to which communicative
competence needs to be tacked. Some others regard teaching ‘advanced
learners’ as teaching progressively more recherché and complex points of
grammar. Others again think ‘advanced learners’ need wide and extensive
reading in order to improve their command of vocabulary and idiom. On
the other hand, some think that ‘advanced learners’ probably have a fine
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receptive command of grammar and vocabulary but this needs to be
activated by conversation and discussion.

Perhaps the majority of peole think that ‘advanced learners’ are simply
learners somewhere on the road between those two Cambridge
examinations. And of course everybody's right. Everybody’s right because
they're all talking about different types of ‘advanced learners’.

Some teachers reported that their students required more grammatically
oriented material and less communicatively oriented material as they
regarded the latter as a waste of time. Other teachers reported exactly the
reverse. Besides reflecting perhaps the teacher's own preference,
obviously they were talking about different students with different needs,
needs which were not just the different purposes the learners had in
learning English, which is true of all learners but which were complicated
by their experience in learning English thus far, both in terms of how they
had learned it, which would affect how they would continue to learn it, and
in terms of what they had learned to do with it, which would affect what
they still had to learn to do. It seemed to me that the only person who was
competent to judge which, out of this welter of competing and conflicting
aims, were the most important ones for a class was the teacher. The
teacher had to be given materials which would enable him to satisfy many
different needs at different times. And the answer, of course, to a problem
like this is modular materials. The organisation of the materials is shown in
the diagram. Each box represents ocne module and the label in each box
indicates the type of language practice concerned. Each module (with the
exception of the communicative exercise) is designed to contain enough
material for one class hour. Each column of boxes represents one unit of
material. Each unit contains the modules which the teacher may use in one
day. There are therefore 20 units, though only four are shown in the
diagram.

Since one clearly identifiable need was to improve students’ grammatical
competence, each of the twenty units contains a grammar module. These
modules contain contextualized practice of grammatical points not covered
in most syllabuses up to FCE. For example the points in the grammar
module in Unit 1 are the modal — perfect passive construction (‘may
have been discovered’) and the use of whether to introduce adverbial
disjuncts (‘'whether he likes it or not he’ll have to pay for it’) and to
introduce noun phrases ('that depends on whether he’s got enough
money’).

Another need for some students was to improve commmunicative

competence, ie to learn to use language which is not only grammatically
correct but also appropriate to the situation in which it is used. This is done
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Organisation of a modular course for advance general purpose English.
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with the function and register modules. The twenty function modules
cover a range of Threshold Levetl functions, the exponents of which are
finely differentiated according to attitudinal tone. In Unit One for example
the function module covers expressing agreement and disagreement both
strongly and tentatively and distinguishes between exponents used in
formal and informal situations. It also covers interrupting and correcting.

The register modules fulfil a need which is strongly felt at this level to teach
receptively and productively the use of English appropriate to spoken or
written registers other than the normal polite informal ones used in most
courses up to FCE. The twenty register modules cover such spoken and
written registers as speeches, informal conversation, news broadcasts,
newspaper articles in the popular press, official correspondence, and so
on. In Unit One, the register module covers the language of formai
discussion and contains language appropriate to organising the discussion,
reacting to other speakers and referring to what previous speakers have
said.

The grammar, function and register modules (there is no hierarchy
intended in the order in which | have treated them nor in their position in
the figure) aim at the acquisition of new areas of either grammatical or
communicative competence. On the other hand, the topic module and the
communicative exercises aim to stimulate language use. They aim to make
productive the knowledge of English that students aiready possess
receptively and to encourage experimentation and the development of
strategies for dealing with situations in English for which the students are
unprepared. The topic modules aim to promote discussion on a wide
variety of topics. The topic module in Unit One, for example, consists of a
number of short authentic written and spoken texts on the topic of
environmental pollution. These are intended to be used as parallel oral and
written inputs into a class discussion on the topic. The class is divided into
groups and each group listens to or reads one of the texts. The texts are
chosen specially to reflect different aspects of the topic and different
attitudes towards it.

The communicative exercises are just that — students use English in
simulations, projects, play-acting, games, story-writing and other activities
whose principal aim is something other than just learning or using English.
in Unit 1 the communicative exercise is a simulation, in which a small town
is suffering the effects of traffic poliution in its centre. The point of the
simulation is to decide on a solution to the problem and the simulation
takes the form of a council meeting in which the various plans are put
forward and discussed.
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The choice of which modules to use from any particular unit is left to the
teacher, who is the only person who will know the needs of his students
but from the point of view of balance it is recommended that he choose at
least one from the three acquisition modules and at least one from the use
modules. Now, of course, if that was the end of the story, this
arrangement would be open to the criticism that it was no more than an
unrelated jumble of material and throughout the whole course one might
just as well use five completely different textbooks, say Ona Low for the
grammar, Leo Jones for the functions, Varieties of English for the
registers, and various supplementary material for the other two slots. On
even a broad interpretation of Stevick’s criterion of ‘organisation’ the
course would be found wanting indeed.

What is needed is a linchpin which holds the modules within one unit
together, thus providing some sort of vertical organisation, and which at
the same time holds the course together, ie from one unit to the next, and
provides some sort of horizontal organisation. This linchpin is the story
module. It is the only obligatory module in each unit, since it is designed to
contain examples of the grammar which is exploited in the grammar
module and the functions exploited in the function module. Each story
module throughout the course is an episode of a story which lasts over the
whole twenty units. Each episode is told in the register which is later
exploited in the register module and deals with the same topic which is
exploited in the topic modaule. In this way, the vertical organisation of each
unit is provided for.

The plot of the story provides the horizontal organisational thread running
throughout the course, and each unit is linked to the next by a cliff-hanger
ending to each unit's episode which has its dénouement in the next
episode.

The need to exemplify a wide variety of registers means that the story
unfolds in a different form in each unit. The episode of Unit One is
supposed to be a discussion on the radio about building a nuclear power
station in an unspoilt part of Wales. It thus exempilifies the register of
formal discussion and the topic of environmental pollution.

The story episode is therefore in the form of a written, spoken or videoed
text. It is also designed to provide individualised practice in listening.
reading and viewing comprehension. The episode in Unit One is treated as
a programmed listening exercise and the written episodes are similarly
designed for individual study. Each student can work at his own pace
through the text. Unless you're lucky enough to have a video lab, such
individual exploitation of the video episodes is not possible, but the extra
interest that video creates compensates for the loss in individualisation.
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Let us take Unit One and see how a teacher might use the materials. In the
three-hour day for which the course is designed you start off the day in the
language lab with the programmed listening story episode. The teacher
here distributes the material and gives help to individuals when they ask for
it. In the next lesson, the teacher chooses grammar, function or register
according to the needs of the class, and in the last lesson, once again
according to the needs and interests of the class, he chooses either the
topic or the simulation. On the following day he may choose the same
alternatives or different ones, and so on throughout the course.

This is one example of a modular course which to my mind is capable of
satisfying the complex and diverse needs of a particular type of student.
Whatever it is, it's not a package tour because the teacher continually has
to make decisions on the applicability of the materials to his class and
choose those which are most relevant. No two classes are likely to follow
exactly the same route through the materials because no two classes of
advanced learners are exactly the same.

These materials have been developed for a situation in which teachers
demand a high degree of responsibility in their choice of materials. They
have been designed to be responsive to the different and complex needs of
a wide range of learners. An attempt has also been made to overcome the
lack of organisation inherent in modular materials. | have not gone into
detail about the materials themselves because my point is not to show
techniques for materials writing but rather to demonstrate the application
of the principles of modular course design to the organisation of a
particular set of materials for a particular teaching/learning situation. |
believe, however, that it is possible to generalise. If materials writers look
at the situations in which their materials are to be used from the point of
view of Stevick’s five criteria, they will find many cases where a modular
format is preferable to an integral one.

Notes

1 A version of this article was given as a paper at the 3rd International
Conference of IATEFL at Poznan, Poland in April 1979.

2 See, for example, Anthony Howatt Programmed Materials and the
Language Learner, Longman 1975,

3 The materials were developed for the Regent School of English during
the Summer of 1978.

4 published in Washington by the Foreign Service Institute of the US
Department of State.

5 Alexander, L G and Kingsbury, R M Mainline Skills A — Teacher's
Book, page 5, Longman 1975.
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