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To travel hopefully is a better thing than to arrive, and thﬁ\.
true success is to labour. '

(Robert Louis Stevenson)

The City of ELT

Once upon a time there was a city called ELT. The people of ELT led a
comfortable, if not extravagant, life, pursuing the noble goals of literature and
grammar. There were differences, of course: some people preferred to call
themselves EFL people, while others belonged to a group known as ESL. But the
two groups lived in easy tolerance of each other, more united than disunited.

Now it happened that the city was surrounded by high mountains and legend
had it that the land beyond the mountains was inhabited by illiterate and savage
tribes called Scientists, Businessmen and Engineers. Few peopile from ELT had
ever ventured into that land. Then things began to change. Some of the people in
ELT became restless. The old city could not support its growing population and
eventually some brave souls set off to seek their fortune in the land beyond the
mountains. Many in ELT were shocked at the prospect. It was surely no place for
peopie brought up in the gentie landscape of English literature and language,

But, as it turned out, the adventurers found a rich and fertile land. They were
welcomed by the local inhabitants and they founded a new city, which they called
ESP. The city flourished and prospered as more and more settlers came. Soon
there were whole new settlements in this previously uncharted land. EST and EBE
were quickly followed by EAP and EOP (the latter confusingly also known as EVP
and VESL). Other smaller groups took on the names of the local tribes to found a
host of new towns called English for Hotel Staff, English for Marine Engineers,
English for Medical Science and so on. A future of limitless expansion and
prosperity looked assured.

But as with all things the reality proved less rosy. A number of people at the
frontiers were forced to abandan their settlements and return to the larger cities.
Many settlers, who had come to the newly developed land because ELT could no
longer provide them with a living, longed for the comforts and certainties of the
old city. Others were confused as to where their loyalties lay: were they still
citizens of ELT? Was EAP an independent city or a suburb of ESP? Did the people
of English for Medical Science owe allegiance to EAP, EOP or ESP? Worst of all,
there were even examples of groups from ELT being transported against their will
1o the new territories. Added to all this, the Scientists, Businessmen and ather
tribes were becoming more demanding. Some began to resent the interference of
the settlers in their area; others complained that the promised benefits had not
materialised. The future in short began to look, if not gloomy, then a little
confused and uncertain for the brave new world of ESP.



Introduction

Which brings us to this book. It will, we hope, serve as a guide to all
present and future inhabitants of ESP, revealing both the challenges and
pleasures to be enjoyed there and the pitfalls to be avoided. But first let
us take a moment to explain the title we have given to the book, for
in doing so, we will not only explain our reasons for writing it, but will
also be able to present a plan of the itinerary we shall follow. What,
then, is a learning-centred approach to ESP?

ESP, like any form of language teaching, is primarily concerned with
learning. But it is our view that in its development up to now, ESP has
paid scant attention to the question of bhow people learn, focussing
instead on the question of what people learn. It has, in other words, been
language-centred in its approach. We would not wish to dismiss this
language-centred approach. It has provided some very important insights
into the nature of specific language needs. However, we feel that, if it
is to have any real and lasting value, ESP must be founded in the first
instance on sound principles of learning, and it is with this purpose in

view that we have proposed a learning-centred approach to ESP. In the_

following pages we shall explain what this shift in focus entails for the
ESP practitioner.

The book is divided into four sections {see figure 1).

Section I is an overview of the origins and development of ESP and
considers the question of how ESP fits into the general landscape of
English Language Teaching.

Section 2 looks at basic principles and techniques in course design. How,
in other words, do you create a course to fit the needs of a particular
group of learners?

Section 3 is concerned with the practical applications of the course design
in the form of a syllabus, materials, methodology and assessment. Put
briefly, having completed your course design, what do you do with it?
Section 4 considers the role of the ESP teacher and provides mformamon
about resources to help the teacher.

The book is intended to be very mnch a practical guide, and to this
end we have supplied a number of Tasks at the end of each chapter.
These are to get you thinking about the issues that are raised in that
section and, in particular, to help you relate our necessarily general
points to your own specific situation. If you are concerned with teacher-
training, these tasks may also be useful as workshop or seminar
activities. Although they are placed at the end of the chapter, they
can often be more valuable if done before reading the chapter itself.

Your guide, route and mode of travel presented, it remains only to
wish you an interesting and enjoyable journey.
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Introduction

SECTION 1: ESPis
WHAT IS ESP? based on designing
courses to meet
learners’ needs

o SECTION 2: What does course
ﬁ}é& COURSE DESIGN design involve?
1
dﬁiﬁg " Models Needs
%g language of learning analysis
il I
Approaches to
course design
T
¥
SECTION 3: ‘ How do you use
AFPLICATION a course design?
Syllabus Materials Materials
design evaiuation design Methodology
Evaluation
SECTION 4: What is the role
THE TEACHER of the ESP
teacher?
Orientation Resources

Figure 1: Outline of * A learning-centred approach to ESP’







Sectiont Whatis ESP?

{ Particulars are not to be examined till the whole has been
Surveyed.)

iz - (Dr Samuel Johnson: Preface to Shakespeare)

(Mmﬁ_l_h_tmﬁﬁm‘_JmMWﬁnidon of ESP.
But rather than give a straight answer now to the question ‘What is
_ESP?’, we would prefer to let it gradually emerge as we work throu:

the section. Let us begin instead with a simpler question: ‘ Why ESP?’
After all, the English Language world got along well enough without
it for many years, so why has ESP become such an important (some might
say the most important} part of English language teaching? In the
following three chaptcrs we shall briefly survey the factors which led to"

the emergence 1ce of ESP in the 1ate 9605 and theforces; both theoretical
and practical, which have shaped its subsequent development. In Section
2 we shall look in greater detail at the elements we outline in this

section.*

* It is our intention here only to esrablish the background for the concepts and procedures we
wish to present in this book. For a thorough and derailed explanadon of the development of
ideas and practices in ESP, we would recommend Ep:sodes in ESP by John Swales (Pergamon,
1985).



1 The origins of ESP
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We will now discuss in a little more detail the struggle for
existence.

;.

(Charles Darwin: The Origin of Species)

As with most developments in human activity, ESP was not a planned

and coherent movement, but rather a phenomenon thiat grew out of 2

number of converging trends. These trends have operated in"a variety~

of ways around the world, but we can identify three main reasons
common to the emergence of all ESP.

(=20 &

1 The demands of a Brave New World o

fe

The end of rhe Second World War in 1945 heralded an age of enormous
and unpreccdentcd expansion in scientific, techhiéal ‘and “écononiic
activity on an international scale, This expansion created a world unified
and dominated by two forces = technology and commerce — which in
their relentless progress soon generated a demand for an mternanonal
language. For various reasons, most notably the economic power. of the
United States in the post-war world, ‘thisrole fell to English.

“The effect was to create a whole new mass of people wanting to learn
English, not for the pleasure or prestige of knowing the language, but
because English-was the key. to the international currencies of technology
m&:imercc. Prewously the reasons for learning English (or any other
language) had not been well defined. A knowledge of a foreign language
had been generally regarded as a sign of 4 well-founded education, but
few had really questioned why it was necessary. Learning a language

s, so to speak, its own justification. But ‘as English became the
accepted international language of tcchnology “and Comimerce, it ‘ereated -
a new génerauon‘“'“ﬁ learners who knew specifically ‘why they were
ledrning 7 langiage = businessmen and ~women who wanted 16 Sell theit

roducts, mecﬁamcs who had to read instruction manuals; doctors who
“nesded to ‘keep up “with developments in their field and a whole range of
students whose course of study mcluded textbooks and ]Ournals only
availablein Enghsh AH these and many others needed English and, most
importantly, they knew why they needed it.

]
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This development was acg_:elerated by the Ol Crises of the early 1970s,

which re res ulted in a masswe ﬂow of funds and” Westem expertlse into *:

‘comtmercial pressures began to exert an influence. Time and. _money

constraints created a need for cost—effectwe courses wfthﬁe’ie'arly deﬁnea
goals =T ”'? FREA . -

T
“The general cffect of all this deve}opment was to exert pressure on

to _the wishes, | gﬂeegs_ and de_r_r;g_nds of pecfple “other than’ language ;
teachers. English had become accountable to the scrutiny of the wider

* world and the traditional leisurely and purpose-free stroll through the
landscape of the English language seemed no longer appropriate in the

harsher realities of the market place.

e

. 7 At the same time as the demand was growing for English courses tailored
‘7, to specific needs, influential new ideas began to emerge in the study of
. language. Traditionally the aim of linguistics had been to describe the

.

37 rules of Enghsh usage, that is, the grammir “However the new studies
n

e e o Ao,

* ishifred attentioni away from defining the formal features of Ianguage
T g usage to dlscovcnng the ways in ‘which language is actually used in real ~
. communication (Wlddowson, 1978). Orie ﬁndmg of this fesedrch was -
that the language we speak and Write varies considerably, and in a
number of different ways, from one context to another. In_English
- language teaching this gave rise ro the view that there arg important :
differences between, say, the English of commerce and that of engineering.
These ideas married up paturally with the development of English
_Gourses for ¢ spccxﬁc groups of learners. The idea was simple: if language
" varies from one situation of use to another, it should be possible to
‘ deterrnme the features of specdic s1tuanons and then make these features
. the basis of the léarners’ couirse. ™"~
- Swales {1985) presents an article by C. L. Barber on the nature of
Scientific English which was published as early as 1962. But ir was the
late 1960s and early 1970s which saw the greatest expansion of research
intg the nature of particular varieties of English — for example, descnp—
tions of written scientific and technical English by Ewer and Latorre
_ (1969), Swales (1971), Selinker and Trimble (1976) and others. Most of
%@ the work at this time was in the area of English for Science and -
Technology (EST) and for a time ESP and EST were regarded as almost
synonymous. But there were studies in other fields too, such as the

L3
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What is ESP? Une bwi im i of

analysis of doctor-patient communication by Candlin, Bruton and

Leather (1976). @
In short, the view gained ground that the English needed by a

particular group of learners could be identified by analysing the

linguistic characteristics of their specialist area of work or study. ‘Tell @

‘me what you need English for and 1 will tell you the Enghsh that you

nced became the gu1d1ng prlnCIpIe of ESP.” - T

. 3 Focus on the learner
New developments in educanonal _psychology also contribured to the
rise of ESP, by emphasmmg\the central importance of the learners and
their atritudes to leammg_ (e.g. Rodgers, 1669). “Learners v were seen to
have different needs and interests, which would have an important
influence on their motivation to leam "and therefore on the effectiveness
of their léatning. This lent support to-the devclopment of courses ih
‘which ‘relevance’ to the learners’ needs and interests was paramouit.”
The standard way of achieving this was to take téxts from thé learness
specialist area — texts about Biology for Biology students etc. The J

ormee——
assumption underlying this approach was that the clear relevance of the ~

5

ey N,

_English_course to their needs would improve the learners’ ‘r‘nkotlvanon )

and thereby malce learning betrer and faster. e

4

_,heﬁg!:owth of ESP, then, was brought about by a combination of three_ -
" important factors: the.expa exHansmn of demand for English to suit particular 7
‘needs and deveiopments ‘in the fields of linguistics and educational i

psychology. All three factors scemed to point towards the need for
mcrcased specxahsanon in Ianguage Ieamlng

I

TR B AT
j»‘\. P . &'Q\,.; '.‘l‘-.,t,:':;?s;“é{ E

‘, Taé)ks

I Why was ESP introduced in your country or teaching institution?
What kinds of ESP are taught?

C 2 ¥Tell me what you need Engli-sh for and I will rell you the Eng]ish.

“that you need’ (p. 8). How justifiable do you think this claim is for
ESP?

3 ‘The clear relevance of the English course to their needs would

improve the learners’ motivation and thereby make learning better
and faster’ (p. 8).

a) Give three ways in which ‘relevance’ can be achieved.
b) In what ways can motivation affect language learning? %
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The best laid schemes o’ mice and men
Gang aft a-gley.

{Robert Burns)

From its early beginnings in the I960s ESP has undergone three main
phases of deve Iogment It is now in a fourth phase with a fifth phase

Starting to emerge.-Weshall describe each of the five phases in greater

detail in later chapters, but it will provide a useful. perspective to give

a brief summary here. It should be pointed out first of all that ESP is
not a monolithic universal phenomenon. ESP has developed at different”
speeds in different countries, and examples of all the approaches we shall
descrlbe car}_b_qjgund operating somewhere in the world at the present _
time. Our summary must, therefore, be very gcneral in its focus,

It will be noticeable in the following overview that one area of activity
has been particularly important in the development of ESP. This is the .
area usuaIIy known as EST(English for Science and Techfiology). Swales
(r985) in fact isés the development of EST to illustrate the development -

of ESP in general:

‘With one or two exceptions .. . English for Science and Technology has always
ser and continues to set the trend in theoretical discussion, in ways of analysing
language, and in the variety of actual teaching materials.”

We have not restricted our own illustrations to EST in this book, but

we still need to acknowledge, as Swales does, the pre-eminent position
of EST in the ESP story.

1 The concept of spe\cfiaa language: register analysis

This stage took place mainly in the 1960s and early 1970s and was

associated in particular with [the work of Peter Strevens (Halliday,
Mclntosh and Strevens, 1964), Jack Ewer (Ewer and Latorre, 1969) and
John Swales (1971). Operating on the basic principle that the English
of, say, Electrical Engineering constituted a specific register different
from that of, say, Biology or of General English, the aim of the analy51s

o) . P
NIRRTy
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What is ESP? ' @

was to identify the grammatical and lexical features of these registers.
Teaching materials then took these linguistic featiirss as their syllabis.

A good example of such a syllabus is that of A Course in Basic Scientific
English by Ewer and Latorre (1969) (see below p. 26).

In fact, as Ewer and Latorre’s syllabus shows, register analysis
revealed that there was very little that was distinctive in the sentence /
grammar of Scientific English beyond a tendency to favour particular..
forms such as the present simple tense, the passive voice and nommal %
compounds. It did not, for example, reveal any forms that were not
found in General English. But we must be wary of making unfaxr
criticismi.” Although there was an academic interest in the nature of ) i
registers of English per se, the main motive behind register analyses such - ” i
as Ewer and Latorre’s was the pedagogic one of making the ESP course
more relevant to learners’ needs. The aim was to produce a syllabus 7
which gave high priority to the language forms students would meet in ~ XE
their Scierice studiés and in_turn v would give low pnorlty to forms 5 they

language of some widely used school textbooks. They found that the
school textbooks neglected some of the language forms commionly fourid
in Scxcnce tcxts, Eor cxamplc, cornpound nouns, passives, condmona!s,

—

course should therefore, give preccdence t& these forms. W

e 4

2 Beyond the sentence: rhetorical or discourse -
analysis Q

There were, as we shall see, serious flaws in the register analysis-based
syllabus, but, as it happened, register analysis as a research procedure
was rapidly overtaken by developments in the world of linguistics.
Whereas in the first stage of its development, ESP had focussed on
Ianguage at the senitence level; the second phase of development shifred™
atrention to the level above the seritence, as ESP hecame closely ifivolved ™
with ‘the emerging field of discourse. or rhetoncal analysts. The leadmg Ny
lights in this movement were Henry Widdowson in Britain and the ;
so-called Washington School of Larry Selinker, Louis Trimble, john /
Lackstrom and Mary Todd-Trimble in the United States.

The basic hypothesis of this stage is succinctly expressed by Allen and
Widdowson (1974):

i

“We take the view that the difficulties which the students encounter arise not 50
much from a déféctive knowledge of the system of English, but from an
unfamiliarity with Enghsh use, ; and that. consequently their needs cannot be

met by a course Wthh s1mp1y pr0v1des furthcr practlce n the compos:t:on of %
5
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sentences, but only by one which develops a Lknowledge o of f how sentences are
m—p—eﬁa?mancc of different communicative acts.” " e
- b b e PR
{ Register analysis had focussed on sentence grammar, but now att}:ntlon )
,shzf@ﬂ?ﬁ anding how sentences were conibined i discoiirse ta
{produce meaning. The concern of research; therefore; was to-identfy ~
the organisational patterns in texts and to specify the linguistic means
by which these patterns are signalled. These parterns would then form
the syllabus of the ESP course. The Rhetorical Process Chart below (from
EST: A Discourse Approach by Louis Trimble (1985)} is representatwe
of this approach:

\, ) <
— \w_‘f._;,b-v

Ao
Level Description of lovel e T

A. The objectives of the total discourse
EXAMPLES: 1. Detailing an experiment
2. Making a recommendation
3. Presenting new hypotheses or theory
4. Presenting other types of EST information

8. The general rhetorical functions that develon the objactives of
Loavel A
EXAMPLES: 1. Stating purpose
. Reporting past research
. Statingthe probfem
. Presenting information on apparatus used in
an experiment —
a) Dascription
b)Operation
5. Presenting information on experimental
procedures

£ O M

C. The specific rhetorical functions that develop the general
rhetorical functions of Level B
EXAMPLES: 1. Description; physical, function, and process
2. Definition
3. Classification
4, Instructions
5. Visual-verbal relationships

D.  The rhelorical techniques that provide refationships within and
betwseen the rhetorical units of Level C
EXAMPLES: 1. Orders

1. Time order

2. Space order

3. Causality and result
il. Patterns

. Causality and result

. Order of importance

. Comparison and contrast

. Analogy

. Exemgiification

. Mustration

artn Ao

Figure 2.: Rhetorical Process Chart

X



What is ESP?

As in stage 1 there was a more or less tacit assumption in this approach
that the rhetorical patterns of text organisation differed s1gmﬁcantly g

between specialist areas of use: the rhetorical structure of science texts
was regarded as deferent from rhat “of commercial texts, for éxample:” -~

However, this point was never very clearly examined (se€ Swales; 1985,
pp- 70-1) and indeed paradoxically, the results of the research into the
discourse of subject-specific academic texts were also used to make
observations about discourse in general (Widdowson, 1978).

The typical teaching materials based on the discourse approach taught
studcﬁf‘s”t"é‘i%cogmsa ise textual patterns and discourse markers mainly by
means of text-d:agrammng exercises (see below p. 36). The English'in

Fécus séries (OUP) is a good cxample of this approach. %

3 Targetsituation analysis j}"":‘-@'

The stage that we come to_consider now did not really add anything ;
niev €6 the range of knowledge about ESP:WHhat.it aimed to do_was to - g%
“take_the existing knowledge and set it on a more sc1cnt1ﬁcw basis, by
establishing procedures for relating languagc_—wélysm more closely to
learnersreasons for léarming. Given that the purpose of an ESP course ™
is“to enable learners to function adequately in a target situation, that

is, the situation in which the learners will use the language they are

learning, then the ESP course design process should proceed by first :
identifying the target situation and then carrying out a rigorous analysis

of the linguistic features of that situatio e identified features will g
form the syllabus of the ESP course"This process is usually known as ﬁqﬂ:{

needs analyszs However, we prefer to take Chambers’ (1980) term of ~

‘target situation analysxs since it is a more accurate descnptxon of the

process coniceined. ~ - - - &
‘The most thorough cxplananon of target situation analy51s is the®

system set out by John Munby in Communicative Syllabus Design

(r978). The Munby model produces a detailed profile of the learners’ %

needs in terms of communication purposes, communicative setting, the -

means of communication, language skills, functions, structures etc. (see

below p. 55). %
The target situation analysis stage marked a certain ‘coming of age’

for ESP. What-had previously been done very much in a piecemeal way,

was now systematised and learner need. was. apparently “placed-at the "

centre of the course demgn process. It proved in the event to bé a false

dawn. As we shall see in the followinig chapréts, the concept of needs

that it was based on was far too simple.

Iz
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The development of ESP
4 Skills and strategies

We noted that in the first two stages of the development of ESP all the
analysis had been of the surface forms of the language (whether at
sentence level, as in register analysis, or above, as in discourse analysis).
The target situation analysis approach did not really change this,
because in its analysis of learner need it still looked majnly at the surface
linguistic features of the target situation.

The fourth stage of ESP has seen an attempt to look below the surface
and to consider not. ot the language itself but the thmkmg processes thath

although we might mention the work of Fran ‘rancoise_Grellet (1981)
Christine Nutall (1982} and Charles Alderson and Sandy Urquharg
(1984) as having made significant contributions to work on reading
skills. Most of the work in the area of skills and strategies, however,
has been done close to the ground in schemes such as the National ESP
Project in Brazil (see below p. 172) and the University of Malaya ESP
Project (see ELT Documents 107 and Skills for Learning published by
Nelson and the University of Malaya Press).

Both theése projects were set up to cope with study situations where

the mediuin of instriiction is the mother torigue but students need to read”

a number of specialist texts which are available only in English. The

projects s have, " therefore, - "*concentrated tﬁexf 'cfforts on readmg
strategies.” T
Theprincipalidea behind the skills-centred approach is that underlymg

all language use there A€ COmmon reasoning : and intérpreting pro ProCesses,

dlscoursc. There i3, tflcrefore no need to focus closely on the surface
forms of the languagc. The focus shqgld rather be on the underlying
e learner to cope with the surface

interpretive strategies, wh which enablethe

forms, for example guessing the T nieaning of words from context, using

visual layout to determine the type of text, exploiting cognatés {i.e.

words which are sunllar in the mother tdngue and the target language}

‘It was argued that readmg skllls are not language-specxﬁc but universal and
that there is a core of language (for example, certain structures of argument
and forms of presentation) which can be identified as “academic™ and which
is not subject-specific.’ {Chitravely, 1980)

* It is interesting to note, however, thar not all such projects have such a focus. The ESP project
at King Mongkur’s Instirute of Technology i Bangkok, Thailand, for example, has to cope with
a very similar study situation, but the focus here is on the full range of skills {reading, writing,
listening, speaking).
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What is ESP?

As has been noted, in terms of materials this approach generally puts
the emp emph351s on readmg or lxstenmg strategies. The characteristic
exercises get the learners to reflect on and analyse how meaning is
produced in and retrieved from written or spoken discourse. Taking
their cue from cognitive learning theories (see below p. 43), the language
learners are treated as thinking beings who can be asked to observe and
verbalise the interpretive processes they employ in language use.

5 Alearning-centred approach

In outlining the origins of ESP (pp. 6-8)}, we identified three forces, which i
we might characterise as need, new ideas about language and new ideas

about learning. It should have become clear that in its subsequent %
development, however, scant attention has been paid to the last of these

forces — learning. All of the stages outlined so fa far have been_ funda-

nentally Bawed, in that they are all based on descrxpt:ons of langnage 7
use. Whether this description is of surface forms, as i the case of register it
analys:s, or of underlying processes, as in the skills and strategies
approach, the concern in each case is with describing what people do
with language. Butour concernin ESP is not with language use — although
this will help to défifie thé course -objectives.Our "¢onceérn s with

language Tearning. We "cdnaot sifiply ~assumethat ' déscribing “and =
excmphfymg what people do with language will énable someone to learn 1l

it. If that were so, we would need to do no more than read a grammar
book and a dictienary in order to learn a language. A truly valid

approach to ESP must be based on an understanding of the processes -
of language learning.

This brings us to the fifth stage of ESP development — the learning- i
centred “approach; which” will form the subject of ‘this. book. The i

importance and the 1mpl1catzons of the distinction that we have made

betwecn—language use and language ledrhmg w1li hopeful]y become cIcar

as we procced through the followmg chapters

s

Tasks

1 Which of the stages outlined above has your country experienced ? Has %
it developed in a completely different way ?

2; Why do you think EST has set the trends in the development of ESP?

3 How far would you agree with Widdowson and Allen’s assertion
{pp. 1o—11)?

14



The development of ESP

4 Aninformation leaflet about the Brazilian ESP Project summarises its
aims as follows:

‘The “ specific purpose” most common within the participant eniversities is
the reading of specialist literature in English. Consequently there is a
consensus within the project to focus on the teaching of reading strategies
with the use of authentic materials and the use of the native language in
spoken classroom discourse. The teaching of grammar is based on the
minimum necessary for understanding academic texts. The emphasis is
largely on a general course content to cover common problems (such as
reading strategies), rather than specific courses according to the student’s
subject specialism (e.g. “English for Engineers ™).’

a) Why do you think this approach has been adopted ?

b} Do you think that the approach is a justifiable response to the needs
of the students?

¢) How do you think students and teachers will react to this
approach?

% TR
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ESP: approach not product

A_h\:)u\_‘..\ L&; PE S ?:-3"&‘3-."-1 B, 1’{_
Beware that you do not lose the substance by grasping at the
shadow.

{Aesop: * The Fable of the Dog and the Shadow )

The survey above shows that in its relatively brief history there have been
several major shifts in the development of ESP both in theory and
practice. However, we have tried to show that, in spite of their
differences, the successive stages have all concentrated on the linguistic
aspect of ESP: they are all essentially language-centred approaches. In
later chapters we shall look in greater detail at how this has shaped the
way in which people see ESP. For now let us return to the question posed
at the beginning of this section: * What is ESP?’ To answer this question
fully, we need first of all to establish a context which will help us to see
how ESP at the present time relates to the rest of ELT. What exactly
is the status of the citizens of ESP and its satellite settlements m reIat1on
to the general world of ELT?
' Inthe time-honoured manner of linguistics, we shall represent the
relatlonshlp in the form of a tree (see figure 3).
The tree represents some of the common divisions that are made in
ELT The topmost branches of the tree show the level at which
. individual ESP courses occur. The branches just below this level indicate
> that these may conveniently be divided into two main types of ESP
" differentiated according to whether the learner requires English for
{ academic study (EAP: English for Academic Purposes) or for work/
/ training (EOP/EVP/VESL: English for Occupational Purposes/English

for Vocational Purposes/Vocational English as a Second Language).
This is, of course, not a dlear-cut distinction: people can work and study '

sxmultaneously, it is also’ likely that in many cases the language learnt”
for itmediate use in a study environment will be used later when’ the
‘ student takes up, or returns to, a job.

+ AT the next level down it is p0551ble to distinguish ESP courses by the
general nature of the learners’ specialism. Three large categories are
usually identified here: EST (English for Science and Technology), EBE
(English for Business and Economics) and ESS (English for the Social
Sciences). This last is not common, probably because it is not thought

16
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ESP: approach not product
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Figure 3 : The tree of ELT
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What is ESP?

to differ significantly from more traditional humanities-based General
English.

As we go down the tree, we can see that ESP is just one branch of
EFL/ESL, which are themselves the main branches of English Language
Teaching in general. ELT, in turn is one variety of the many possible
kinds of language teaching.

But, of course, there is more to a tree than is visible above ground:
a tree cannot survive without roots. The roots which nourish the tree
of ELT are communication and learning.

The analogy of a tree can help us to get a bit closer to a definition

ESPisn’t._ .~
et T

: o
P oo e e bl bl LIRS ) Tl " [ PR e
l‘t,:J PN Y e U TR TS R o ?-.‘..'&-L_-'_}\« ™ .

Ny Taraa

a) ESP is not a matter of teaching ‘specialised varieties’ of English. The
fact that language is used for a specific purpose does not imply that
it is a special form of the language, different in kind from other forms.
Certainly, there are some features which can be identified as ‘typical’
of a particular context of use and which, therefore, the learner is more
likely to meet in the target situation. But these differences should not
be allowed to obscure the far larger area of common ground that
underlies all English use, and indeed, all Janguage use.

b) ESP is not just a matter of Science words and grammar for Scientists,
Hotel words and grammar for Hotel staff and so on. When we look
at a tree, we see the leaves and branches, but there is much more to
the tree than just these — much of it hidden from view inside and
beneath the tree. The leaves do not just hang in the air: they are
supported by a complex underlying structure. In the same way there
is much more to communication than just the surface features that
we read and hear. We need to distinguish, as Chomsky did with
regard to grammar, between performance and competence, that is
between what people actually do with the language and the range of
knowledge and abilities which enables them to do it (Hutchinson and
Waters, 1981).

c) ESPis not different inkind from any other form of language teaching,
in that it should be based in the first instance o principles of effective
and efficient learning. Though the content of learning may vary there
is no reason to suppose that the processes of learning should be any
different for the ESP learner than for the General English learner.
There is, in other words, no such thing as an ESP methodology,
merely methodologies that have been applied in ESP classrooms, but

could just as well have been used in the learning of any kind of
English.

So what is ESP? Having stressed the commonality of language and
learning, how does ESP differ from other forms of ELT ? To answer this,

18
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ESP: approach not product

ESP must be seen as an approach not as a product. ESP is not a particular

kind of language or methodology; fior does it consist of a particular type
of teaching material. Understood properly, it is an approach to language

learning, which is_ based on learner need. The foundation of all ESP is

the simple question: Why does this learner need to learn 2 forexgn
ﬁ% language ? From this question will flow a whole host of further questions,
some of which will relate to the learners themselves, some to the nature

of the language the learners will need to operate, some to the given
learning context. But this whole analysis derives from an inirial identified
need on the part of the learner to learn a language. ESP, then, is an -,
approach to language teaching in which all decisions as to content anE[~ -
% method are based on the 1earner s reason for Ieammg )

e
\,Ju FETSE F e S B

Pt Sopam
oy

Conclusion orisie  po b b S

In this section we have identified the main factors in the origins of ESP
and given a brief overview of its development. We have noted that the
Iinguistic_factor_has tended to dominate this development with an
emphasis on the analysis of the nature of specific varicties of Ianguage

Tor a .wider view that focusses less on dlfferenccs and more on what
various spcc1ahsms have in common. As ‘the tree of ELT” shows, what
they have in common is that they are all primarily concerned with .
communiczation and learning. ESP should properly be seen not as any
particular Tanguage product but as an ‘approach to language teaching
whichisdirécted by specific and apparéit reasons for learmng

Tasks

1 Our tree gives only a few examples of ESP courses. Complete the
branches at the top, by adding other courses.

)

E 2 What differences would you expect to find between an EQOP course
. and an EAP course for doctors? In what ways do you think

o= occupational and academic needs differ?

@AH language teaching should be based on learner needs. Thus in
theory there is no difference between ESP and General English
teaching; in practice, however, there is 2 great deal of difference. How
far would you agree with this statement? What differences, either in
theory or in practice do you think there are?

Suem
Sop
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Section2 Course design

I keep six honest serving-men.

{They taught me all I knew.)

Their names are What and Why and When
And How and Where and Who.

(Rudyard Kipling}

We concluded the previous section by stating that ESP is an approach
to language teaching which aims to meet the needs of particular learners.
This means in practice that much of the work done by ESP teachers is
concerned with designing appropriate courses for various groups of
learners. Thus, whereas course design plays a relatively minor part in
the life of the General English teacher — courses here usually being
determined either by tradition, choice of textbook or ministerial
decree ~ for the ESP teacher, course design is often a substantial and
important part of the workload.

Designing a course is fundamentally a matter of asking questions in
order to provide a reasoned basis for the subsequent processes of
syllabus design, materials writing, classroom teaching and evaluation.

“We need to ask a very wide range of questions: general and specific,
theoretical and practical. Some of these questions will be answered (at
least in part) by research; others will rely more on the intuition and
experience of the teacher; yer others will call on theoretical models. We
can use Kipling’s ‘honest serving men’ to outline the basic questions.
We need to know:

" Why does the student need to learn?

Who is going to be involved in the process? This will néed to cover not

~jist the stadent, but all the people who may have some effect on the
process: teachers, Sponsors, inspectors etc.

Where is the learning to take place What potential does the place

provide 3 What limitations does it ifapose ?

When is the learning to take place? How much timé’is available? How
will it be distributed ?

What does the ﬁrmrde_n_t n_eed_ to learn? What aspects of language will be

A
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needed and how will they be described ? What level of proficiency must
be achieved ? What topic areas will need to be covered?

" How will the learning be achieved > What learning theory will underlic
—thiecourse ? What kind of methodology will be employed?

In this section we shall invéstigate these basic questions more
thoroughly, by considering them under three main headings: Language
descriptions, Theories of learning and Needs analysis. We_should

ey
emphasise, however, that, although for clarity we need to look at the
thre€ factors s separately, it is their intérdépendence in the course design

process ss which is of greatest importance. We might represent theu'
‘reat onshlp llke thls

™~

nature of
particular
target and
learning situation

WHO? WHY ?
WHERE? WHEN?

. Needs analysis
Figure 4. Factors Y

affecting ESP course design

First a word about terminology : a lot of confusion is undoubtedly caused
in discussions about ESP course design by the imprecise use of terms such
as ‘communicative’, ‘structural’, ‘functional’ etc. Thus it is not
uncommon to hear people talk of a ‘functional approach’ or a
‘structural method’, although no such things really exist; that much-
abused term, ‘communicative’, is often used as if it were synonymous
with ‘functional’, which it is not. To try and prevent such confusion,
we shall adopt two strategies.

Firstly, wherever possible, we shall avoid the term ‘ communicative’.

22
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Course design

This has become such an emotive word, that, rather like ‘democracy’
or ‘freedom’, it is claimed by everyone and is capable of innumerable
interpretations, many of which are flatly contradictory. It has come, in
effect, to mean simply a good, modern approach to language teaching,
rather than indicating what that approach might consist of. Indeed, it
‘is now almost an insult to infer that someone’s materials or methods
are uncommunicative. It is for this reason that we have taken in
preference the term learning-centred, since it expresses more specifically
what the principlés of the approach are.

The second strategy we have adopted is to make a clear distinction
between the two elements of language description and learning tbeory
The language description is the way in which the language system is

broken down and described for the purposes of learning. Terms such -
as ‘structural’, ‘functional’, “notional’ properly belong to this area.
They refer to ways of analysing and describing language. They say
nothing about how the language items described can or should be taught.
It is, therefore, inappropriate to use these terms in conjunction with
‘approach’ or ‘method’, since these latter terms indicate a way of, or
attitude to, teaching. An approach or method derives not from a view
of language, but from a view of learning. It is the learning theory which |
provides the theoretical basis for the mcthodology, by helping us to
understand how people leatn. It is also important to note that theories
of learning are not necessarily confined to how people learn language,
but can refer equally to the learning of any kind of knowledge, for
example how to drive a car. In the area of learning theories the relevant
terms we shall consider are *behaviourist’, ‘ cognitive’, ‘affective’.

Having clarified the terminology, we can proceed to a brief outline
of this section. We stated in chapter 1 that ESP should be viewed in the
broader context of ELT in general. Accordingly in chapters 4 and 5 we
shall look at the main developments in language descriptions and
learning theory in general terms and then consider how they have been,
or can be, useful in ESP. In chapter 6 we shall consider needs analysis,
arguing for a much broader concept of needs than is often defined.
Finally in chapter 7 we shall describe various ways in which {anguage,
learning and needs have been dealt with in ESP course design.

Tasks

1 Our list of questions is very general. Take one of Kipling’s ‘honest
serving-men’ and make a detailed list of the questions you think it
is important to ask as a preliminary to designing an ESP course.

2 What do you understand by the term ‘communicative’? What
features would, for example, characterise ‘communicative’ materials ?

23



4 Language descriptions

v

They have been at a great feast of language, and stolen the
SCraps. ‘
(Shakespeare: Love’s Labour’s Lost)

Any ESP course makes use of explicit or implicit ideas about the nature
of language. These ideas are drawn from the various language
descriptions that have been developed by succeeding schools of thought
in Linguistics. We now have a number of ways of describing language
available to us. It is, therefore, important to understand the main
features of each of these descriptions in order to consider how they can
be used most appropriately in ESP courses. Not all the developments in
Linguistics have had pedagogic applications, of course. In this chapter
we shall give a brief outline of the various ideas about language that
have influenced ESP in some way. We can identify six main stages of
development.

nan

'a}n.&‘ O P S A e

Although language teaching has a long history stretching back to ancient
times (see Howatt, 1984), the ways of describing language remained little
changed until this century. Descriptions of English and other languages
were based on the grammars of the classical languages, Greek and Latin.
These descriptions were based on an analysis of the role played by each
word in the sentence. Languages were described in this way because the
classical langnages were case-based languages where the grammatical
function of each word in the sentence was made apparent by the use
of appropriate inflections. Thus the form of a word would change
according to whether it was a subject, object, indirect object and so on.
The prestige of the old classical languages ensured the survival of this
form of description even after English had lost most of its case markers
and become a largely word-order based language.

Since ESP emerged after the classical form of description had been
largely abandoned, its influence on ESP has never been strong. Never-
theless, it has continued to provide the teacher with a useful indirect
source of guidance. Register analysis, for example, drew heavily upon
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Language descriptions

its terminology in syllabus design (sce p. 9). As Allen and Widdowson

(1975) say: .

‘Teachers who wish to maintain a balanced view of linguistics should not
overlook the fact that traditional grammar has many useful virtues. The
traditional handbooks provided an array of terms and distinctions which most
of us used in learning to talk about our own language, and which many people
continue to find serviceable throughour their lives.”

It can also be argued that, although cases may no longer be apparent
in modern English, the concepts they represent underlie any language
(Fillmore, 1968). Thus a knowledge of the classical descnpnon can still

deepen our knowledge of how languages operate. T o

2 Structural Imgunstlcs i el iTeL

The first real challenge to the classical description of languages came
in the 19305 with the advent of structuralism, associated with linguists
such as“BTS@;gﬁeld {1935). The structural or ‘slot and filler’ form of
language description will be familiar to most language teachers as a
result of the enormous influence it has had on language teaching since
the Second World War.

In a structural description the grammar of the language is described
in terms of syntagmatic structures which carry the fundamental propo-
sitions (statement, interrogative, negative, imperative etc.) and notions
(time, number, gender etc.). By varying the words within these structural
frameworks, sentences with different meanings can be generated. This
method of linguistic analysis led in English language teaching to the
development of the substitution table as a typical means of explaining
grammatical patterns. These are still widely used today as this example
from the Nucleus series shows:

5. Write nine sentences from this table. Remember that there are many
different possibilities, not just nine correct sentences.

Diabetes mellitus unconsciousness.
Inadequate heat loss cause shock.

Some foods bad teeth,

A dog bite death,

An electric shock can | resultin | heat stroke.
Insufficient calcium | may blisters.

Severe shock allergies.

Burns lead to | asphyxia.

A haemorrhage rabies.

{from Nuclens: Nursing Science by R. Kerr and J. Smith, Longman, 1978)
Figure 5: A substitution table in ESP
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Course design

In fact, the development of structural descriptions of languages had lictle
to do with English in its early stages, but came from the need to describe
the Indian languages of North America before the last native speakers
died. It soon became apparent, however, that for a word-order language
such as English the slot and filler description would also be particularly
appropriate.

Apart from the substitution table, the most enduring application of
structural Jinguistics wMuctu&al syllabus, whxch has proved fo

s e et

be a very powerful means of selecting and seq sequencmg !anguage items.

In such a syllabus, items are gradéd so thatsimpler and more immediately

useable structures precede the Tore complex ones. An example of am---

ESP syllabus based "on “structural precepts is that used by Ewer and
Latorre (1969) {minor details omitted):

Simpie Present Active

Simple Present Passive

Simple Present Active and Passive
-ing forms

Present Perfect; Present Continuous
Infinitives

Anomalous Finites

Past Perfect; Conditionals

W~ GO Wk

At its best the structural syllabus provides the learner with a systematic
description of the generative core of the language — the finite range of
structures that make it possible to generate an infinite number of novel
utterances. For this reason the structural syllabus continues to be widely
used in spite of criticism from advocates of functional, notional or
use-based descriptions of English (sec e.g. Wilkins, 1976 and Widdowson,

1979). Its strength is also its greatest weakness The very s;mpllc:lty of

the learner with an. understaﬁamg of the co cornmumcatwe use e of __t_}}e

structures (Allen and Widdowson, 1974). Later developments m langixage

teaching and linguistics have attempted to remedy this weakness.

3 Transformational Generative (TG) grammar

The structural view of language as a collection of syntagmatic patterns
held sway until the publication in 1957 of Syntactic Structures by Noam
Chomsky. Chomsky argued that the structural description was too
superficial, because it only described the surface structure of the
language, and thus could not explain relationships of meaning which
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Language descriptions

were quite clearly there, but which were not realised in the surface
structure. Thus these two sentences:

John is easy to please.
John is eager to please.

would, according to a structural description, indicate the same relation-
ship between the words in the sentences. But obviously the relationship
is not the same: in the first sentence John is the receiver of pleasing, while
in the second he is doing the pleasing. Similarly the identity of meaning
between an active and passive sentence would not be shown, e.g.

The City Bank has taken over Acme Holdings.
Acme Holdings has been taken over by the City Bank.

Here the relationships of meaning within the two sentences are identical,
but in 2 structural description this cannot be shown. Structurally they
are different and there is no way of indicating the identity of meaning.

Chomsky concluded _t!la_gmthesc problems arose because language was
being analysed and described in isolation from “the human mind which
produces it. He maintained that, if we want to understand how language-
works, it cannot be viewed as a phenomenon in itself. It must be viewed
as a reflection of human thought patterns. He proposed t that there must
be two levels of meaning: a deep level, which is concerned with the
organisation of thoughts and a surface level, where these thoughts are_
expressed through the syntax of the language. The grammar of a
language is, thereforé; not the surface structures themselves, but the rules
that enable the language user to generate the surface structures from the
deep level of meaning.

Chomsky’s work had an enormous and direct influence on the
world of Linguistics. His effect on language teaching has been more
indirect, but no less important. Firstly he re-established the idea that
language is rule-governed. (We shall consider this aspect in more detail
under learning theories in chapter 5.) Secondly, he widened the view of
language to incorporate the relationship between meaning and form.
This second aspect had a considerable influence on language teaching
through the next school of thought that we shall describe, But for ESP
the most important lesson to be drawn from Chomsky’s work was the ~

distinction he madé hetWween performance (i.e. the surface structures)
and Zompetence (i.. the deep level rules). Chomsky’s own definition of

'performancc ‘and competence was narrowly based, bcmg conéerned only

With syntax. In ESP we need to take a much broader view, but the basic
dlstmctlon itself is still valid. Put simply, describing what people do with
the language (performance) is important, but of equal, if not greater
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importance is discovering the competence that enables them to do it
(Hutchinson and Waters, 1981).

A simple way of seeing the distinction between performance and
competence is in our capacity to understand the meanings of words we
have never met before. For example, the expression ‘ multangular tower’
occurs in a widely used English test. It is a word most people will never
have seen. But, if you know the prefix ‘mult’ (whether in your own
language or English), the word ‘angle’ and the basic word formation
rules of English, it is an easy matter to work out that a ‘multangular
tower’ is 2 many-sided tower, that is, not a round or a square one {seg
also p. 140). This process of interpretation would not be possible unless
there were an underlying competence which can operate separately from
the performance features of the language.

e In the early stages of its development, ESP put most empha31s on
descnbmg the performance needed for communication in the target
situation and paid little attention to the competence underlying it.
Indeed, accustomed as we are to seeing language and language learning
in terms of performance, it can be difficult to grasp the importance of
the competence/performance distinction. But it is one of crucial
importance for ESP and we shall return to it in the ensuing chapters. Z
\éf we have argued elsewhere:
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‘We need to make 2 distinction berween the performance repertoire of the
target situation and the competence required to cope with it. The competence,

providing, as it does, the generarive basis for further learning. . .is the proper
concern of ESP.’ (1bid.)

i

In the developments we have described so far we have considered
language solely from the point of view of form. But language does not
exist for its own sake. It exists because people do things with it: they
give information; they promise; they threaten; they make excuses; they
seek information; they classify; they identify; they report. Language, in
other words, can also be looked at from the point of view of function,
that is, what people do with it. This is not a new idea. The British
sociolinguist, J. R. Firth, investigated language in this way in the 1930s.
But it only became an important movement in Linguistics with the
development of the concept of ‘communicative competence’. Socio-
linguists, such as Dell Hymes, pro_poscd,mthal;competence consists not
just of 2 set.of rules for formulating grammatically correct sentences, but

also a knowledge of ‘when to speak, when Ao, -whiat 6 talk aboiic

with whom, thn where, 10 what i ianner.” ( (I—Iymes, 1972.) The study of
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other. ingrediehits of commumcatxon;sucb as: non—vcrbaI ‘Tommudica- ;

tion (gesture, posture, cye contact %t¢.), the medium and channel of
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Language descriptions

communication, role relationships between the -_participants, the topic
and purpose of communicatiof.

~—The ¢oficept of communicative competence has had far-reaching
consequences for ESP. It led to the next three stages of development
which we shall consider: language variation and register ana]ysxs-
"Ianguagc as funcuon dlscourse analysis.

i m

4 Language variation and register analysis

Consider these two texts. They are both describing the same job: drilling
a hole in a metal workpiece on a lathe. Text A is a transcript from a
video-taped demonstration in using the lathe. Text B is a set of
instructions taken from a workshop manual.

TEXT A

Now | have to change to the final size drill | require, which is three-quarters of an
inch diameter, and this is called a morse-taper sieeve.

A slower speed for a larger drill.
Nice even feed should give a reasonable finish to the hote.
Applying coolant periodically. This is mainly for lubrication rather than coaling.

Almost to depth now.,
Right. Withdrawing the drili.

That's fine.

TEXTB

Select required drill.
Mount drill in tailstock. Use taper sleeves as necessary.

Set speed and start machine spindle.

Position tailstock to workpiece.

Apply firm even pressure to tailstock handwheel to feed drifl into workpiece.
Apply coolant frequently.
Drifl hole to depth.
Withdraw drill.

Stop machine.

OO~ W=

(Hutchinson and Waters, 1981}

The illocutionary force of these two texts is the same, that is to say they

are both conveying the same message and they both have the same

purpose, namely to give instructions in carrying out the particular job. .

But the language of text A differs from that of text B in a number of

significant ways:

a} In A the speaker is not giving a direct set of instructions. He is actually
commenting on what he is doing, but this functions as a set of
instructions.
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b) The language is more anecdotal and sporadic. This is because there
is a visual element to the discourse. The main thrust of the
communication is carried by what he is doing with the machine
(Hutchinson, 1978).

¢} In text A there is an interpersonal dimension. The Janguage is,
therefore, less formal and contains some comments and expressions
of feeling, for example, ‘ That’s fine.’

d) The grammar of text B is consistent (e.g. the articles are always
omitted; the verb form is always the imperative). In text A there is
less consistency, because it is a free-flowing piece of spoken discourse.

There are other differences too, but cur purpose is not to give a detailed

analysis. The i - important point is that, if we view language as part of a

communicative whole, it is clear that languagc ¢ use shows considerable

“variéty, The whole communica

e act is made up of a_number of

. Varying one or more of these factors will ~
have“knock-6n " éffects on the other factors. Thus the presence of the
machine in text A affects what needs to be said in order to convey the
message. This sentence, ‘and this is called a morse-taper sleeve’ is only
possible, because the audience can see both the object referred to and
the speaker’s actions which indicate that it is being referred to.
Language, then, varies.according to the context of use and it is this fact

that enables us to distinguish, for cxample, formal from informal,”

_wnrtén from spokcn sclf-sufﬁcwnt Ianguage from context-depcnc[cnt

Enghsh scientific Enghsh etc.) or an érea of' use_._(tcchmcal manuals,
academic texts, business meetings, advertisements, doctor-patient. com-
munication etc.). Much ESP research was focussed as a result on
determining the férmal characteristics of various registers in order to
establish a basis for the selection of syllabus items. The work of Ewer
and Latorre (1969) and Swales (1971) on the language of science was
particularly significant here. However, register analysis has, as we have.

already noted, ultimately proved &6 be. an insubstantial “basis for-the .

selecti Of syllabus items. As Coffey (1984) says about EST: .

‘Research and experiment continue, but in general the results have not been
encouraging. .. In short, register cannot be used as a main basis for selection,
because there is no significant way in which the language of science differs
from any other kind of language.’

The key phrase here is ‘no significant way’. There are clearly language
forms that tend to be used more frequently in one context than in
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another. The classic example of this is the use of the passive in Scientific
English. But even this may have been overemphasised. Tarone et al.
(x981) found in their analysis of two Astrophysics journal papers that
the active accounted-for over 80 % of the verbs used. But the : important
point is that even if particular registers favour certain forrns they are

“fiot distinctive forms. They are simiply drawti from the common stock

of the grammar of the language _Though atrractive_at first sight, the

assumption that language variation implies the existence of 1dent1ﬁab{e

varieties of language relat ted to spccxﬁc contexts of use has, in effect

proved to be unfotinded.” it

i
,

P

4

5 Functional/Notional grammar

The second major offshoot of work into language as communication
which has influenced ESP has been the functional/notional concept of
language description. The terms ‘functional’ and ‘notional” are easily
and frequently confused. There is, however, a difference. Funcrions are-
concerned with social behaviour and represent the intention_of _ the

spéaker or writer, for example, advising, warning, threarening, descrlbmg

etc. They can be approximately equated with the communicative acts”

that are carried out through language. Notions, on the other hand, reflect
the way in which the human mind thinks. They aré the categories into ~
which'the mmd and thereby language dmdes reallty, for example, time,

e.g. ]ohnson and Morrow, 1981, pp-i-1I).

The functional view of language began to have an influence on
language teaching in the 19708, largely as a result of the Council of ’
Europe’s efforts to establish some kind of equwalence in the syllabuses

forl learning vz vanous_ s Janguages. Equivalence was difficult t ‘to establish on

formaI ‘grounds, since ‘the formal structures of languégés show ‘consider-
able variation. The student of German, for example; is likely to have

“to-spend 2 lafge amount of time in learning the gender/case endings of
- articles, nouns and adjectives. The learner of English on the other hand

will not have this problem, but may need to spend more time on, for
example, the spelling, the simple/continuous tense distinction or the
countable/uncountable distinction. These variation: -in the formal
features of languages obviously make it dxfﬁcult to divade up the learnmg
tasks into units of equivalent value across the various languages on the™
ba51s of formal grammar. On notional or fu m‘monal gr nds, however,™

‘someé approximate eqlﬁva”lence can be acﬁl_e__ve& since’ notions” and
fufictions represent the categories of human thinking and social be-
havnour, whichdonot (as far as'we know) vary across languages. Thus-

[n the 19‘705 there Was a move from language syllabuses orgamsed on’

3I
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structural grounds to ones based on functional or notional criteria. The
most influential of such syllabuses were the Threshold Level (Van Ek,
1975) and Waystage (Van Ek and Alexander, 1977) syllabuses produced
by the Council of Europe.

The move towards functionally based syllabuses has been particularly_
strong in in the cﬁ?l’&pment of ESP, largely on the pragmanc grotinds that
the majority of ESP students have already done a structurally organised-
syllabus, probably at school. Their needs, therefore, are not to learn the - %
basic grammar, but rather to learn how to use the knowledge they -
alrcady have.

“The attraction of the functional syllabus is that it appears to be based
on language in use, in contrast 6 the structiral syllabus, which shows

only form. For example, compare this syllabus with the Ewer and
Latorre syllabus above (p. 26) :

Asking about travel

Making travel arrangements
Ordering a meal

Asking the way

Hiring a car

B

{from English for Travel by John Eastwood, OUP, £980)

{See pp. 85-8 for various types of syllabus.)

The functional syllabus, however, has its own drawbacks, It suffers in i
particular from a lack of any kind of systematic conceptual framework,”

and as such does not help the learners to organise their knowledge of

the language - - @

The main problem with the functional syllabus, however, is not the
syllabus itself, but the fact that it is too often seen as a replacement for
the older structural syllabus. A more constructive approach to describing
language in structural or functional terms is to see the two as
complementary, with each supporting and enriching the other. The
relationship between the two can be best expressed in the form of this
simple equation:

structure4- context = function

~ Brumfit (1981) proposes a similar approach with his ‘snakes and

. ladders’ syllabus. A core ladder of structures is intertwined with a

/ spiralling snake of related functions. An example of this kind of syllabus %
' can be seen in more recent ESP materials (sce figure 6).
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Contents
TUnit One A visitor to BOS Page 1
Business content:  Qrganisation chart
Structures: The verb to be

Possessive pronouns

Genitive ('s}

Question words: What? Where? Who?
Functions: Introductions; greetings: giving personal informatior;

" registering at 2 hote}

Lexis: Jobs, countries, nationalities, titles
Tnis Twe A newecomaer Page 9

Business content;  Telephone conversations; business letter format

. Structures: Demonstrative pronouns: this/that/these/ those

There is/there are

Prepositions: on, in. above. below. under. between, next to.
to the left/right of. on the right/left

Question words: How many?

" Function: Describing location

Lexis: Office furniture and equipment, stationery, cardinal numbers.
business letter teminology
Unit Three TheBOS3building Page 18
Business content: A memorandum: telephone conversations: company names
Structures: Present progressive tense
[mperatives

Prepositions (continued)
Question word: Which?

Functicns: Discussing activities: giving directions; giving commands
Lexs: Ordinal numbers, parts of a building, some office activities
. {from We Mean Business by Susan Norman, Longman, 1982}

“Figure 6: A structural [ functional syllabus

6__ Discourse (Rhetorical) analysis

e,

This next development has also had a profound effect on ESP. Till this
point language had been viewed in terms of the sentence. Now _t_hc
emphasis_moved to -looking - at -how -meaning_ is . generated . between
sentences. This was 2 logical development of the functional/notional
view of language which had shown that there is more to meaning than
just the words in the sentence. The context of the sentence is also
important in creating the meaning.

If we take this simple sentence: It is raining’ and we put it into three

different dialogues, we can see how the meaning changes.

Can I go out to play?
It’s raining.

Have you cut the grass yet?
It’s raining.
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Ithink I’ll go out for a walk.
It’s raining. @

In each case the propositional meaning (statement) of the sentence is the
satne. The notions in it are also the same {present time, neuter). But the
sentence is fulfilling three different communicative purposes.

In the first dialogue a parent could be talking to a child. The child
is asking permission to go out. The parent’s reply of ‘It is raining’ acts
as a refusal of the request. The second dialogue might be 2 husband /wife
dialogue. ‘It is raining’ now functions as a reason or an excuse. In the
third dialogue it takes on yet another function, and this time is probably
acting as advice or a mild warning and might take place between friends.

The meaning of this same sentence changes with the different
contexts. This change is brought about by two factors. The first factor,
as we have seen, is the sociolinguistic context: who is speaking to whom
and why. The _meaning. changes according to the relationship between
the participants in the dialogue and accordmg to_their reason for
spealc'ingf_lﬁqtﬂthere is another factor which influences the meaning ~the _

clati've“ p031t10ns of the utterances within the discourse. An utterance
acquires meaning by virtue of what utterances it preccdes or follows.
We might call this the discoursal meaning. -

For example, if we take the third dialogue above and turn the two

utterances round, we get:

oy
&

It’s raining.
I think I'll go out for a walk.

i

By doing so, we have first of all removed the idea of advice or warning. &l

We have also completely changed the logical meaning of the dialogue.

In the first example the underlying meaning is that rain provides a reason

against going for a walk, whereas in the reversed example rain is a reason

in favour of going out for a walk. Thus the relative positions of the
utterances within the discourse affect the meaning of the discourse.

As we noted in chapter 2, discourse analysis has been closely
associated with ESP, particularly through the influence of Henry
Widdowson and the Washington School of American linguists. We can ‘w'
identify two key ways in which the results of studies into the nature of
discourse have been used in ESP teaching materials:

a}) Learners are made aware of the stages in certain set-piece transactions
associated with particular specialist fields. One of the most influential
projects of this kind has been the analysis of doctor-patient com-
munication by Candlin, Bruton and Leather (1976). A similar
approach can be seen in the following example (see figure 7).

b) The second use of discourse analysis in ESP has been through
materials which aim to explain how meaning is created by the relative %
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1

2 The form of a consultation

Objective: To examine the sequence of 2 consultation.

The form of a consultation

The conversation between Mr Watson and Mr Finbury, like most
consultations in a bank, was of the following form.

Establishing contact. The manager or assistant manager first
establishes contact with his customer, greeting him and putting him
at his ease. This is done politely, but with neither effusiveness or
familiarity.

Finding out what the person wants. It's necessary to find out what the
client wants.

Giving information. Information is given concisely, vividly and
clearly. Moreover, it is adapted to the listener’s viewpoint.

Arguing the point. The client is persuaded to do something.

Taking down details in writing. Very often it will be necessary to fill
in a form or take notes.

Conclusion and thanks. The manager reaffirms his readiness to help.

Look at the text of the dialogue on pp. 4-6, and mark where each section
begins and ends.

{from English for International Banking by Ferguson and O'Reilly, Evans, 1979)
Figure 7: Discourse analysis in ESP

positions of the sentences in a written text. This_has become the

central fcature of a large number of ESP textbooks airned at

This approach has Ied “in partlcular to.the. text~diagrammmg typem

of exercise found in man)LESP-~materrals -The ultimate aim of such

—_—

,__r__,_,___A—-———“'
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an_approach is to make the learners into more efficient readers, by
making them aware of the underlying structure of a text and the way—
inwhich language has been organised to create this structire. The
followinig extract from Reading and Thinking in Englisht Exploring
Functions is an example of the text-diagramming type of exercise.

Unit 6 GENERALIZING AND EXEMPLIFYING

b uses of nataral materials
¢ uses of man~-made materials
d the advantages of natural materiais.

The two dominant factors which determine the
use of a material are its cost and its phystcal and
chemical properties.” The specificaions of the 1}
designers have to be marched against what is sl depend
known about a material’s strength, how easily it matecial on?
conducts electricity, how quickly it corrodes,
meat = satisfy etc.’*  But the material chosen for a given appli- £
cation is the one which most cheaply meets the
specifications of the designers." Even when
materig] which meets the  special mazerials have to be developed to meet a

specifications: particular specification, the costs of production Which material is choscn?
f, gg have to be carefully controlied.
¢ £15 « choice

% Complete the following table to surumarize
the paragraph.

{from Reading and Thinking: Exploring Functions, OUP, 1979)
Figure 8: Text-diagramming
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Even before Reading and Thinking was publishcd the approach had
come under attack on the grounds that it misrepresents the real nature_

pp. 147-53) that m’h does for discourse what structural

linguistics did for sentence gramiiar, it other words, it “establishes |
patterns, but does not account for how these patterns create meamng
It has produced; in efféct; a-sort of discourse structuralism. It can also
% be argued that it falls into the very same trap that Allen and Widdowson

(1974) claimed to be trying to remedy., If getting learners to learn
structural sentence patterns does not enable the learner to use those
patterns in communication, is it any more likely that making learners
aware of the patterns in discourse will enable them to use those discourse
patterns in communication? Are not descriptions of language use being

theme in the following chapters, when we consider the fields of learning
and needs.

I

Conclusion

We have looked in this chapter at the ways in which language can be,
and has been, described. There are three lessons to be learnt from this
%@ survey and they must be borne in mind when we draw conclusions
regarding their relevance to ESP course design:
i “aj, There is no single source from which a language course can, or
= should, derive its linguistic input. The various developments which
we havc described are not scparate entities. Each stage has reacted
to, and drawn inspiration from, those preceding it. A functional
description does not imply that a structural description is wrong,
simply that it is not sufficient as an explanation of whar language is
like. The ESP teacher needs to recognise that the various approaches
are different ways of looking at the same thing. All communication
as a structural lével, a fiinctional level and a discoursal level” They~ -
are not mutually exc ustve, biit complemenrary, and each may have
"{ts place in the ESP course. ”
b) Descrlblng a 1anguage for the > purposes of linguistic analysis does nor
="' hécessanily carty any implications for language learning. The purposes
of the-linguist anJWeme same. Stern
(1983) sounds a note of caution, which ESP practitioners would do
well to heed:

‘Whether_techniques of linguistic analysis — however well they may lend

themselves to . linguistic “research — are equally apphcable to language
teaching is of course open to question.’ -
e —————

b P
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@ Describing a language is not the same as describing what enables
someone to use or learn a language. We must make a distinction
between what a person does (performance) and what enables them
to do it (competence). Similarly we must not confuse how peoplc use
alanguage with how people learn it.

The importance of these points can only be fully appreciated when we
consider the psychological processes that lie behind language use and
language learning. In the next chapter we shall consider this dimension

by describing developments in learning theories and their implications
for ESP.

L
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Tasks ~
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1 Do you think that classical and structural descriptions still have a
value in ESP? Why?

fz:;What do you think is the importance of the concept of communicative
' competence in ESP?

3 Continue the analysis of texts A and B on p. 29. What further
differences can you see? Account for the differences.

4 Look at the dialogues on pp. 33—4. What knowledge enables us to
interpret them? How are we able to imagine a context for them?

5 Look at the extract from Reading and Thinking (p. 36).
a) What are the exercises trying to teach?

b) What sort of learners do you think would benefit from this
material ?

6 In what ways do the interests of linguistic research and language
<" teaching differ?
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5 Theories of learning

Give a man a fish and you feed him for a day.
Teach a2 man how to fish and you feed him for a lifetime.

(Chinese proverb)

The starting point for all language teaching should be an understanding
of how people learn. But it is too often the case that ‘learning’ factors
are the last to be considered. ESP has been particularly guilty in this
regard. As we saw in the previous chapter, the overwhelming weight of
emphasis in ESP research and materials has been on language analysis.
Learning factors, if considered at all, are, incorporated only after the
language base has been analysed and systématised (see Munby,
1578 p. 217). We have, in | effect, been more concerned with arriving than
w1th the journey.

Yét, language “can only be properly understood as a reflection of
human thought processes. Language learning is conditioned by the way

it which the mind observes, organises and stores information. In ot_}__l_c_:.r

‘words, the key to successful language learning and teaching lies not in
‘the analysis of the nature of language but i in understanding the structure

~and processes of the'mind: Unfortunately, we still know too little about

how people learn: Neverthéless, if we wish to improve the techniques,
methods and content of language teaching, we must try and base what
we do in the classroom on sound principles of learning.

Developments in learning theory have followed a similar pattern to
those in language descriptions, and each has had some effect on the
other. But, if we are to see the importance of each for language
teaching, it is best to consider the theories relating to language and
learning separately. As with language descriptions, we shall describe
the main developments in theories of how learners learn and relate each
to the needs of the ESP learner and teacher.

Until the twentieth century there was no coherent theory of learning
available to the language teacher. Certainly there were empirical
observations, stuch as Comenius’ studies made in the sixteenth century
and the precepts of the Direct Method at the end of the nineteenth
century (see e.g. Stern, 1983). But no coherent theory of learning emerged
until psychology had been established as a respectable subject of
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scientific enquiry in the early twentieth century. We can identify five
main stages of development since then, which are of relevance to the

modern language teacher (see Littlewood, 1984, for an excellent survey
of theories of learning).

1 Behavuounsm learning as hab:t formatlon

The first cohercnt thcory of Iearmng was the behawounst theory based
mainly on the work of Pavlov in the Soviet Union and of Skinner in the
United States. This simple but powerful theory said that learning is a
mechanical process of habit formation and proceeds by iheans of ‘the
fréquent reinforcement of a stimilu [us-response sequence:~ .

“The simplicity and directness of this theory had afenormous xmpact %
on learning psychology and on language teaching. it provided the
theoretical underpinning of the widely used Audiolingual Method of the
T950s and ro6os. This method, which will be familiar to many language -
teachérs; Taid down a set of guiding methodological principles, based
firstly on the behaviourist stimulus-response concept and secondly on
an assumption that second language learning should reflect and imitate
the perceived processes of mother tongue learning. Some of these
precepts were:

/ Never translate.

. New language should always be dealt with in the sequence: hear, speak,
a read, write.

%, Frequent repetition is essential to effective learning.

\Qerxors must be immediately corrected.

The basic exercise technique of a behaviourist methodology is pattern
practice, particularly in the form of language laboratory drills. Such drilis
are still widely used in ESP, as we can see in these two examples from
textbooks for scientific English and business English:

i

drill 2

The liguid was heated. When the temperature %
reached 100°C. the heating was stopped.

The liguid was heated unti/ the temperature

reached 100°C. @

The material was stretched. When it was 50 cm
long, the stretching was stopped.
The material was stretched until it was 5Ccm long.

(from Basic English for Science by Peter Donovan, QUP, 1978) @
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D2 Drill 1. consultant
2. the NDA

Who's Dr Walker? 3. EAU .

She’s a consultant, isn’t she? 4. power stations
5. German

Who does Manuel Silva work for? 6. silicon

He works for the NDA, doesn’t he? 7. guaranteed market
8. one watt

{from Bid for Porwer by A. Fitzparrick and C. St J. Yares, BBC, 1583)
Figure 9: ESP language drills

Modern ESP books have also looked for more interesting ways of
handling pattern practice and 2 number of useful variations on the basic
idea have been developed. In particular, authors have tried to provide
a meaningful context for the drills, as this example from an American
ESP course shows:

EXERCISE 2 - DIFFERENT WAYS TO GIVE YOUR QUALIFICATIONS

A. There are several different ways to give your qualifications.
Read the examples. Then practice what an applicant might say for each job.

EXAMPLES:
RECEPTIONIST — 1 ﬁ E
s’;%' L1} me. i ;

-3280. * " Al NOTE
Ways give th
of years® ¢ Rumber

(or monthg'
8¥perience yoy hava J

WELDER—min, 2 yrs.

%. m%. Good bonafit

1. CASHIER—1 yr. oxp. 8-5
P.M. dally. Good, sal,
821-3000

2, MECHANIC—5 w3, axp.
I AM, 3376000 oxt, 12
3. TYPIST—min. 2 yrs. exp.
wpm. ta this paper

Ad 3160

4, APARTMENT MANAGER
1 yr. &xp. prof, 165 Brown
SE. Umaha,

5. BOOKKEEPER—Somea

oxp. pred. Cail 381-8201

(from It's Up to You by J. Dresner, K. Beck, C. Morgano and L. Custer,
Longman Inc., 1980)

Figure 10: A language drill: variation on a theme
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Pattern practice exercises still have a useful role to play in language
teaching (sece chapter 1o), but only as one part of the whole learning
process. Under the Audiolingnal Method they constituted almost the
entire methodology. Subscqucnt developments have, as we shall €€, ..
shown that learning is much more complex thai just imititive habit ,.f‘
fomn But this does not necessarily mean that theré is 76 place for ™
pattern | practice ifi a modemn methodology {seee:g. Stevick; 1982) The” \

mlstalce isto see it as s the only kind of activity rcql.ured -'r’"/

. - Ry
g‘..),,._,_‘,“%“\nm‘..r‘— ‘ﬁ%au,; R

2 Mentalism: thmkmg as rule-governed actlv:ty

There was considerable empmcal evidence among language teachers
that the Audiolingual Method and its behaviourist principles did not
deliver the results promised. For apparently perverse reasons, language
learners would not conform to the behaviourist stereotype: they insisted
on translating things, asked for rules of grammar, found repeating things
to a tape recorder boring, and somehow failed to learn something no
matter how often they repeated it (see Allwright, 1984a). Such evidénce
from the classrooms, however, did little to diminish the influence of the
theory ~a sad example of human mistrust of intuition and experience
in favour of theory!
.. The first_successful assault on the behaviourist theory came from
:'Cﬁ?)msky (1964“.) He tackled behaviourism on the question of how the
mifid ‘Wa§ ablé to transfer what was learnt in one stimulus-response
sequence ro other novel situations. There was a vague concept of
‘generalisation’ in behaviourist theory, but this was always skated over
and never properly explained. Chomsky dismissed the generalisation
idea as unworkable, because it simply could not explain how from a
finite range of experience, the human mind was able to cope with an
infinite range of possible situations. His conclusion was that thinking
must be rule-governed: a finite, and fairly small, set of rules enables thé
mmd to deal with the poténtially infinite range of experiences 1t may
encounter, -
Havmg established thmkmg as rule-governed behaviour, it is one
short step to.the conclusion that Iearnmg consists not of forming habits™
but of acquiring rules — a process in which individual experiences are _
used by the mind to formulate a hypothesis. This hypothesis is then

. tested and modified by subsequent experience. The mind, in other

words, does not just respond to a stimulus, it uses the 1nd1v1dual sttmuli-

in_order to finid’ the underlymg pattern or system. I can. then use thxs

to happen, what'is an appropriate response or ‘whatever. -
" The tentalist’ view of the mind as a rule-seeker led naturally to the
next important stage — the cognitive theory of learning.
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3 Cogmtwe code learnersas thinking bemgs
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Whereas the bchawourlst theory of learning portrayed the learner as a
passive receiver of information, the cognitive view takes the learner to
be an active processor of information (see e.g. Ausubel et al., 1978).
Learning and using a rule require learners to think, that is, to apply their
mental powers in order to distil a workable generative rule from the mass
of data presented, and then to analyse the sitnations where the
apphcatmn of the rule would be useful or appropriate. _Learning, then,
is a process in which the learner actively tries to make _sense of data,
and learning can be said to have taken place when the Iearner has
“managed 51 ifpose some sort of meaningful interpretation or pattern

on thedata. This may sound complex, but in snmple terms what it means

is that we learn by thinking about and trying ro make sense of what we
sec, feel and hear.

- The basic téaching technique associated with a cognitive thf:ory of
language learning is the problem-solvmg task. In ESP such exercises have
often been modelled on activities associated with the learners’ subject
specialism. The following from the Nucleus series is a representative
example:

9. Now read this passage:

The factors affecting the rate of heat transfer through the skin also
determine the rate of diffusion of gases through the walls of the cells,
tissues and organs of plants and animals. For example, oxygen and
carbon dioxide are absorbed through the walls of various organs,
The greater the surface area of thesc organs in relation to their
volume, the more of the surface will be exposed to the gas, and hence
the faster the rate of diffusion.

The following exampies illustrate the effects of the surface area/volume ratio
on heat transfer and diffusion. Explain them by answering the questions:

a) Cold-blooded animals depend on the.warmth of the sun to make
their muscles work. The wings of butterflies and the tails of
reptiles serve to absorb warmth., Why is this?

b} The smailest humming-bird weighs less than 2 grams. Why are
humming-birds only found in hot countries?
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¢} Inhot weather, hippopotamuses and water buffaloes spend a lot
of time in the water. Why do they have to do this?

d) Why do animals Slec'p curled up in cold weather but stretched out
in warm weather?

¢) Why are aquatic warm-blooded animals in northem and southern
seas very large? (whales, seals, dojphins)

{) Why do babies suffer more {rom the cold than adulis?
g) Why are leaves broad and flat?
k) Why are human lungs shapcd like this?

i} Why don't micro-organisms need speeial organs for the absorp-
tion of oxygen? -

{from Nucleus: Biology, D. Adamson and M, Bates, Longman, 1976)
Figure 11: Problem-solving activities

B

More recently, the cognitive view of learning has had a significant impact %
on ESP through the development of courses to teach reading strategies. -
A number of ESP projects (see above p. 13) have congentrated on making
students aware of their reading strategies so that they can n consciously
“apply thewm €6 tinderstanding texts in a foreign language (sée ez
Alderson, 1980 and Scott, 1981). The following examples were produced

for the University of Malaya ESP Project: i

Activity A Do you need a dictionary? (1}
(35 minutes)

Specific Aim To give students practice in deciding whether or not to use a dictionary
in the context of reading a text for particular purposes.

1 The format for this activity has been chosen for the following reasons:

fa} o make reading purposeful;
{b} to highlight the issue of relevance; @
&
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() 1o allow for individual variations in language proficiency
different words are unknown to different students;
L students vary in their ability to use contextual clues, etc.

2 The student shouid therefore emerge from this lesson with a
knowledge not of what words he needs to look up but of what issues
he needs to bear in mind in deciding whether or not he should look
up a word in a dictionary:

{al Is the meaning of the unknown word refevant to my needs?

{(b) If it is redevant, is it necessary, ie can | get the same information
from other words in the text?

{c} s ageneric meaning enough or do | need the precise meaning of
the word, ie how much guessing can | get away with?

{d) How can { arrive at the meaning of the word without having to
logk it wp in a dictionary?

Make sure you keep all these points in mind as you handle the lesson.

The Major Processes of an Economic System

Four major processes cover the activities of people in any economic system:
the primary raw material industries, manufacturing, distribution, and the
sarvice industries. First there is the process that provides the raw materials
needed in a modern economy: the minerals and fuels; the grains and other
vegetable and animal food products; wool, cotton, flax, and other fibros;
{umber; stone, sand and clay; leather, hides, and skin and like commodities.
This is the work of enterprises engaged in agriculture, mining, lumbering,
hustting, and fishing — often called the extractive, or primary industries.

I l [ {fa) Is a fibre a kind of raw material?

I {b) Issilk a kind of fibre?

%:g l:l:] fc} s lumber another name for fibre?

I:I:] {d} is lumbering an extractive industry?

I:D {e} 1Iscutting down trees an extractive industry?

% Activity D Choose the appropriate reference
i L1 ]

Here is a bibliography on polymerization.

Decide which of the publications in the list are likely to give you (a} a brief
introduction to the subject; (b} an account of current developments in the
field; [c) an historical perspective on the subject; (d} the opinions of several
writers on the subject. Note down your answers.

@ 1 Billmever, F. W, Textbook of Polymer Science. New York: John Willey
and Sons, 1962,
2 The Condensed Chemical Dictionary. oo
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3 Encyclopaedia Britannica,

International Encyclopaedia of Science.

[es

5 Lappert. M. F., and Leigh. G. J., ed., Developments in Inorganic
Polymer Chemistry. New York: American Elsevier Publishing Co.,
1962,

6 Mandelkern, Leo. An Introduction to Macromolecufes. New York:
Springer-Verlag, 1972,

7 Mark, H. F. “The Nature of Polymeric Materials.”” Scientific American,
September 1967, p. 149.

8 Morton, Maurice. “Polymers Ten Years Later.”” Chemistry, October
1974, pp. 11—14.

9  Slabaugh, H. W., and Parsons, T. D. General Chemistry. New York:
Wiley and Sons Inc., 1971.

10 Stille, J. K. Introduction to Polymer Chemistry, New York: John Wiley
and Sons, 1962,

11 Wasserman, Leonard G. Chemistry: Basic Concepts and Contemporary
Applications. Belmont, California: Wadsworth Publishing Company Inc.,
1974,

i
i
%

(from ELT Docyments 1a7: The University of Malaya Englisk for
Special Purposes project (UMESPP, British Council, 1980).

Figure 12: Reading strategies tasks

The cognitive code view of learning seems to answer many of the
theoretical and practical problems raised by behaviourism. It treats the
learners as thinking beings and puts them firmly at the centre of the
learnmg process, by stressing t that learning will only take place when the_'""
matter to be learnt is meamngful to the learners. But in itself a cogmtlve
“view is not sufficient. To completc the picture we need an affect:ve view @

too. T

e A Ty e

S A Ty ewalial N

4 The affect:ve factor Iearners as emotional beings

R J
ot i b ST S e e P

People think, but they also have feelings. It is one of the paradoxes of

human nature that, although we are all aware of our feelings and their %
effects on our actions, we invariably seek answers to our problems in

rational terms. It is as if we belteved that human beings always act in

a logical and sensible manner. This attitude affects the way we see %
learners ~ more like machines to be programmed (‘I’ve taught them the

past tense. They must know it.’) than people with likes and dislikes,

fears, weaknesses and prejudices. But learners are people. Even ESP %
learners are people. They may be learning about machines and systems,
but they still learn as human beings. Learning, particularly the learning ,
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lationship between the cognitive and emotional aspects of
1g is, theérefore, one of vital importance to the siiccess or otherwise
anguage learning experience. This brings us to a matter which has
. one of the most important elements in the development of

— motiva
’T hé most mﬂuennal study of motivation in language learning has been
ardner and Lambert’s (1972)study of bilingualism in French speaking
Zinada- Théy identifed two forms of motivation: _instrumental and

integrative.

a) Instrumental motivation_is the reflection of an external need. The
fearners are not learning a language becausé they Want to (although
this does not imply that they do not want to), but rather because they
need to. The need may derive from varying sources: the need to sell
thmgs to speakers of the language; the need to pass an examination
in the language; the need ro read texts in the language for work or
study. The need may vary, but the important factor is that the
motivation is an external one.

b) Integrative motivation, on the other hand, derives from a desire on
the part of the Tearners to be members of the speech community that

uses a particular language. It is an internally generated want rather

than an externally imposed need.

Gardrigt aiid Lambert’s conclusion was that both forms of motivation
are probably present in all learners but each exercises a varying influence,
dEf)“é’ng o1 age, experience anc and changing occupational or social nqeds.

“Motivation, it appears, is a complex and ] l'ughly individual matter.
There can be no simple answers to the question: ‘What motivates my
students?’ Unfortunately the ESP world, while recognising the need o™
ask this question, has apparently assumed that there is a simple answer:
relevance to target needs. In practice this has been interpreted as
meaning Medical texts for the student of Medicine, Engineering English
for the Engineer and so on. But, 2s we shall see when we deal with needs

analysis, there is more to motivation than simple relevance to pe:gciycd:.

needs. For the present, sufficé itto say -that, if your students are not fired
w1th burmng enthusiasm:bry the obyic ce of th sir ESP materials,

. creativity and a_sense of achlevement. ESP as much as any good
- tefiching, needs to be intrinsically motivating. It should satisfy their
needs as learners as well as their needs as potential target users of the
"language. 10 6ther words, They sHOTId get satisfaction from the actial

&experience of learning, not om..the, prospect of eventually using
" whatthey have learnr.

e L R SR

[
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{5
of a_language, is an emotional experience, ancl CP“ &
learning process evokes will-have-a-crucial beax NS
failure of theTearning (see e.g. Stevick, 1976). - &
" Theimportance of the emotional factor is easily se. &

the relationship between the cognitive and affective .
learner. The cogg_lgx_rg_thgg tells us that learners will lea.
acnvely tH"ﬁE“' out what they are Iearnmg_ But_this cogrm.

actively thiiik about something, they must wanz to _think about i i
emotional reaction to the learning experience is_ e is the essentlal fouﬁaam

for thei mmauon “of the cognitive process. How the Learmng is perceivet,

““We Cali Fepresent the cogmtwe/affectwe mterplay in the form of a
learning cycle. This can either be a negative or a positive cycle. A good
and appropriate course will engender the kind of positive learning cycle

represented here:

T
o RN

Entry »| Learner wants s
p0|nt to learn

Learner sees Learner aolie
learning as an earner applies

enjoyable and cognitive powers to
satisfying experience acquire knowledge

.

Increased competence Learning is
enables learner to successful
% learn more easily , '

Learner's -
competence
develops

Figure 13: A positive learning cycle
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5 Learmng and acqmsmon

i A 1 i S

Much debate has recently centred around the distinction made by
Stephen Krashen (1981) between learnmg and acquisition. Learning is
seen as a CONSCious process, while acquisition proceeds unconscnously
We have not in this section paid much attention to this distinction, using
the two terms interchangeably. This reflects our view that for the second
% language learner both processes are likely to play a useful part and that
a good ESP course will try to exploit both (see chapter 10).

R LR AR RURM ARt

aEanT '.*x
In the light of the ideas we have discussed we will now present a model
of the learning process, which will provide a practical source of reference
for the ESP teacher and course designer.

First, picture the mind as a network of connections, rather like a road
map (see figure 14). The individual houses, towns and villages represent
items or bundles of knowledge. These various settlements, however, are
only useful if they are connected to'the main network by roads. The
mind of the learner is like a dévelopment agency. It wants t5 bring the
settlements into the network and so develop their potental. To achieve
%‘i’ this, communication links must be established. But as with any com-

6__A model for learning,

-

munications network, links can only be established from existing links.
In figure 14, for example, town X is unlikely to be connected into the
network, unless towns Y and Z are already connected. The towns and
villages in K can’t be connected until some way is found of bridging
the river. But, of course, once the river is bridged, it will open up a whole
new area. The same applies to the settlements beyond the mountains.
There is no limit to the number of links possible. Indeed the more links
a place already has the more it is likely to attract. (See figure 14.)
Why have we pictured the mind as operating like this?
{a), Individual items of knowledge, like the towns, have little significance
7 on their own. They only acquire meaning and use when they are
o . connected into the network of existing knowledge.
o b} It is the existing network that makes it possible to construct new
= connections. So in the act of acquiring new knowledge it is the
learner’s existing knowledge that makes it possible to learn new
.. items.
3 ¢}, Items of knowledge are not of equal significance. Some items are
" harder to acquire, but may open up wide possibilities for further
learning. Like a bridge across a river or a tunnel through a mountain,
learning a generative rule may take time, but once it is there, it greatly
increases the potential for further learning. This is why so often

th
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g
g
8
i

Figure 14: A model for learning

learning appears to progress in leaps and bounds. For a long time
it might appear that little progress is being made; then suddenly the

learner makes an enormous leap to a higher level of .competence.
Think of these leaps as the crossing of rivers, mountains and other

.. major obstacles.
:d)..Roads and railways are not built haphazardly. They require planning.
=" The roadbuilder has to recognise where problems lie and work out
strategies for solving those problems. In the same way the learner will

SO



Theories of learning

make better progress. by developing strategies for solving the learning
problems that will arise.

)f, A communication network is a system. If the roadbuilder can see the
wholmhe planning and construction of the roads will be a
lot easier. Language is a system, too. If the learner sees it as just a
haphazard set of arbitrary and capricious obstacles, learning will be

=, difficult, if not impossible.

: f)) Last, but by no means least, before anyone builds a road, crosses 2
river or climbs a mountain, they must have some kind of motivation
to do so. If they could not care less what is beyond the mountains,
dislike the people who come from there or are simply afraid of
travelling, the chances of communication links being established are
minimal. First of all, there must be a need to establish the links. In
__ESP, this need is usually taken for granted. But, as anyone who has _

“set out on a long and possibly difficult journey will know, a need is
~not enough. You can_always_find an_excuse for_ not going. The

’ 4 traveller must also want to-make the journey. And the traveller who

/ Scan  actually enjoy the challenges and the experiences of thekjourney,

i _ismore llkely to vGEEFiETéjSEEt the activity, So, with learning, a need

: ' to acquire knowledge is a necessary facror, but of equal, if not greater

-@ - 1mportance, is the need to actually en]oy the process of acquisition.

RS TIEIR
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Conclusion

In this chapter we have given a brief summary of the most important
developments in approaches to learning and considered their rclcvance
_to ESP. In conclusion we should like to make two points: = -
9 a) We still do not know very much about learning. It is important,
‘therefore, not to base any approach too narrowly on one theory. As
with Ianguage descriptions, it is wise to take an eclectic approach -
taking what is useful from each theory ‘and trusting also in the
evidence of your own experience as a teacher. It is probablé that theré
are cognitive, affective and behaviourist aspects to learning, and each
%ﬁiﬁ “can be a resource to the ESP practitioner. For example, you may
: choose a behaviourist approach to the teaching of pronunciation, a
cognitive approach to the teaching of grammar and use affective
@ criteria in selecting your texts.
b) Theories of learning and language descriptions are not causally
lulked As Corder (1973) says:

“There is no logical connection between a particular psychological theory of how
grammar is learned and any particular theory of language structure...there is,
however, an undoubted historical connection between them.”

Y
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Thus a behaviourist theory of learning does not have to accompany a
structural view of language. Nor is there any causal link between a
functional view of language and a cognitive learning theory. Indeed, it
might be argued that structuralism with its emphasis on a finite set of
rules lends itself more naturally to a cognitive approach, which stresses E
the importance of rules. A functional description, on the other hand,

lacks a systematic grammar, so might be thought to fit better with a
behaviourist view of learning (Hutchinson, 1984). In practice, the
implication is that both language description and learning theory should
be selected in accordance with Sweet’s elegant principle of “ whether or
not the learning of the language will be facilitated thereby’ {(quoted in
Corder, 1973).

Having now considered the two main theoretical bases of course design,
we shall look in the next chapter at the practical aspect that is often
characterised as the distinguishing feature of ESP — needs analysis.

foce i

;
l
%

Tasks

1 Look at the rules of a behaviourist methodology on p. 40. In what
ways do they conflict with the cognitive/affective views of learning?

sy

2 What value do you think structural pattern drills have?

3 What is the importance to language teaching of the view of language
behaviour as rule-governed activity?

4 Try to do the reading strategies tasks in figure 12.
a) What strategies did you use to get your answers?
b) How did you feel about the experience? Did you find it satisfying
or frustrating?

5 One of the tasks in figure 12 comes from a ‘general’ component; the
other is from a Science component.
% _a) Which do you think is which 2 Why?
52 b} Do you see any significant differences between them ?

» 1 6 Consider the motivation of your own students. Does it resemble
“-o” integrative or instrumental motivation ?

7 What practical implications does the model of learning on p. 49 have

for ESP materials and methodology? Make 2 set of precepts for a %
learning-centred methodology, like those for the behaviourist
methodology.

j2



6 Needs analysis

From each according to his abilities, to each according to his
needs.

(Karl Marx)

We have defined ESP as an approach to course design which starts with
the question ‘Why do these learners need to learn English ?” But it could
be argued that this should be the starting question to any course, General
or ESP. All courses are based on a perceived need of some sort.
Otherwise why would English find its way on to a school or college
timetable: someone at some time must have decided there was a need
for it. What then, in the terms of our definition, is the difference berween
ESP and General English?

The answer to this very reasonable question is ‘in theory nothing, in
practice a great deal’. It is often argued that the needs of the General
Engh'sh learner, for example the schoolchild, are not specifiable. This,
is an assuraption that owes more to 1nst1tut10nal inertia and the weight
of tradition than to any reality, but it is a powerful force nevertheless.
In fact; this is thé weakest of all arguments, because it is always possible
t6 specify needs; evell if it is only the néed
of the'school year” There is always an 1dcnt1ﬁable need of $omie sort.

What distinguishes ,P_ﬁgpm‘G@ne&al"Engﬁsh"ismt"thcﬂ"existmce of

a need as such but rather an awareriess of the nieed. If learners, sponsors

“and teachers know why the learners need English, that awareness W111

have an"inflience on what will bé’ acceptable as reasonable content in
the langiage course and, on the positive side, what potential can be

exploxted Thus, although it might appear on the surface that the ESP :
course is characterised by its content (Science, Medicine, Commerce, -

Tourism etc.), this is, in fact, only a secondary consequence of the
primary matter of being able to readily specify why the learners need
English. Put briefly, Tt 1s not so much the nature of the need which

distinguishes the ESP from the General course but rather the awareness:

of a need. .

This being said, we would still maintain that any course should be
based on an analysis of learner need. This is one way in which ESP
procedures can have a useful effect on General English and indicates once

53

pass thé exam at thc end -



-, .

Yo T e LA _p
)urse eszgn

' i EI o s

I e o0 =
. RPN o SN RN e ) -
SRR i 0

; T Wb ed e e e
o W\_.. PR e, (A *1-'“' e

more the need for a common approach. The answers to the analysis will
probably be different, but the questions that need to be asked are the
same. Nevertheless, for the time being, the tradition persists in General
English that learner needs can’t be specified and as a result no attempt
is usually made to discover learners’ true needs. Thus if we had to state
in practical terms the irreducible minimum of an ESP approach to
zourse design, it would be needs analysis, since it is the awareness of
target situation ~a definable need to_com ate t it
éhstmgms csihe.ESP Jearn: earper e i
fi chapters 4 and 5 we looked at some of the questions that should
be asked about the nature of language and the teaching/learning process
in general. In this chapter we shall look at the more specific matter of
needs analysis. We shall be seeking answers to two questions. Firstly,
what do we mean by ‘needs’? Secondly, whar kind of mformanon
should Fneedsamalysis vellws 7" T T
T Probabiy, “the ‘most thorough and widely known work on needs
analysis 1s John Munby’s Communicative Syllabus Design {(1978).
Munby presents a highly detailed set of procedures for discovering target
situation needs. He calls this set of procedures the Communication
Needs Processor (CINP). The CNP consists of a range of questions about
_—key communication variables (topic, participants, medium etc.) which
can be used to identify the target langiage needs of any group of
learners.

The work marked a watershed in the development of ESP. With the
development of the CNP it seemed as if ESP had come of age. The
machinery for identifying the needs of any group of learners had been
provided: all the course designer had to do was to operate it. However,
Communicative Syllabus Design proved to be a watershed in quite
another way. By taking the analysis of target needs o its logical
conclusion, it showed the ultimate sterility of a language-centred
approach to needs analysis. It illustrated, in effect, not how much could
be learnt from a ‘scientific’ needs analysis, but rather how little. Why
was this so? i '

The answer lies in the first of our questions about needs analysis:
‘What do we mean by needs?’ In the language-centred approach, the
answer to this question would be ‘the ability to comprehend and/or
produce the linguistic features of the target situation’, for example the
ability to understand the passive voice. Thus what the CNP produces
is 2 list of the linguistic features of the rarget situation. But there is much
more to needs than this.

Tn the ﬁrst instance, we can make a basic distinction between zarget
needs (i.c. what at_the learner reeds 1o do.in_the target, situation) and
ledrning #éeds (i.e. what the learner needs to do in order to learn). We .
shaH COHSIdCl’ [earmnWer Bt éven Withifi the CategoTyof target -

i
i
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needs we can identify further divisions under the general heading of
need.

1 What are target needs ?

"

N
!

“Target needs’ is something of an umbrella term, which in pracrice hides
a number ofi xrnportant dlSt.lIlCl’lOIlS. It is more useful to look at the target

a) Necessities ' -&. Wonilo oy Vi Tl THLER

-

We cahca_ll m_:ccssmes the type of need determined by the demands
of the target situ , that is, what the learner has to know in order
to function, effectl\;gjmgﬁhﬁg};&g situation, 1. For example, a businessman
"or “Wornan might need to understand business letters, to communicate
effectively at sales conferences, to get the necessary information from
sales catalogues and so on. He or she will presumably also need to know
the linguistic features — discolirsal; functional, structural, [exical — Wwhich
are commonly used in the situarions Identxﬁed This information is
relatively easy to gather. It is a matter of observing what situations the
learner will need to function in and then analysing the constituent parts
of them.

The following example of this procedure is adapted from Munby
(x978), and it shows the necessities for a learner who works as a head
waiter in a hotel:

Sample “communication acrvities” Relaged *micro-fanctions” Language forms (prodyctive)
7.1.1 Amending to customers' arrival 7. 1.1 1, intention Lwill bring the menu,
2. prohibit 1 am afraid we are fulliclosed.
3. direce Please follow melWill you sit
e, here please.
7.1,2 Artending to customers' order 7. 1.2 L suggestive May | sugest the cersonspemens?
. 2, advise {ete.,
- 3. deseribe May | recommend the cecomivereens?
‘ e {exe.)
You may find the e
tow hot/spicy.
7.1, 3 Serving the order, 7.1.3 1, question eremvpesssesanes $0F YOU, Sirfmadam?
cte. ThE cevevvrimreeniins?

Figure 15: A needs analysis using the CNP

To 1dent1fy necessities alone, however, is not enough, since the concern
in ESP is with the needs of particular learners. You also need to know.

ot b3 A 1 ot
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%@m@s already, so that you can then decide which of _
the necessitiés the learner Tacks. One target situation necessity ngTTf be
~70 Tead texts in a particular subject area. Whether or not the learners
need instruction in doing this will depend on how well they can do it
already. The target proficiency in other words, needs to be matched
against the existing proficiency of the learners. The gap between the two
can be referred to as the learner’s lacks (Hutchinson, Waters and Breen

1979).

,, c) Wanis |

e o miAsire

e e
5o far, we have considered target needs only in an objective sense, with
the actual learners playing no active role. But the learners too, have a
view as to what their needs are. As Richterich (1984 p. 29) comments:

‘...a need does not exist independent of a person. It is people who build their
images of their needs on the basis of datz relating to themselves and their
environment.’ %

We have stressed above that it is an awareness of need that characterises
the ESP situation. But awareness is a matter of perception, and
perception may vary according to one’s standpoint. Learners may well
have a clear idea of the ‘necessities’ of the target situation: they will
certainly have a view as to their ‘lacks’. But it is quite possible that the

learners’ views will conflict with the perccpnong s of other interested

Parties: coutse dcs1gners, SPODSOFs, “tedchers. Some examples will illus-

trate thigz—-— - T %

i) Karl Jensen is a German engineer who has a frequent and important
need to read texts in English. He also needs to talk to overseas
colleagues occasionally, for example, at the annual planning confer-
ence. The company he works for is a multi-national company and
the operating language for communication outside national
boundaries is English, although the majority of workers are non-
native speakers. By any quantitative analysis Karl Jensen’s need is
for reading, because it is a much more frequent activity for him. But
he feels a far stronger need to spend his time in the English class
improving his oral competence. Why? The answer lies in the way
in which he identifies his own personality with the use of a foreign
language. He reads in private and at his own speed: he can use a
dictionary, if he wants. But when he is speaking, his pride is on the
line: his English competence {or Jack of it, as he sees it) is exposed
for all to see and he is under pressure to participate at a speed
determined by the discourse. Therefore, Karl Jensen sees his greatest
need as being the improvement of his oral proficiency.

i) LiYuZhenis a Chinese graduate in Chemistry, who is going to study

56



Needs analysis

In view of the complexity of needs which we have seen, it is desirable

to use more than one of these methods. The choice will obviously depend
on'the time and resources available. It is also important to remember
that needs analysis is not a once-for-all activity. It should be a continuing
process, in which the conclusions drawn are constantly checked and ...
re-assessed (see e.g. Drobnic, 1978}.

The analysis of target situation needs is in essence a matter of asking
questions about the target situation and the attitudes. towards that# }-
situation of the various participants in the I%Wd
procedures for gathering information are beyond the scope of this book.
There are a number of books and articles that may be referred to for
this purpose, for example Mackay (1978), Munby (1978), Cohen and
Mannion {1980}, Richterich and Chancerel (x1980). The simple framework
below outlines the kind of information that the course designer needs
to gather from an analysis of target needs.

e _

: A target situation analysrs framework o
SN A

Why is the language needed ?

~ for study;

— for work;

— for training;

— for a combination of these;

- for some other purpose, e.g. status, examination, promotion.

How will the language be used ?

.— medium: speaking, writing, reading etc.;

— channel: e.g. telephone, face to face;

— types of text or discourse: e.g. academic texts, lectures, informal
conversations, technical manuals, catalogues.

What will the content areas be?

— subjects: e.g. medicine, biology, architecture, shipping, commerce,
engineering;
— level: e.g. technician, craftsman, postgraduate, secondary school.

— native speakers or non-native;
— level of knowledge of receiver: e.g. expert, layman, student;
~ relationship: e.g. colleague, teacher, customer, superior, subordinate.

Where will the language be used ?

— physical setting: e.g. office, lecture theatre, hotel, workshop, library;
— human context: e.g. alone, meetings, demonstrations, on telephone;
- linguistic context: e.g. in own country, abroad.
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When will the language be used ?
- concurrently with the ESP course or subsequently;
- frequently, seldom, in small amounts, in large chunks.

In view of what has been said earlier in this chapter about needs and
wants, it is clear that interpretations of needs can vary according to the
point of view of the particular respondent. ESP, like any educational
matter, is concerned with people, and as such is subject to all the vagaries
and foibles of human behaviour. For example, in analysing the needs %
of students, it would. be normal practice to ask both the lecturers and

the students about their English needs, There ma b a tendency on the?

part ¢ of the l;gt_g;ezs-to-exaggn:a the need for Eng ince Enprst
~me ~instruction. is_often_considered to. have hlgher status.
lecturer, in_other words, has a personal investment in gwmg the f

impression that the level of English needcd is high. The students, on the

becduse” they kiiow {or would prefer to believe) that it is not reaH)r
necessary. They might consider their interests to lie in English for the'
farire employment, for social purposes or éven in not having Eng ligh
at tall. '

"It i§ obviously necessary to obtain answers to the questions from a
variety of sources, and then to try and negotiate {delicately) a satisfactory
compromise. We shall deal with the matter of what you do with the
information gathered by needs analysis in Section 3.

\Pb:r

3 Learnlng needs

—
Ree

T111 now we have con51dered needs only in terms of target situation
£~ 'needs. We have been considering the quesuon- “What knowledge and
G abilities will the learners require 1 al hlg.to erform 0 the

_an What we have done so far is
“to consider. the s startmg point (lacks) and the destination (necessmes)
although we have also seen that there might be some dispute as to what _
that c[estma.tlon should be (wants). What we have not considered yet is
the route. How are we going to get from our starting point to the
destination ? This indicates another kind of need: learning needs.
To understand what is meant by learning needs, let us look a little
more closely at what happens in the analysis of target situation needs. i
In looking at the target situation, the ESP course designer is asking
the question: ‘What does the expert communicator need to know in
order to function effectively in this situatjon ?’ MM may bé
recorded in terms of language 1temsC£@ strategies, subject know[eage
etcj_ T T il
S . &
6o

7 ana ogy SP"CONTsE as 4 journey,
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Needs analysis

What the analysis cannot do, however, is show how the expert
communicator learnt the language items, skills and straregies that he or
she uses {Smith, 1984). Analysing what people do tells you little, if
anything, about how they learnt to do it. Yet, the whole ESP process
is concerned not with knowing or doing, but with learning. It is naive
to base a course dcs1gn simply on the target objectives, just as it is naive
to think that a journey can be planned solely in_terms of the srafting
‘point ar and the-destination; The needs, potential and constraints of the
route (i.e. the Ieammg situation) must also be taken into account i'f we
“areg ¢ goitig to have any | ‘useful analysxs of learnerneeds.

"Ap exainiple of what this means ay bé séén in the matter of choosmg
texts.

Let us say, we are preparing materials for a group of learners who
need to read texts on Systems. Most of the available texts are long and
dull, Shouid these texts be used for ESP? We would say no. The learners’
motivation in the target situation will not necessarily carry over to the
ESP classroom. They may well have to read very dull texts in their work
or studies, but they probably have some strong motivation to do so. This
does not imply that they will accept or learn from dull texts in ESP. It
may be more appropriate to look for texts that are more interesting or
humorous in order to generate the motivation needed to learn English
(Hutchinson and Waters, 1983). An imaginative example of a focus on
the learning situation is James B. Herbolich’s box kite project {1979).
Herbolich describes a scheme in which Engineering students at the
University of Kuwait had to build a box kite and write a manual
explaining how to construct it. Herbolich gives five reasons for choosing
the box kite as the object of the project:

—_

‘The mechanism should be (x) relatively new to the students; (2) related to a
field of Engineering; (3) a device whichdllowed theaitainment of new lexis; (4

& device which actuaily would operate “and ( 5y enj oyable to construct and test.’

e it A i — e e ¢ it NP e Y

It is interesting to consider how far the activity reflects target situation
needs and how far the needs of the learning situation. The students would
have to write manuals in the target situation and this obviously explains
the choice of this particular mode of expression. The students were
studying Engineering, hence reason (2) above. But thisis s the limit of the’

infhience of the target situation. All the other reasons ‘given derive from
theieeds of the learning situation — the need for a task that is enjoyable,
fulfilling, manageable, generative etc. The : project, in effect, is guided in _
terms of its general orientation by the target situation, but lts spectﬁc
content isa response to learning needs.

" “Herbolich’s project reminds us once more that ESP learners are people.
They may be learning about machines, but they are not the word-

crunching machines which too many approaches to ESP seem to imply.
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In the targer situation they may need, for example, to read long, dull
or complex texts, but their motivation to do so may be high because:
— they like the subject in general;
~ examinations are looming;
— job/promotion prospects may be involved;
— they may be going on to do very interesting experiments or practical
work based on the texts;
— they may like and/or respect the subject teacher or boss;
— they may be very good at their subject, but poor at English.
“For For_all manper of Rosslble reasons learners may.be.mell mativated in_
2 thes subject f fesson or ift their work, but to“'[ly turned off B?'iﬁ‘éﬁﬁtenng
. the Same material 1n an ESP classroom.” The target situation, in  other
L Words, 15 ot a reliable indicator of wiat is needed or useful in the ESP
¥ / learning situation. The target situation analysis can determine the
= " destination; it can also act as a compass on the journey to give general
" ¢ direction, but we must choose our route according to the vehicles and
guides available (i.e. the conditions of the learning situation), the
existing roads within the learner’s mind (i.e. their knowledge, skills and
. strategxes) and the learners’ motivation for travellmg

e, Wit b LR
e e o

i
i

(5

4 Analysing iearning needs

B

To analyse learning needs, we can use a similar checklist to that used
for target situation analysis:

A framework for analysing learning needs : @

Why are the learners taking the course?

- compulsory or optional;

— apparent need or not;

— Are status, money, promotion involved?

— What do learners think they will achieve?

~ What is their attitude towards the ESP course? Do they want to

improve their English or do they resent the time they have to spend :
onit? §

How do the learners learn?

— What is their learning background ?

— What is their concept of teaching and learning?

~ What methodology will appeal to them ?

— What sort of techniques are likely to bore/alienate them?
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What resources are available?

— number and professional competence of teachers;

- attitude of teachers to ESP;

— teachers’ knowledge of and attitude to the subject content;
— materials;

— aids;

— opportunities for out-of-class activities.

Who are the learners?

— age/sex/nationality;

— What do they know already about English ?

— What subject knowledge do they have?

— What are their interests ?

— What is their socio-cultural background ?

@ ~ What teaching styles are they used to?

— What is their attitude to English or to the culturés of the English-
speaking world ?

Where will the ESP course take place?
— are the surroundings pleasant, dull, noisy, cold etc?

o

e When will the ESP course take place?
— time of day;
: - every day/once a week;
% - full-time/part-time;

— concurrent with need or pre-need.

Conclusion

In this chapter we have looked at the most characteristic feature of ESP
course design — needs analysis. We have tried to show that it is a
complex process, involving much more than simply looking at what the

language user But’ lﬁnguagc use is only partof the story We also need

tell us what people do with language. What we also need to know is
how people learn to do what they do with language. We need, in other
words, a learning-centred approach to needs analysis.
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Course design
Tasks

'f" —.‘. . .
/ 13In what ways will an awareness of need affect an ESP course ?

L S
(L%

2 How might you analyse the needs of secondary school learners? What
results do you think you would get?

\’\3 j,W hat would you do faced with Mead’s situation ?

B =l

4 Make an analysis of your own learners’ needs using the Framework
for analysing target needs.

5 Analyse your own teaching/learning situation using the Framework
for analysing learning needs.

6 Study your own ESP textbook or materials. Try to reconstruct the
results of the needs analysis it is based on.

‘ra

o
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7 Approaches to course design

i _,{s“
. i vﬁf '
RN
by They must have the defects of their qualities.
91 H
{translated from Honoré de Balzac: Le Lys dans la Vallée)

.Course design is the process by which the raw data about a learning need
is mterpreted in order to produce an integrated series of teachmg*learmhg
expetiences, whose ultimate aim is_to > lead the lear_n rs to_a particuldr
siaté of knowledge., In practical terms this entails the use of the
theoretical dnd empirical information available to _E}'pduce a syllabus,
toselect; adapt or Write materials in_ accordance with the syIlabus, to"
develop a methodology for teachmg those materlals “and to establish”

evaliation procedures by which progress towards the specified goals wall
be measured..

So let us assume we have completed our needs analysis and reviewed
the theoretical models of learning and language available. We now have

to face that crushing question What do we do with the inforrnation we

another series of questions. The data from our needs analys1s can help
to answer these questions. But care js needed: there is no necessary

one-to-one transfer from ne_f_:_d__:"é._qglysm to course design, We have seerr
already that answers from one area (whit learnets eed) and another
(what learners want) ‘may conflict, We must remember that there are
.external Constraints (classfoom facilities/time) that will restrict what is _
possible. There are also_our_own theoretical .views and (not_to be
d1scounted) expenence of the classroom to take into account.
“ZThere are probably as many different approaches to ESP course design
as there are course designers. We can, however, identify three main

types: language-centred, skills-centred and learning-centred.

1 Language-centred course design

This is the simplest kind of course design process and is probably the
one most familiar to English teachers. It is particularly prevalent in ESP.
The language-centred course desagn process ail aims to draw as ﬁdllrect
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a connection as possible between the analysis of the target situation and

&Be content of thc ESP course. It proceeds as follows:. @

ldentify learners’ Select theoretical
target situation views of [anguage

il
i

Identify linguistic features
of target situation

o

Create syllabus

Design materials to %
exemplify syllabus items

¥ !

Establish evaluation procedures to test
acquisition of syllabus items

Figure 17: A language-centred approach to course design
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I A I

At first sight, this may seem to be a very logical procedure. It starts with

the learner, proceeds through various stages of analysis to a syllabus,

thence to materials in use in the classroom and finally to evaluation of

mastery of the syllabus items. However, logical and stralghtforward as
it may seem, it has 2 number of weaknesses :

© ) It starts from the léarners and their needs, and thus it might be

=" considered a learner-centred approach, but it is, in fact, not learner-

centred in any meaningful sense of the term. The learner is simply
used as a means of identifying the target situation. Instead of taking
the whole of English and teaching it to the learner, as happens in
General English, only a restricted area of the language is taught. As
figure 18 shows, the learner is used solely as a way of locating the
_restricted area, Thereafter the learner plays no further part m the
process. As we have seen, however, when considering needs analysis, ’
-the lcamer should be con51dered at every stage of the process. Yet,.

for_at_all"lemis;therefore, not learner-cénitred, but simply lcamer-
restricted,
restrictec.

LANGUAGE LEARNER LANGUAGE LEARNER

IR

>> &

General English Language-centred ESP
Fz'gure 18: The learner-restricted syllabus

’b) The language-centred process can also be criticised for being a static

b and inflexible procedure, which can take little account of the conflicts

and contradictions that are inherent in any human endeavour. Once
the initial analysis of the target situation is done, the course designer
is locked into a relentless process. But what if the initial analysis is -
wrong? What if some crucial element, such as the unexpected A
‘motivational attitude of Mead’s students (see above p. §7) is not taken
into account? Any procedure must have flexibility, feedback channels
and error tolerance built in so that it can respond to unsuspected or
developing influences.

¢} One of the alluring features of this model is that it appears to be

Cen
o
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" systematic. But in so doing it engenders the false belief that learning
itself is systematic — that the systematic analysis and presentation of

‘language data will produce systemiatic | [eariing in_ the.learner.

Unfortunately the role of systematisation in learning is not so snmple
Certainly, there is a lot of evidence to show that the systematisation %
of knowledge plays a crucial role in the learning process: we learn
by fitting individual items of knowledge together to create a meaning-

16 themsel_\ies ~And unfortiinately we hiave to admit that we do not
“know enough about how the mind actually goes about creating its
internal system of knowledge. We must, however, avoid the mistake
made by the Audiolingual Approach of believing that because
language has a describable system, describing that system will induce

. Systematic learning.

'd) i The language-centred model gives no acknowledgement to factors
which must inevitably play a part in the creation of any course. Data

such as that produced by a needs analysls, i$ not important in itself.

iiake isé of all ors
of knqyﬂggge that 3 are not revealed in the analysis . What is ~
actually happemng in the langnage-centred approach}s ‘that an -
analytical model is also being used mapproﬁnaie[y asa predlctwe
ni6del. An analysis of what happens in a particular situation is being
used to determine the content of pedagogic syllabuses and materials.
But there are all manner of other factors which will influence these
activities. To take a simple example, one of the primary prlncxples

of good pedagog1c matenals is that they should be interesting. An

ac_tl,\_rlty_.lls‘,_lnteresung Thus, if materials are based on the ianguage-\
centred model, then, either there are other factors being used, which
are not acknowledged in the model, or, and sadly this is what seems
so often to be the case, these learning factors are not considered to
be important at all. As a teacher once remarked at a seminar on
.~ materials writing, ‘It doesn’t matter if it’s boring. It’s ESP.
- e} The language-centred analysis of target situation data is only at the
=" surface level. It reveals very little about the competence that underlies
the performance.
In summary, then, the logical, straightforward appeal of the language-
centred approach is, in effect, its weakness. It fails to_recognise the fact
that, learners being people, learning is not a stralghtforward logical
process
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2 Skills-centred course design

The skills-centred approach.to ESP-has been widely applied in 2 number
of countries, particularly in Latin America. Students in universities and
colleges there have the limited, but important need to read subject texts
in English, because they are unavailable in the mother tongue. In,
response to this need, a number of ESP projects have been set up with
the specific aim of developing the students’ ability to read in English (see",
above p. 13- The skills<centred- approachiisfounded on two fundamental
principles, one theoretical, the other pragmatic: G

a). The basic theoretical hypothesis is that underlying any Ianguage

" behaviour are certain skills and strategies, which the learner uses in
order to produce or comprehend discourse. A skills-centred approach
aims to ns to get away from the surface performance nce data an and look at the
competerice " that inderlies the‘performance Tsee 1{e) above). A
skills~centred course, therefore, wﬂI"present its learning objectives
(though probably not explicitly) in terms of both performance and
competence. This example from a Brazilian ESP syllabus for Library
Science students is given in Maciel et al. (1983) (our brackets):

General objective (1.e. performance level) :

The student will be able to catalogue books wrircen in English.
Specific objectives {i.e. competence level):

The student will be ableto:

—extract the gist of a text by skimming through it.

—extract relevant information from the main parts of a book.

b) The pragmatic basis for the skills-centred approach derives frorn a
.| distinction made by Widdowson (r981) between goal-oriented
courses and process-oriented courses. Holmes (198z) points out

that % e

S

‘In ESP the main problem is usually one of time available and student
experience. First, the aims may be defined in terms of what is desirable,
—1e. to be able to read in the literature of the students’ specialism, but
there may be nowhere near enough time to reach this aim during the period
of the course. Secondly, the students may be in their first year of studies
with litle experience of the literature of their specialism...Accordingly
both these factors...may be constraints which say right from the start,
*The aims cannot be achieved during the course.”’

Holmes puts his finger on a contradiction that arises from interpreting
‘needs’ in the narrow sense of ‘target situation necessities’. If the ESP
course is designed in terms of goals, there is in effect a tacit admission
that a large number of students will fail the course. Since ESP is by

* Our use of the term ‘skills-centred’ can be taken as synonymous with Widdowson's {and
Holmes'} *process-oriented .
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its very nature a process that is intended to enable people to achieve
a purpose, it is at best a little odd to frame the course in such a way
as to almost predict failure. The_process-oriented approach tries to
avo:d this problem by removing the distinction between the ESP
coiirse4iid "the e target sithation: "~ The"ESP course is ngt s€én as a”
self-sufficient unit from which learners emerge as proficient target
situation performers, because, as Holmes points out, a number of
students are unlikely to achieve this proficiency. Instead, the ESP
course and the target situation are seen as a continuum of constantly
developing degrees of proficiency with no cut-off point of success or
failure. The e }thil[i in the ESP course, then, is not on achieving a

particular set of goals, , but on enabling the learners to achiéve what,
they can within the givern conserai
T

Ty e
/ “The process-onented approach...is at least realistic in copcentrating on %
“ strategies and processes of making students aware of their own abilities and

|, potential, and motivating them to tackle target texts on their own after the /

Ne\r’:d of the course, so that they can continue to improve.”’ (ibid.) ¢ i

The skills-centred model, therefore, is a reaction both to the idea of
: spec1ﬁc registers of Enghsh as a basis for ESP and to the practical
constraints on learning imposed by limited time and resources. In
essence it sees the ESP course as helping learners to develop skills and
strategies which will continue to develop after the ESP course itself. Its
aim is-not to provide a specified corpus of linguistic knowledge butto
make the Tearners ifito better processors “of nformatioh . We might

presént the skills-centred modél asin figure 19, =
The role of needs analysis in a skills-centred approach is twofold. i
~Firstly, it provides a basis for discovering the underlying competence that \1,
afenables people to perform in the target situation. Secondly, it enables %
‘the course designer to discover the potential knowledge and abilities that / ke

‘-‘ \ thc learners bring to the ESP classroom.
Ep The skills-centred approach, therefore, can certainly claim to take the
leamer more into account than the language-centred approach:
a) It views language in terms of how the mind of the learner processes
it rather than as an entity in itself.
b) It tries to build on the positive factors that the learners bring to the
course, rather than just on the negative idea of “lacks’.
¢) It frames its objectives in open-ended terms, so enabling learners to
achieve at least something.
Yet, in spite of its concern for the learner, the skills-centred approach
- still approaches the learner as a user of language rather than as a learner
" of language. The processes it is concerned with are the processes of
language use not of language learning. It is with this distinction in mind
that we turn to the third approach to course design.

%
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W Figure 19: A skills-centred approach to course design
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3 A learning- centred approach .. . ..

. e
- h o

Before ¢ descrlbmg this approach, we should expand our cxplananon of [
why we have chosen the term learning-centred instead of the more ’F
common term learner-centred. =N
The learner-centred approach® is based on the principle that learning E
is totally determined by the learner. As teachers we can influence what
\mﬁmﬁﬁs determined by_the learners alone. =¥
Learning is seen as a process in which the learners use what knowledge
_or skills they have in order to make sense of the flow of new information.
Lcammg, therefore, is an internal process, which is crucially dependent ™3 ;
supon the knowledge the learners already have and their ability and & %
“motivation to use it. Itis difficiile ©6 fault this view of learning, if we
“see learning simply in terms of the end product in the learner’s mind.  _~
But learning can, and should, be seen in the context in which it takes
place. Learning is not just a mental process, it is a process of negotiation
between 1nd1v1duzil_s and society.-Society sets ‘the target (in the case of
ESP, ‘pérformance in the target sifhation) and the individuals must do
their best to get as close to that target as is possible (or reject it). The
learners will certainly determine their own route to the target and the
speed at which they travel the route, but that does not make the target
unimportant. The target still has a detérmining influence on the possible
routes. In the learning process, then, there is more than just the learner-
to consider. For this reason we would reject the term a learner-centred -
approach in favour of a learning-centred approach to indicate chat the
concern js to maximise leammg The learner is one factor to consider :

s

in the learning process, but not the oly sae- Thiis mr-
centred Would for.ouE plrpose be. mislEading.

=T return to our discussion of approaches to course design, we can “
see that for all its emphasis on the learner, the skills-centred approach ﬁ
does not fully take the learner into account, because it still makes the ESP
lcarnmg situation too dependcnt on the targct s:tuatlon, The Tearner i is,

""‘“-:‘::'- A

@

=

with the language-centred approach, the learner is discarded and the
_target situation analysis is allowed to determine the content of the course ”
1 with little further reference to the learner.
+ A language-centred approach says: This is the nature of the target
situation performance and that will determine the ESP course. e
. A skills-centred approach says: Fhat’s not enough. We must look “
. ‘)‘ A truly learner-centred approach does not really exist ac the currenc time. We would not like
to give the impression that it is a formalised approach in acrual use. Indeed since most learning
takes place within institutionalised systems, it is difficulr to see how such an approach could ke
taken, as it more of less rules out pre-determined syllabuses, materials etc. Thus it should be

viewed mare as a theoretical attack on established procedure than as a practical approack to
course design.

7
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behind the target performance data to discover what processes enable
someone to perform. Those processes will determine the ESP course.

A learning-centred approach says: That’s not enough either. We must
“Jook beyond the competence that enables someone to perform, because
what we rcally want to discover is not the competence itself, but how
someone acquires that competence.

We might see the relationship in this diagram:

Identify target situation

A Iangugr_géiﬁgntred approach

v cousiders':t;ﬁé learner to here.
s

Analyse target situation

L

Analyse learning situation A skills-centred approach

i — R, S T —— ———— — e Emam WOW

considers the learner to here.

b

Write syllabus

Y

Write materials

Y

Teach materials

i

Evaluate learner achievement

A learning-centred approach

must consider the learner
at every stage.

Figure 20: A comparison of approaches to course design
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Figure 20 shows that a learning-centred approach to course design takes
account of the learner at every stage of the design process. This has two
implications:
-a) yCourse design is a negotiated process. There is no single factor which
%" has an outright determining influence on the content of the course.
The ESP learning situation and the target situation will both influence
the nature of the syllabus, materials, methodology and evaluation
procedures. Similarly each of these components will influence and be
influenced by the others.
'b) ‘Course design is a dynamic process. It does not move in a linear
t ./ fashion from initial analysis to completed course. Needs and resources
" vary with time. The course design, therefore, needs to have built-in
feedback channels to enable the course to respond to developments.

2
g

The learning-centred course design process is shown in this diagram:

,p’/\-t/

. o [
* L IR
3 o

ldentify learners

-L\
- N

:'!,—-' e
3 3/ N T %
L Theoretical Analyse Anaiyse Theoretical | . -
T views of learning target views af W
learning situation situation language i o=
A s ‘ﬁ'i:ﬁ
O i
AT e
ey .. T
P < T 5
Y b 4 Identify attitudes/wants/ S
tential of learmers L ui
po Identify skills and Lelt
“““““““““““““ knowledge needed to T %
s~ .| \dentify needs/potential/ + function in the U
<7 . constraints of learning/ target situation T -
i teaching situation el
e || T
. LJ" ro . I ]
fels . Write syllabus/materials [~ ° I
! 1o exploit the potential of e L ’
] the leamning situation
Evaluation |~ in the acquisition of the | Evaluation
S skills and knowledge e T
required by the RTESEES Pl
target situation N i S
[

Figure 21: A learning-centred approach to course design
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What does it mean in practical terms to take a learning-cerjtred approach

to ESP? We will look in more detail at this question in Muterials design

(chapter 10). For the moment let us look at a fairly common example

at the level of course design.
A needs analysis reveals that-the ESP learners need English in order i

to be able to read texts in their subject specialism. They have no need |

to write, speak or listen to English. Their sole need is to read Enghsh

texts. If we followed a language-centred or skills-centred approach to ‘“

course design, we might conclude that ESP lessons would concern ¢

themselves only with the activity of reading texts. There would be no

listening work; all discussion would be in the native language and

writing tasks would be minimal. This would be a logical application of |

the models for course design above (figures ¥8 and 19). But if we took

a learning-centred approach, we would need to ask further questionsand .~

consider other factors, before determining the content and methodology S

of the course. TS

L a) Can we only learn to read effectively by reading or can the other skills

™~ help the learners to become better readers ? For example, is it possible
that learners might grasp the structure of texts more easily by writing
texts themselves? Can a knowledge of the sound or rhythm of a
language help in reading? Stevick {1982) stresses the importance for
memory of creating rich images in a way which closely parallels our
own model of learning as a network-building process (see chapter 4):

¢ “The higher the quality of the image — that is, the richer and better ‘
_ integrated it is — the more easily we will be able to get back one partof it
i . when we encounter another part.’ '

‘We can apply this argument to the question of skills. If an image gets
into the brain through a number of different pathways — by hearing,
reading, writing and sp&aking — that image is likely to be a richer
image than if it gets in through only one pathway. The image will
thereby_be much stronger and much more easily accessible, since jt’
will have more connections into the network: The fact that the learner
will eventually use the knowledge gained only for reading is largely
irrelevant. What is of most concern is how the learner can learn that
knowledge most effectively. If the effectnreness of the process can be
 enriched by the use of other skills, then that is what should be done...

b) What are the implications for methodology of having a IIlOI'lO-SkIH
focus? Will it lead to a lack of variety in lessons or a limited range
of exercise types, which will socon induce boredom in the learners?
Could other skills be used to increase variety? These are not trivial
questions. One of the basic paradoxcs of language teaching is that
we need to rcpeat “things in “order to learn them, but frequent
repentzon creates boredom: our minds switch off ‘and learning is”
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minimal. Vagiety is, therefore, not just a nice thing to have for its own
P i Y e ST ML STty Rty ot
sake: it is a vital elément-inkéeping the learners’ minds alert and
focussed “on the task in hand. Procéssing the same Tififormation”
througha variety of skills i§ 6ne Way of achieving reinforcement while
still maintaining concentration. It is much more difficult to get variety
if we have to operate to target situation imposed constraints, such
. as a restriction to one skill (see chapter 11, Methodology).

) ‘How will the students react to doing tasks involving other skills ? Will

they appreciate the greater variety and interest of the activities or will
they say ‘I don’t need to understand spoken English, so why are you
asking me to listen to something in English ? I need to read.’

d) Do the resources in the classroom allow the use of other skills? Is

=~ it quiet enough to do listening or speaking work? Can the teacher

handle an integrated skills approach?

€) How will the learners react to discussing things in the mother tongue?

-~ Will it help them to feel more secure? Will it enable them to express

their views more easily and freely. Or will they feel that it isn’t really
helping them to learn English ?
)} How will the learners’ attitudes vary through the course ? At first they

‘. may prefer a reading only approach, because it is novel and may give

them a good sense of achievement. Will this motivation carry on
through the whole course, however? Will the learners get bored with
the same kinds of activities and start to want a more varied

- -methodology?
- ) How do the learners feel about reading as an activity ? Is it something

they like doing, or is it an activity that they avoid where possible, even
in the mother tongue? If the latter is the case, will a reading only
approach help to remove some of their aversion to reading or will
it reinforce existing antipathies ?
The answers to the questions we have been considering might reinforce
the idea of doing reading only or they might indicate that an 1ntcgrated
skills approach is reqmred ‘The answers will vary dependmg on the
learneis and the learning coniext. t. The example, however, Séfves to show
how factors concerned with léarning may affect the design of a course,
sometimes in total contradiction to the apparent needs of the target
situation. The Framework for analysing learning needs (see above p. 62}
provides more questions that could be asked. Jhc answers, as we
have said, will vary according to the individual sitiiation and may varyy
within mthe timespan of the course. The important point is that these _
“fuestions must be asked and the results allowed to influence the course
de51gn
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Approaches to course design

Conclusion

In this chapter we have looked at the question of how the darta of a needs
analysis can be used to design an effective ESP course. Traditionally the
target situation analysis has had a direct determining influence on the
development of syllabus, materials, methodology and tests. We have
argued that the course design process should be much more dynamic
and mteracnve;:_l;n_parncular,«faotoxs coneerned with learning must be
brought into play at all stages of the dr.slgn process, We have called this_
a Iearmng—cr:ntrcd approach ~ ar}w“approach with the avowed aim of
‘maximising the potential of the learning situation. Such an approach is
inevitably more complex: it is based, after all,on a recognition of the
complexity of the learning process. But everythmg must have the defects
of its qualities. In the next section we shall look at how the approach
can be applied to the construction of a syllabus and to the evaluation,
design and teaching of materials.

Tasks

.)"- "-, mp

Y Analyse an ESP course in your institution and decide what approach

“—has been used to design it. What do you feel are the merits and
drawbacks of the design?

2 What do you think a fully learner-centred course would be like?

3 The Malaysian and the Brazilian ESP Projects (see above p. 13) differ
in their attitude to skills. The University of Malaya project has a
Spoken Interaction component {Chitravelu, 1980), while the Brazilian
project uses the mother tongue for all oral work:

a) What factors might have influenced the course designers in these
two projects in making their decisions ?

b} Consider the ‘reading only’ problem in your own situation. What
answers do you think you would get to the questions we raise
above (p. 75)?

SO . . . .
" 4 A learning-centred approach to course design is complex and time-

== "consuming. Do you think it is worth the trouble?
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Section 3 Application

By their fruits ye shall know them.
(Gospel of St. Matthew 7:20)

In the first two sections of this book, we have looked at the principles
and practices that lie behind ESP course design. In this section we will
be concerned with the detailed implementation of thedesign into a
syllabus, materials, 2 methodology and evaluation procedures. First a
word of caution. Books and courses must proceed in a-linear fashion:
one page must follow another; one lesson must follow another.
Knowledge has to be segmented for presentation somehow. But this does
not carry any implications for importance or procedure. In dealing with
the syllabus before materials writing, we are not suggesting that the
syllabus is more important than the materials, nor that the syllabus must
be written before the materials. Indeed it would be perfectly possible
to deal with them the other way around, just as it is perfectly possible
to write the materials before the syllabus. The teaching/learning process

is a complex and dynamic pi:cu:t:ss,r with all the various f factors mﬂuencmg

i i s
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8 The syllabus

I must Create a System, or be enslaved by another Man’s.

{William Blake, * Jerusalem’)

In this first chapter on the applications of a course design model, we shall
be looking at the syllabus and considering the following questions:

1 What do we mean by a syllabus?

2 Why should we have a syllabus?

3 On what criteriz can a syllabus be organised ?

4 What role should a syllabus play in the course design process?

1 Whatdo we mean by asyllabus?

Most teachers might regard this as an unnecessary question. A syllabus
is a document which says what will {or at least what should) be learnt.
But, in fact, there are several different ways in which a syllabus can be
defined. This stems from the fact that the statement of what will be learnt
passes through several different stages before it reaches its destination
in the mind of the learner. Each stage on its route imposes a further layer
of interpretation.

@_}j’he evaluation syllabus

As we have said, at its simplest level a syllabus can be described as a
statement of what is to be learnt. This kind of syllabus will be most
familiar as the document that is handed down by ministries or other
regulating bodies, It states what the successful learner will know by the

end of the course. In effect, it puts on record the basis on. mﬁw

or failure will be evaTateéf Thus we might refer to this as an evaluation
syllabus. It reflects an official assumption as to the nature of language
and linguistic performance. For example, if the syllabus 1s framed in
terms of grammatlcal structures, this reflects a view that knowing a
language consists of knowing thc constituent structures. It would be

im roduce a aving a view OE

what language is and thus how it can be broken down

8o
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The syllabus

Y lhe organisational syllabus

As well as listing what should be learnt, a syllabus can also state the
order in which it is to bé Teamnt. " We might <all this an organisational
syllabus. In a rough sense, evaluation syllabuses fulfil this role, in that
they normally list what should be leamnt in, for example, the first year
of learning etc. The organisational syllabus is most familiar in the form
of the contents page of a textbook, and it is this form of syllabus that

most people would think of when asked: ‘W_hgmsxﬂablm%

organiisational syllabus differs from the evaluation syllabus in that it
carries assumptions about the nature of learmng as well as language,
since, 10 organising the items in a syllabus, it 1s necessary to consider
factors which depend upon a view of how people learn, e.g. :

— What is more easily learnt?

— What is more fundamental to learning ?

— Are some items needed in order to learn other items?

— What is more useful in the classroom?

Criteria like these must be used in order to determine the order of items.
The organisational syllabus, therefore, is an implicit statement about the

* narure of languagc and of lcammgl

Mot L
y €) The materials syllabus

The two syllabuses considered so far might be regarded as pure
syllabuses, in that they have not been interpreted. They are a straight-
forward statement of what is to be learnt with some indication of the
order in which the ttems should be learnt. The syllabuses say nothing
about how learning will be achieved. But a syllabus, liké a coursé design
model, is only as good as the interpretation that is put on it. On its route
to the learner the organisational syllabus goes through a series of
interpretations.

The first person to interpret the syllabus is usually the materials writer.
So we get our third kind of sylabus = Eﬁwmatermm"ﬂabus In writing -
materials, the author adds yet more assiimptions about the nature of
language, language learning and language use. The author decides the
contexts in which the language will appear, the relative weightings and |
integration of skills, the number and type of exercises to be spent on
any aspect of language, the degree of recycling or revision. These can -
all have their effect on whether and how, well. somethmg_w_leamt For
example, if certain vocabulary {tems arc p which appeal
to the learners, they are more likely to be remembered, because the ™
[earners attention will be more involved.
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d) The teacher syffabus
\./\/-\/\/\/\/\,.._/

The second stage of i mterprctat:on usually comes through the teacher,
The gredt niajority of students in the world learn langnage through the
mediation of a teacher. Thus we have the teacher syllabus (Breen, I984)
Like the materials writer, the teacher can influe i
and frequency of any item, aTtE_creBy aftect the image that the leariers
receive. Stevick (1984) recounts how an inexperienced-teacher-would—
finish in two minutes an activity that he would spend twenty minutes
on. This kind of variability will inevitably affect the degree of learning.

2

&) The classroom syllabus &
As every te teacher knows, what is planned and what actually happens in ;
a_lesson are two different things (Allwright, 1984b). A lesson is a @

communicative event, which is créated by the interaction of a number
of forces. We might use our analogy of a journey again to illustrate this
point. The lesson plan is like the planned route, but like a planned route
it can be “affected by all sorts of conditions_along the way —the
unexpected traffic jam, the slow-moving vehicle that you get stuck
behind, the diversion because of road works, the new one-way system o
that you get lost in. But the journey might also be helped along by the
new stretch of motorway, the company of travelling companions, fine
weather etc. The classroom, too, creates conditions which will affect the
nature of a planned lesson. Thcs_g might be extraneous factors, such as
noise from outside, hot. weather, interruptions to deal with an admin- i
istrative mater, a visitor. They might come from the learners as a group: i
perhaps they are tired after a long day, excitable after an incident in the

break. Individual students might hold matters up by asking questions “
or distracting the attention of the class. They might on the other hand i
make a lesson memorable by putting an interesting question or telling

amusing anecdote.

\  The classroom, then, is not simply a neutral channel for the passage
2of information from teacher to learner. It is a dynamic, interactiv
environment, which affects the nature both of whar is taught and what
; is learnt. The classroom thus generates its own syllabus (Breen, 1984).

) The fearner syllabus

The syllabuses we have considered till now might all be referred to as
extérnal syllabuses. The learners might participate in their ¢reation to
some extent, but essentially they are extéinal to the learner. The last type
of “syllabus, however, is an internal syllabus. It is the network of
knowledge that develops in the learner’s brain and which enables that
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learner to comprehend and store the later knowledge. We might call this

the learer §7llabus (Breen, 1984).
@ The learner syllabus differs from all the other types we have
meifitionied mot-just-inbeirg ifternal as opposed to external, but il THAT
fiﬁ_f‘fifces ifi the opposite direction. It is a retrospective record of what has
‘been Tearnt rather than a prospective plan of what will be learnt
(Candlin, 1587 The importance of the learner syllabus lies in the fact
that it is through the filter of this'syllabus that the learner views the other
syllabuses. What is in_that lédrner syllabus, in other words, will have
a criicial influence on whether and how future knowledge is learnt. It
is for this reason that the Ieata st-be” raker into acc

continuing basis through e the course design process (see

above fgure 2.1).

There is, then, not just one syllabus, bur several, and the teaching-
learning process involves the interaction of them all. When we use the
term ‘syllabus’, we should be very clear which one we afe referting to.
Iirparticiiar, do we mean the external spectfication Of fUtire JCATTINgG
or the internal construct developed by the learner? But the most
important point of all to draw from this analysis is that there is no
necessary relationship between any of the syllabuses, and in particular,
there is no _direct. relations etwéen _the starting poi the

évaluation_syllabus and the end poini of the lzirner_syllabus (see
@ Atiwnght, To845). Of any empirical evidence, this should be blindingly
obvious and yer the fallacy persists: ‘I have taught the syllabus.
Therefore the students have learnt what is in the syllabus.’

2 Whyshould we have a syllabus*?

In view of the amount of work that goes into syllabus design and the
considerable weight of authority that syllabuses have, we might usefully
consider whether they are necessary. This will reveal that just as there
are acknowledged and hidden syllabuses, there are also acknowledged
d hidden reasons for having a syllabus.
'Language is a complex entity. It cannot be learnt in one go. We have
to have some way of breaking down the complex into manageable
units. The syllabus, in defining the constituent parts of language
knowledge, thus provides a practical basis for the division of

assessment, textbooks and learning time.
In addition to its practical benefits, a syllabus also gives moral

support to the teacher and learner, in that it makes the language
% learning task appear manageable.

* In questions z—4 we shall use the word syllabus in the sense of the evaluation/organisational
syllabus.

83



Application

A syllabus, particularly an ESP syllabus, also has a cosmetic role.
Sponsots and students will want some reassirance that their Invest:
ment of money and/or time will be worthwhile. If nothing else, the
syllabus shows that some thought and planning has gone into the
development of a course. This aspect is, obviously, of particular
importance when there are commercial sponsors involved.
turning to our analogy of learning as a journey, the syllabus can
” be seen as a statement of projected routes, so that teacher and learner
not only have an idea of where they are gding, biit iow they might
get there. T
(é‘ ‘A syllabus is an implicit statement of views on the nature of language
andTEarnmg A syH;bus will normall_ﬂbe expressed in terms of what
is taken to be the most important aspect of language learning. If we
lay out a syllabus in structural terms, we are saying that knowledge
of the structures of the language constitutes the most important
clement of language competence. If we take a skills basis, we are
saying that skills are the most imporrant aspect and so on. A
syllabus, then, tells the teacher and the student not only what is to be
@learnt but, 1mpf1c1tlggzm vhy it Is to be learnt.

A syllabus provides a set of criteria_for materials selection_and/or

writing. Tt defifies the Kind of texts to look for or produce, the irems

to focus on in exercises etc. This is probably one of the commonest

uses for a syllabus, but it can be one of the most damaging to the
w course design, if wrongly used (see 4 below p. 90).

@ Uniformity is a necessary condition of any institutionalised activity,
sich as education. It is deemed to be important that standards
within a system are as equal as possible. A syllabus is one way in
which standardisation is achieved (or at least attemptcd)

@ [0 that tesching s intended to 1éad a learner to a particular state of
knowledge, there need to be criteria against which success or failure
in reaching that state will be assessed. A syllabus, therefore, provides
a visible basis for testing.

It is clear from this list of roles that a syllabus is an important document
in the teaching/learning process. Indeed, its importance probably stems
from its multi-functional purpose. But therein also lie the dangers:
 We should be aware of why we want a syllabus and what we will
use it for. If it'is really just for cosmetic purposes to placate a sponsor,
then we should not try to use it as a means of selecting texts or
deciding what to put in the exercises.

t%j) A syllabus is a model —a statement of an ideal. A syllabus js not,
therefore, a statement of what will be learnt. It is important to
rémémber that a syllabus can only constitute an approximate
statement of what will be taught (though, even here the divergence
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The syllabus

may be considerable). It can predict very little about what will be
learnt. @ syllabus can never be more than a statement of a teaching
ideal )’
¢y Syllabuses cannot express the intangible factors that :ire so crucial
Q/Eo learning : emotions, personalities, subjective views, motivation.
)

yllabuses cannot take account of individual differences. Just as they

are a statement of the ideal in language terms, they also implicitly

define the ideal learner. —

The role of the syllabus is a complex one, but it clearly satisfies a lot/
of needs. We need crucially to be aware of the different roles that the, y
syllabus plays, so that it can be used most appropriately. In particularj TR

we need to recognise its ideal nature and, therefore, its limitations as
an indicator of learning.

On what criteria can a syllabus be organised?

o We noted above that one of the main purposes of a syllabus is to break
' doiwn the mass of knowledge to be learnt into manageablé tinits. This
breakdowi(nnless 1t s to beécompletely randoimy Has 66 bebased on
cereaimerireria. Présented below are some contents lists from 'a range
of ESP courses, illustrating the different criteria that can be used.

a) Topicsyllabus

The Rig

Fishing Jobs

Traps and Geology
Reservoir Fiuids -
Natural Flow

Blowout Control

Drives and Stimulations
Directional Wells

Jobs on the Rig

{The Petroleum Programme: English for the oil industrybyP. L. Sandler,
BBC, 1980)

WO~ O Py =

b) Structural/situational syllabus

1 The Hotel and Staff (1)
Patterns of the verb “to be"; demonstratives; personal pronouns.

2 The Hotel and Staff (2)
Questions with ‘where?'; some prepositions.
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hy Skills and strategies

Unitone: Who do you think you are?
Exercises in personal evaluation
Unit two; What do you think you’ll do?
Exercises in examining your job needs
Part T The hours you work
Part 2 Job security
Part 3 Making decisions
Part 4 Changing fieids
Unit three: What will you find out?
Exercises in using the want ads
Part 1 An introduction to the want ads
Part 2 Want ad abbreviations
Part 3 The information in an ad
Part 4 Your qualifications
Part 5 Answering an ad

{(I's Up To You: by ]. Dresner, K. Beck, C. Morgano and L. Custer,
Longman Inc., 198c).*

Each of the syllabuses shown represents a valid attempt to break down
the mass of a particular area of knowledge into manageable units{Each
carries certain assumptions about the nature of language and learning.
But these assumptions may not be very explici:?;i;(‘)r example, what
assiimptions underlie the ordering in the structurdl syllabus (b)? Does
the verb “to be’ come first, because it is easier to learn? If so, in what
sense ? Structurally, it is the most complex verb in English. Does it come
first because it is needed for later structures, for example the present
continuous? Is it considered to be conceptually simpler? For many
students, for example Indonesian students, it causes conceptual problems,
since in Bahasa Indonesian it is frequently omitted. Alternatively, is the
syllabus ordered according to usefulness? The verb “to be’ is more useful
than, say, the present simple tense of the verb ‘to go A\ If we are operating
the criterion of usefulness, what context are we referring to? Dq we mean
(sefiilniess in the outside world or usefulness in the wélassroox?ﬁ

What about the functional/notional syllabus (c)? Does the order
imply that Describing Properties and Shapes is more common or more
fundamental than Describing Function and Ability ? Or is there a covert
structural syllabus underlying the ordering? Describing Properties and
* Syllabus (h) illustrates an interesting feature of the American tradition of ESP. It has an avowed

social as well as a linguistic aim. * Many students face the challenge of competing for jobs before
they feel proficient in English. It’s Up To You is a novel approach to developing the language
skills and job-seeking strategies of these students.’ (J. Dresner et al., 1980) The aim is, therefore,
not just to improve language skills, bur the much broader aim of enabling the learners to survive
and compete more effectively in American society. This reflects the strong influence in the USA
of concern for refugee and immigrant needs. This is why in America ESL tends co be used as

the umbrella term for English Language Teaching. In Britain, where the teaching of immigranrs
is a relarively minor element in ELT, EFL is used as the umbrella rerm.
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Shapes only requires the verb “to be’ (e.g. It is round/square/hard/soft
etc.). Describing Function and Ability, on the other hand, requires
can / can’t / has the ability to...etc.

The syllabuses shown above are as important for what they don’t say,
as for what they do say, because they only show onie or two of the
elemeiits’ of ‘thé materials. Wﬂw
operate sevetal syllabuses at the same time. One of them will probably

7 be ised as the principal organisifig feature, but the others are still there,
s even 1if they aré not taken info account-in the organisation of the
m—o

material. For example, every function is realised by one or more struc-
; tures, thus in writing a functionally organised syllabus, a structural
syllabus (good or otherwise) is automatically produced. Texts must be
about something, thus all textbooks have willy-nilly a topic syllabus.
Similarly, exercises demand the use of certain language processing
skills: so, in writing a sequence of exercises, a skills syllabus of sorts is
generated.

The syllabus that you see is only a statement of the criteria used to
i organise the mass of language use into a linear progression. Behind the
stated syllabus are the other syllabuses, acknowledged by the authors
or not, as the case may be.

We concluded chapters 3 and 4 by proposing a varied approach: taking
from the various descriptions of language and theories of learning that
which would most benefit the learning process. We showed an extract
from a Business English syllabus that goes some way towards representing
the variety of factors in the syllabus (figure 6). The developments of recent
: years in linguistics and psychology may not have given us any firm
answers, but what they have done is_show us that there is no single
answer. There are different aspects and levels of language. There are
different aspects and levels of learning. We don’t know yet how they
interrelate, but we do know that they exist. This knowledge should be
reflected in a syllabus. If we know that there is both a functional and a
structural aspect to language, then a course should have a functional and
a structural syllabus. If we know that langnage knowledge is limited
unless the learner has the skills and strategies for using it, then a course
should have a skills and strategies syllabus too.

Any syllabus which claims to teach people how to communicate (in
whatever specialised area) should acknowledge the complexity of

communication. A syllabus that i1s framed in only one aspect. (be it
% structurcs, fonctions, content or._whatever) will probably miss the
opportunity to develop the unackuowledged elements effectively. As
Swan (1985b) says, when reviewing the structural/functional debarer

so syllabuses (functional, notional, situational, topic
Structural, skills) mto a sensible teaching programme.’ ) (‘W

“The real issue is not which syllabus ro put fiest: it is how to mtegrate exght cj
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4 What role should a syilabus play in the course
design process?

We can look at this question in terms of the approaches to course design
that we outlined in chapter 6.

a) fanguage-centred approach

In this approach the syllabus is the prime generator of the teaching
materials, as this model shows:

Analyse target situation

Write syllabus

[

Wirite or select texts to
illustrate items in sylfabus

)

Write exercises to practise
iterns in the syltlabus

]

Devise tests for assessing knowledge
of the items in the syllabus

Figure 22.: The role of the syllabus in a language-centred approach

This sort of approach is still widely used in ESP. The syllabus is quite

clearly the determiner of the entire course, It is, so to speak, the
crystallisation of what the course is all about — the inspiration for the

production of texts and exercises and the basis on which proficiency will
be evaluated.
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by _A skills-centred approach

An alternative approach is needed in a skills-centred syllabus, since the
aim is not to present and practise language items, but rather to provide
opportunities for learners to employ and evaluate the skills and
strategies considered necessary in the target situation. A skills-centred
approach will often lay great store by the use of ‘authentic’ texts (see

chapter 13, p: 158). A skills-centred approach to the use of the syllabus is
suggested by Holmes (1981):

Analyse target needs

Y

Select interesting and
representative texts

Y

Devise a hierarchy of skills
to exploit the texts

hi

Order and adapt the texts
as necessary to enable a
focus on the required skills

¥

Devise activities/techniques
to teach those skills

Y

Devise a system to assess
the acquisition of the skills

Figure 23: The role of the syllabus in a skills-centred approach
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In this approach the syllabus is not 3 prime generator. Although Holmes
pmmmnghem is a degree of
negotiation between texts and skills. Thus, for example, the skills
syllabus, as well as establishing criteria for the ordering and adaptation
of texts, will probably also play a role in their initial selection. At the

same time, the texts available will affect what can be focussed on in
exercises and assessment.

¢) Alearning-centred approach
L/\_/\NA._/"N-—ﬁ_______.__/

It will be noticeable that in the two approaches described so far the
learning activities (tasks, exercises, teaching techniques) are almost the
last factor to be considered. This may produce materials which faithfully
reflect the syllabus in language or skills content, but it has a very
constricting effect on the methodology. Learning, however, is more than
just a matter of presenting language items or skills and strategies. In other
also the activity through which it is learnt (Prabbu, 1983).

“In 2 learning-centred approach the methodology cannot be just
grafted on to the end of an existing selection of syllabus items and texts:
it must be considered right from the start. To achieve this, the syllabus
must be used in a2 more dynamic way in order to enable methodological
considerations, such as interest, enjoyment, learner involvement, to

influence the content of the entire course design. The simplest wa

achieving this is to break down the syllabus design process into two

levslﬂ%u[fl;ﬁ,
“The ESP syllabus 1s, as we have seen, usually derived from a detailed

analysis of the language features of the target situation. It is the detail
of this analysis which in our view produces the restricting influence on
the methodology. But this need not occur. It is unnecessary to analyse
language features in detail before the materials are started. A general
syllabus outlining the topic areas and the communicative tasks of the
target situation is all that is required at the beginning. For example, a
general syllabus for technician students might look like this:

Topics Tashks

names of tools expressing use and purpose
electricity understanding safety instructions
pumps describing a system

materials reporting experiments
construction  describing measurements

etc. etc.

This general syllabus can be used as the basis for the initial selection
of texts and writing of exercises/activities: it has enough detail to guide
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Analyse Analyse
learning target
situation situation
LEVEL 1 )
Establish general
v syllabus of
topics and tasks
Create interesting
and enjoyable
materials Y
Produce detailed
language/skills
syllabus
LEVEL 2

e

Check language and
skills content of
materials and make
necessary adjustments

Figure 2.4: The role of the syllabus in a learning-centred approach

the materials writer, but not so much as to stifle creativity. It, therefore,
allows the materials writer to take full account of factors emerging from
the analysis of the learning situation.

The materials themselves will produce a detailed language syllabus.
This materials-generated syllabus can then be checked against an
independent syllabus produced from the needs analysis. Gaps and
overlaps can then be dealt with.

Thus, instead of using the syllabus as the inirial and once-for-all
determiner of the content of materials and methodology, syllabus and
materials evolve together with each being able to inform the othet. In
this way the syllabus is used creatively as a_generator of good and
relévant fearning activities rather than as just a statement of languagé

confeRt whichTestiicts and impoverishes the methodology. Yet, at the
same time it mainiains relevance to target needs. It, therefore, serves the,
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needs of the students both as users and as learners of the language. The
syllabus acts in the first instance as a compass to show the general
direction. Then it becomes a sketch map. When the possibilities have
been explored, obstacles noted and available resources collected, more
detail can be filled in on the map, until the route is clear.

d) The post hoc approach

There is, of course, one last way of using the syllabus, which is probably
more widespread than we might suppose:

Wirite materials on
undefined criteria

Write cosmetic syllabus
to satisfy sponsors,
teachers, students et al

Figure 25: The role of the syllabus in a post boc approach
Conclusion

In the institutionalised frameworks in which most teaching takes place,
we must accept the predetermined syllabus as a fact of life. In view of
the many roles that it plays it is essential that a great deal of thought
is given to how the syllabus is used. It can, and unfortunately often does,
act as a ball and chain, denying creativity and subjecting everything to
evaluation criteria. But used sensibly and sensitively a syllabus can
provide the support and guidance that creativity thrives on. A syllabus

WWmem that should be used flexibly
and appropriately to maximise the aims and processes of learning——
e T
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The syllabus

Tasks

1 What do you use a syllabus for?

2 Make a table of the advantages and disadvantages of having a
syllabus.

3 ‘A syllabus is a statement of an ideal.” How far would you agree with
this? What implications does it have for the use of the syllabus?

4 How can the ESP course designer take account of the ‘learner
syllabus’?

5 Choose one of the syllabuses given above. What assumptions about
language and learning do you think underlie the ordering in it?

6 Study an ESP textbook that you know. On what criteria has it been
organised ? What “hidden syllabuses’ can you find ?

25




9 Materials evaluation

We must grant the artist his subject, his idea, his donné: our
criticism is applied only to what he makes of it.

(Henry James: The Art of Fiction)

Having completed your needs analysis and course design, you must now
decide what you are going to do with it. One option, of course, is to @
decide that the whole thing is completely impossible and throw the
results in the wastepaper bin. Assuming, however, that you wish (or
have) to proceed, there are three possible ways of turning your course
design into actual teaching materials:

a} Select from existing materials: materials evaluation.

b) Write your own materials: materials development.

¢) Modify existing materials: materials adaptation.

In this and the following chapter we shall lock at the first two options:
materials evaluation and materials writing. The third option is a
combination of the first two. So, if this is your choice, you will need
to use both processes. Although we shall look at evaluation and
developmentseparately, they are complementary activities. The materials
writer can learn a lot in terms of ideas and techniques from evaluating

existing materials. Similarly, writing materials makes you more aware

of what to look for in materials written by other people — and also more %
sympathetic to the efforts of other materials writers!

ozt
S

=

1 Why evaluate materials?

("Evaluation is 2 matter of judging the fitness of something for a particular
\purpose. Given a certain need, and in the light of the resources available,
which out of a number of possibilities can represent the best solution?
W egrees of fitness for the required purpose.
In any kind of evaluation, the decision finally made is likely to be the
better for being based on a systematic check of all the important

variables. The results of an evaluation will probably lead to a large
investment of money in a published course or a large investment of time
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in home-produced or adapted materials. Once such an investment is
made, you will probably have to live with the consequences of it for some
time, even if it later proves to have been a bad choice. A careful
evaluation, then, can save a lot of expense and frustration. On the
positive side, it can also help in justifying requests to sponsors or other
members of an ESP team for money to buy materials or time to write
them.

2 Howdoyou evaluate materials?

Evaluation is basically a matching process: matching needs to available
solutions. If this matching is to be done as objectively as possible, it is
best to look at the needs and solutions separately. In the final analysis,
any choice will be made on subjective grounds. If you were choosing
a car, for eﬁa?lﬁl‘eﬁ‘ou’rﬁ'iﬁﬁt just as easily choose it because you like
the look of it as because it can reach xoo mph in 1o seconds. It depends
on what you consider to be important. The danger is that, if subjective
factors are allowed to influence judgement too soon, it may blind youto -
possibly useful alternatives. You might not look at cars from a particular

Ty, because you have a prejudice against that country, while in

fact those cars may suit your needs best. Similarly you might reject 2
particular textbook, because you don’t like the picture on the cover, or

, because you dislike functional syllabuses. An ESP textbook has to suit

the needs of a number of parties —~ teachers, students, sponsors, so it is
important that the subjective factors, which will admittedly play a part,
should not be allowed to obscure objectivity in the early stages of
analysis.

We can divide the evaluation process into four major steps (see figure
26):
1 Defining criteria.
2 Subjective analysis.
3 Objective analysis.
4 Matching.
Most of the work of the first two stages will have been done in the course
design stage. It will be useful, however, to set out your criteria and your
own preferred realisations of the criteria in a form which will make it
easy to compare different sets of materials. Don’t, however, see your own
subjective analysis as a fixed set of requirements. You should use the
materials evaluation process as a means of questioning and developing
your own ideas as to what is required (Hutchinson, 1987, forthcoming).
It is also very important to have some kind of rank order of factors. It
is almost certain that there will be a conflict: one textbook might match
your criteria in terms of content and language areas, but another might
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DEFINE CRITERIA
On what bases will
you judge materials?
Which criteria will
be more important?

SUBJECTIVE ANALYSIS
What realisations of
the criteria do you
want in your course?

OBJECTIVE ANALYSIS
How does the material
being evaluated
realise the criteria?

MATCHING
How far does the
material match
your needs?

Figure 26: The 'materials evaluation process

have the more appropriate methodology. How will you make a choice?

ou will need to decide which you think is the more important to the
various people concerned : teachers, students, sponsors. You should also
consider which unsatisfactory features are easier to remedy. Is it, for
example, easier to adapt content or methodology? You might find it
difficult to find alternative texts, while it may be relatively easy to change

the exercises based on the texts.

We can now present our own checklist of criteria for objective and
subjective analyses. This is not an exhaustive list. You may find other

criteria which you feel are important.

o8
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SUBJECTIVE
ANALYSIS

(i.e. analysis of your course, in
terms of materials requirements)

Materials evaluation

OBJECTIVE
ANALYSIS

(i.e. analysis of .naterials
being evaluated)

AUDIENCE

1A Who are your learners?

e.g.

— ages

— 5ex

- nationality/fies

— study or work specialism{s)
{e.g. banking, medicine etc.)

- status/role with respect to
specialism (e.g. trainee cashier,
qualified anaesthetist etc.)

— knowledge of
{i) English
@i} specialism
{iii} other (e.g. knowledge of
‘the world’ etc.)

- educational backgrounds

~ interests (etc.)

1B Who is the material intended for?

AlMS

2A What are the aims of your course?

2B What are the aims of the materials?
{Note: check that the aims are
actually what they are said to be,
by looking carefully at the material
itself.)
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SUBJECTIVE
ANALYSIS

OBJECTIVE
ANALYSIS

CONTENT

3A Whatkind of fanguage description
do you require? Should it be
structural, notional, functional,
discourse-based, some other kind,
a combination of one or more of
these? (see ch.4}.

4A What language points should be
covered? (i.e. What particular
structures, functions, vocabulary
areas etc?)

5A What propartion of work on each
macro-skill (e.g. reading) is
desired? Should there be skiils-
integrated work?

6A What micro-skills do you need?
{e.g. deducing the
meanings of unfamiliar words —
see Munby (1978), pages
116-132)

7A What text-types should be

included?

e.g.

— manuals?

— letters?

— dialogues?

~ experimental reports?

— visual texts {pictures,
diagrams, charts, graphs,
cartoons etc.)?

- listening texts?

— any other kind?

1Q0

3B What type(s) of linguistic
description is/are used in the
materials?

4B What language points do the
materials cover?

58 What is the proportion of work on
each skilf? Is there skills-integrated
work?

6B What micro-skills are covered in
the material?

7B What kinds of texts are there in the
materials?

24
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8A What subject-matter area(s) is/are
required le.g. medicine, biclogy
etc.)?

What leve! of knowledge should
be assumed {e.g. secondary
schooal, first year college/university,
post-graduate etc.)?

What types of topics are needed?
{e.g. in medicine: hospital
organisation, medical technology
elc.)?

What treatment should the topics
: be given (e.g. ‘straightforward’,
% factual; ‘human interest’ angle;
humorous; unusual perspective;
taking into account issues,
controversy, etc.)

9A How should the content be
organised throughout the course?
— around language points?
~ by subject-matter?
~ by some other means
{e.g. study skiils)?
— by a combination of
means?

10A How should the content be
organised within the course units?

— by a set pattern of components?
— by a variety of patterns?
— by some other means?
~ to allow a clear focus on
e.g. certain skill areas, a
communication task etc.?

11A How should the content be
sequenced throughout the course?
e.g. — from easier to more difficuit?
— to create variety?
— to provide recycling?
— by other criteria?
Should there be no obvious
sequence?

Materials evaluation

8B What is/are the subject-matter
area(s}, assumed level of
knowledge, and types of topics in
the materials?

What treatrnent are the topics
given?

98 How is the content organised
throughout the materials?

10B How is the content organised
within the units?

118 How is the content sequenced
throughout the book?

I0ox
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SUBJECTIVE
ANALYSIS

OBJECTIVE
ANALYSIS

12A How should the content be
sequenced within a unit?
e.g. — from guided to free?

— from comprehension
to production?

— accuracy to fluency?
(see Brumnfit, 1984,
p.52-7)

— by some other
means?

Should there be no obvious
sequence?

128 How is the content sequenced
within a unit?

METHODOLOGY

13A What theory/ies of learning should
the course be based on?
Should it be behaviourist,
cognitive, affective, some other
kind, a combination of one or
more of these? (See ch.5)

14A What aspects of the learners’
attitudes to / expectations about
learning English should the course
take into account? (See ch.6)

15A What kinds of exercises/tasks are

needed?

e.g.

~ guided «— free?

— comprehension «— production?

— language/skills practice <—
languagesskills use?

— one right answer «—— many
possible right answers?

— whole class «— group «—
individual?

IoZ

13B What theory/fes of learning are
the materials based on? (Check
carefully — don't just take the
author's or publisher’s word far
it!)

14B What attitudes to / expectations
about learning English are the
materials based on?

158 What kinds of exercises/tasks are
included in the materials?

fstinid
i)
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- language-/skills-based <
content-based?

— ‘mechanical’ «— problem-
solving?

— role-play, simutation, drama,
games?

— ones involving visuais?

- self-study?

— some other kinds?

16A What teaching-learning techniques | 168 What teaching-learning techniques
are to be used? can be used with the materials?
e.g.
— “lockstep?
pair-work?
small-group work?
student presentations?
waork involving technical
subject-matter?
other kinds?

t

17A What aids are available for use? 178 What aids do the materials require?
e.g
— cassette recorders?
overhead projectors?
— reafia?
wallcharts?
video?
other?

18A What guidance/support for 18B What guidance do the materials
teaching the course will be provide?
et needed?
e.g.
— statements of aims?
— lists of vocabulary and
language-skills points?
— language guidance?
i — technical information?
@é - methodological directive or
hints?
— suggestions for further work?
~— tests?
- other kinds?
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SUBIECTIVE OBJECTIVE
ANALYSIS ANALYSIS

19A How flexible do the materials 198 In what ways are the materials
need to be? flexible?

eg.

— can they be begun at different
points?

— can the units be used in
different orders?

~ cah they be linked to other
materials?

— can they be used without some
of their components (e.g.

cassetles)?

g

OTHER CRITERIA

20A What price range is necessary? 20B What is the price?

21A When and in what quantities | 21B When and how readily can the :‘Z‘j
should the materials be available? materials be obtained?
etc, efe.

Figure 27: A checklist for materials evaluation

The following steps should be followed in using the checklist:
swer the A questions first to identify your requirements. You can
then use this information either as a basis for writing your own
materials or as input to the later stages of materials evaluation.

V\zj Analyse the materials you have selected by answering the B questions.
If possible, test your ideas by teaching extracts from the materials.
@Compare the A and B findings. This can be done impressionistically

“or by awarding points:
o = does not match the desired feature
1 = partly matches the desired feature
= closely matches the desired feature %
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Total the points and analyse the results. Note that the highest number
of points does not necessarily indicate the most snitable materials,
since the points may be concentrated in one area. Look for the widest
spread of desired features and concentrations in tlie areas you
consider most important.

4 Make your choice and use your findings to prepare any documentation
needed for defending your decision.

Conclusion

In this chapter we have looked at materials evaluation as one way of
exploiting a course design. Even if you eventually decide to write your
own materials, the evalpation of existifig taaterials can provide a good
source of ideas (of what to avoid as well as what to do) and techniques.
It can also savea lorof duplication of cffort by possibly revealing existing
materials that can provide all or part of your materials needs. The
evaluation process should be systematic and is best seen as a matching
exercise: matching your analysed needs with available solutions.

But within all of us there is said to be an author struggling to get out.
In the next chapter we shall present some techniques to help the aspiring
materials writer.

Tasks ..

1 What can the ESP teacher learn from an evaluation of materials?

2 What criteria would you regard as the most important in evaluating
materials? Put the categories in the checklist in a rank order of
importance.

3 Try out the checklist for your own ESP situation. Fill in the objective
analysis for your course. Then choose a textbook or set of materials
and do the subjective analysis. Prepare a report on why you would
choose or reject the material. (You never know, you might find the
perfect textbook for your course!)
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10 Materials design

A man may write at any time, if he will set himself doggedly
to it.

(Samuel Johnson)

Materialg, writing is one of the most characteristic features of ESP in
practice\Ip marked contrast to General English teaching, a large amount

of the teacher’s time may well be taken up in writing materials.?

ere are a pumber of reasons for this:

G.A teacher or institution may wish to provide teaching materials that
will fit the specific subject area of particular learners. Such materials
may not be available commercially. In addition to the profusion of
subject specialisms, there is also a wide range of course types.
Whereas schools, for example, work to standard timetables with a
similar number of hours, ESP courses can vary from one weck of
intensive study to an hour a week for three years or more. Publishers

f———-“—\
are naturally reluc roduce materials for very limited markets:
e cost of producing and marketing € same

regardless of whether it sells one thousand copies or one hundred
thousand copies. It is likely, then, that a course tailored to the needs
of a specific group of ESP learners will not be available.
@ Even when suitable materials are available, it may not be possible to
(—\bu}r them because of currency or import restrictions.
materials may also be written for non-educational reasons: for
%mmm an
individual. Materials are a visible product of activity, regardless of
whether such activity is useful or even necessary.
For these and other reasons, there is already an established tradition of
ESP teachers producing in-house materials. These may then be distributed
to other institutions or even published, bur in general they are written
by the teachers of a particular institution for the students at that
institution. Such a pattern of work is often something of an abuse of
teachers. Few have had any training in the skills and techniques of
materials writing. It also shows a rather cavalier attitude to the activity
of materials writing, implying, as it does, that if you can teach you can
write materials. How many actors are expected to write their own plays
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% Materials design

or singers their own songs? On the other hand, it can be argued that
2 gs

he process of materials writing may help to make teachers more aware
of what is invol rning.

Rightly or wrongly, materials writing is a fact of life for a large number
of ESP teachers, and so, accepting this fact, let us look at some techniques

t producing useful and creative ESP materials. T T ——

% 1 Defining objectives

b

We can start by asking ourselves the question: What are materials
supposed to do? In defining their purpose, we can identify some
rinciples which will guide us in the actual writing of the materials.
Materials provide a stimulus to learning. Good materials do not
teach: they encourage learners to learn. Good materials will, there-
fore, contain: T

— interéstin, t:ext ;

i — enjoyablé activities which engage the learners’ thinking capacities;
—-opportunities for ]earners to use their ex1stmg knowledge an
skills;

% — contétit which both learner and teacher can cope with.

o @) Materials help to'organise the teaching-Jearni

a path through the complex mass of the language to be learnt. Good
materials should, therefore, provide a clear and coherent unit
stfucture which will_guide reacher and learner through various
activities in such 2 way as to maximise the chances of learning. This
structure should help the teacher in planning lessons and encourage

in the learner a sense of progress and achievement. On the other hand,
materials should not be so tightly structured as to produce a
monotonous pattern of lessons —the curse of so many materials.
Avoid the assembly line approach, which makes each unirt look the
same, with the same type of text, the same kind of illustrations, the
same type and number of exercises. If it doesn’t sefid you to sleep
writing them, it will certainly send your learners to sleep using them.
A materials model must be clear and systematic, but flexible enough

W O to allow for creativity and variety.
)

Materials embody a view of the nature of language and learning. In
writing materials you, as an author, are making all manner of
statements about what you think language learning consists of.
Materials should, therefore, truly reflect what you think and feel
about the learning process. If you believe that people learn when their
thinking capacities are engaged, don’t write exercises which require
little or no active thought. If you think learning is enhanced by intense
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experiences with language, don’t provide texts which have been
stripped of any human interest. If you think learning is helped by
frequent reinforcement, make sure that items to be learnt are
processed several times,

Matenals reflect the nature of the learning rask. We have noted in
mwmmmg is a complex process
involving many different kinds and levels of knowledge. In the heyday
of structuralism, it was assumed that a knowledge of the structures
was the same as knowing a language and that repetition led to
learning. Materials writing was a simple task of isolating the
structure, writing a text to exemplify it and pattern drills to practise
it. We must now take a more humble view and recognise that
language learning is a very complex and little understood process.
Materials should try to create a balanced outlook which both reflects

e complexity of the task, yet makes it appear manageable,

Q/):ﬁllatenals can have a very useful function in broadening the basis of
teacher training, by introducing teachers to new techniques.
Materijals provide models of correct and appropriate language use.
We have deliberately placed this last on our list. This is a necessary
function of materials, but it is all too often taken as the only purpose,
with the result that materials become simply a statement of language
use rather than a vehicle for language learning. Language teaching
materials should not be the kind of beginner’s guide to Applied
Linguistics, which is so prevalent in ESP. We, as linguists, may be
endlessly fascinated by the analysis of discourse: it is our chosen
specialist field. For the doctor, the secretary and the engineer
language may have little such attraction.

2 A materials design model

Taking into account the principles we have outlined, we can now present
a model wh1ch we have used for wrmng our own materials. The ajm

integration of the various aspects of learning, whi time
allowing enou roorﬂmmamny-aﬁd—m;mmgiqgr_l_sh_:f_@_model
'—tsomﬂﬁ%kfnemﬁmiﬂnguage focus, task.

) Inpud) This may be a text, dialogue, video-recording, diagram or any
iece of communication data, depending on the needs you have
defined in your analysis. The input provides a number of things:
— stimulus material for activities;
— new language items;
— correct models of language use;
- a topic for communication;

rod
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— opportunities for learners to use their information processing skills;

— opportunities for learners to use their existing knowledge both of
the language and the subject matter.

b : Language is not an end in itself, but a means of

conveying information and feelings about something. Non-linguistic

content should be exploited to generate meaningful communication

in theclassreom.
¢)) Language focis: Our aim is to enable learners to use language, but
it is unfair to give learners communicative tasks and activities for

which they do not have enough of the necessary language knowledge.
Good materials should involve both opportunities for analysis and
synthesis. In_language focus learners have the chance to take the

language to pieces, study how it works and practise putting it back

again.
Cd) Task: 35@* ultimate purpose of language learning is language use.
erials should be designed, therefore, to lead towards a
communicative task in which learners use the content and language

knowledge they have built up through the unit.
These four elements combine in the model as follows:

INPUT

N

CONTENT LANGUAGE

TASK

Figure 28: A materials design model

The primary focus of the unit is the zask. The model acts as a vehicle
which leads the learners to the point where they are able to carry out
the task. The language and content are drawn from the input and are
selected according to what the [earners will need in order to do the task.
Tt follows that-amrimportant feature of the model is to create coherence
in terms of both language and content throughout the unit. This

provides the support for more complex activities by building up a fund
of knowledge and skills.
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31 A materials design model: sample materials

The basic model can be used for materials ¢ ength. Every stage
could be covered in one lesson, if the task is a small one, or the whole
unit might be spread over a series of lessons. In this part, we will show

B: PUMPING SYSTEMS < 2

STARTER Every pump is part of a systetn for moving fluids. The hurman body bas a
systemn for moving blood, How does it work?
| tello! [vn 0 blood cell | B Were in one of the veins ab Ji| |\] Were going into b heart & m
| and I'm going totake Tl B the moment on our way to Y & { trough d'valve and into the 4
R you on o tour round Y [ the heart.Weve given up gffl E2( right auricle. This is like. 3
?eﬂei our o erl,s;;va‘re _
i ing ratner tired now. X ;
; S et ! . i
o
i
vmﬁdejhghwrtm T — " " - M ——
are Starting to contract, o B Welve gob our oxygen now, but- J o
so the pressure.in Vere is & B i ngs-Were. S before we go off rmund the body § i

quite High now. We're about | 57 getting riice and clean we ove to go back to the hedrt.

o be pumped inlo one gl | and picking up the You see, after going through the

of the arteries to take 1| b, fresh oxygen. Mummmm, lungs were not ab™a high enalg‘h
us to the. h.}ngs. [ | thot feelS good All gf ressure to take us oll vound the

. Here we gol that lovel_q anygen. i iy bas nsf )

e

1 }‘Jfﬂ#rfm;wf

J'

[ heart, again, but JRLEESE - ¥ leave the heart. §
this time in the o F We're just coming
b left side, all - through the outler
: =Y, g rom the left
ventricle. We're &

at avery high J £ B\ A 3 7

1 giving our oxtjgen
goﬂ'll%ﬂss L

reart s really two ENE
L, pumgs side by side. g

Figure 29a: Starter and input
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what the model looks like in practice in some of our own materials. You
will notice some additional features: these will be explained, as they
arise.

The materials are intended for lower intermediate level students from
a variety of technical specialisms. The topic of the blood circulation
system can be of relevance to a wide range of subjects. Apart from the
general human interest that any medical matter has, the lexis is of a very
basic type that is generally applicable both literally and metaphorically
{e.g. heart, artery, pump, collecting chamber, oxygen). Indeed there are
only two specific terms used — ventricle and auricle. Thus the text is
better viewed as an illustration of the general principles of fluid
mechanics rather than as a medical text.

As the unit title indicates, language is approached through an
@ area of content. The topic represents 2 common form of technical
discourse — describing a circulatory system — although in this
case, presented from an unusual point of view (see below p. x23).

-

ant roles:

— It creates a contexr of knowledge for the comprehension of the
input. Comprehension in the ESP classroom is often more
difficult than in real life, because texts are taken in isolation.
In the outside world a text would normally appear in 2 context,
which provides reference points to assist understanding
(Hutchinson and Waters, 1981).

@ = Ir activates the learners’ minds and gets them thinking. They
can then approach the text in an active frame of mind.

— It arouses the learners’ interest in the topic.

- IW and
content. The teacher can then adjust the lesson to take this into
account.

— It provides a meaningful context in which to introduce new
vocabulary or grammatical items.

B
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GATHERING <
INFORMATION STEP 1

Connect the two halves of the sentences to make true statements.

The heart pumps blood to the lungs,
The veins carry bleed from the heart to the body tissue.
The aurictes is a kind of pump.
The right ventricle carry bleod to the heart.
The lungs is purtiped from the lungs back to the heart,
The fresh blood purmp blood into the ventricles,
The left side of the heart  supply the blood with oxygen. @
The axteries pumps the fresh blood into the arteries.
7
fid
STEP 2
Capy this diagram of the beart and blocd system. .
i

=g

s
nghl auricle

E e ]

R

On your disgram label the auricles and ventricles.

Extend the blood vessels at the top of the heart to make a complete
circulation diagram through the lungs and the body tissues,

¢ Put in arrows to show the flow of blood through the system. 7

STEP 3 o)

Use these expressions to replace those of similar meaning in the INPUT.

drawn; next to each other; increase; enter; get smaller; return; collect; exdt;
blocd vessel (2).

o

g

Pt
2|

&3 STEP 4 Listening task i

a  One of the commonest forms of illness nowadays is heart disease. From what
you have just learned about the heart, what do you think are the causes of
heart failure?

b Leokat the pump in the TASK in Section A again, Just like the heart, there
are several thingsthat could go wrong with it. Make a table like this, and
complete it with the information on the cassette.

POSSIBLE FAULTS %
Purap | Hean
f |
Figure 29b: Gathering information
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This section practises extracting information from the input and
@ begins the process of relating this content and language to a wider
context.

Steps 1 and 2 are not only comprehension checks. They also
@ provide data for the later language work (steps 5 and 6). This
is an example of unit coherence.

@ Learners should always be encouraged to find answers for
themselves wherever possible.

[ It is possible to incorporate opportunities for the learners to use
their own knowledge and abilities at any stage. It is particularly
useful to do this as soon as the basic information contained in
the input has been identified, in order to reinforce connections
@ 1 between this and the learners’ own interests and needs. Here, for
example, the learners are required to go beyond the information
in the input. They have to relate the subject matter to their own

knowledge and reasoning powers, but still using the language
\ they have been learning. —
oo
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LANGUAGE
FOCUS STEP 5 Describing a system 1
Look at this description of how relief rainfall octurs. Z®
4

1

N

k<]

[
puiialiel R P
p- S e iy

——

g

=

Water vapour from the sea rises.

The wind picks up the water vapour,

The wind carries the water vapour towards the mountains,

The mountains push the wet air upwards.

The temperature is lower up the mountains. The water vapour condenses
into cloud.

6 The condensed water falls as rain.

7 The rain water runs down through rivers and streams to the sea,

This description is very simple. It follows the diagram in numbered stages,
explaming what happens at each stage.

Malke a simnilar description for the heart and blood system. On your diagram

number the stages first, then write a sentence to explain each stage. Begin
like this.
1 Qld blood goes into the right auticle.

i

15

i

O b GO DO

[

2 The blocd is sucked into the right ventncle.
Continue.

STEP § Linking clauses

a The description of relief rainfall is very simple, but there is a lot of repetition
in it, We can make it much shorter like this,

Water vapour frou the sea rises. The wind picks it up and carries it towards

the mountains, which push the wet air upwards, where the temperature is

lower. The vrater vapour condanses into clouds and falls as rain, which nuns E‘%
down through rivers and strearms to the sea

What changes have been made to shorten the description?
b Make your description of the blood system shorter in the same way. %
Figure 2.9¢: Language focus
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This section gives practice in some of the language elements

needed for the zask. These may be concerned with aspects of
@ sentence structure, function or text construction. The points
focussed on are drawn from the input, but they are selected
according to their usefulness for the zask.

Further input related to the rest of the unit in terms of subject
matter or language can be introduced at any point in order to
@ 3 provide a wider range of contexts for exercises and tasks. This
helps learners to see how their limited resources can be used for
tackling a wide range of problems (see also step ).

W o

Learners need practice in organising information, as well as
@ '\ learning the means for expressing those ideas.

% @{ Earlier work is recycled through another activity. This time the
' focus is more on the language form than the meaning.

i Language work can also involve problem-solving with learners
using their powers of observation and analysis (Hutchinson,
1984).
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STEP 7 Describing a system 2

This diagram shows the flow of water through a domestic central heating and %
@ _ hot water system.

Study the dizgram and then describe the flow of water through the system.

cadlator qotwmar tark

—

c—>
—
[ —
—
—>
—
—
—1
=

l

00000

haatin:
Aeang L~ cae

pump ‘

A |
STEP 8 Tensesin descriptions ™
Note the difference between these two descriptions: L]

Why are different tenses used in the different situations?

Describe the relief fainfall cycle, as if you were a water molecule. Begin like
this.

We're going into the dght auricle.’
The old blcod goes into the right auricle. ﬁ

Hello, my name'’s H;O, but you can call me H for short. I'm a water molecule e
and at the moment I'm floating around in the sunny Pacifi, but it's very wanm bl
and I'm starting to evaperate. .....
Continue.
2
TASK A tour around your place of study or work. k@
a Drawasimple plan of the site.
@Z b Giveageneral deseription of what happens at the main places on the site, 7
¢ Take agroup of visitors around the site, giving a commentary as you go. i

Figure 29d: Task
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There is a gradual movement within the unit from guided to more
@ open-ended work. This breaks down the learning tasks and gives

the learners greater confidence for approaching the task.

@ The unusual type of input gives the opportunity for some more
imaginative language work.

[Here the learners have to create their own solution to a

% communication problem. In so doing they use both the language

and the content knowledge developed through the unit. The

@< learners, in effect, are being asked to solve a problem, using

English, rather than to do exercises about English. Given the

build-up through the unit, the task should be well within the
. grasp of both learner and teacher.

helps to break up the often bewildering mass of the syllabus, by

{ The task, also, provides a clear objective for the learners and so
establishing landmarks of achievement.

The unit can be further expanded to give learners the chance to apply
the knowledge gained to their own situation. For example, a project for
this unit could ask the learners to describe any other kind of enclosed
system (e.g. an air conditioning system) in their own home, place of work
% or field of study.
Bm
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4 Refining the model

A number of possible refinements to the model can be seen in the unit
above. We can relate these points to the nucleus of the model to provide

an extended model like this:

CONTENT LANGUAGE |

[ rask ]
Y
@ additional

student’s
own knowledge
and abilities

input

Figure 30: An expanded materials model
b Materials and the syilabus
We noted in chapter 7 that, although one feature might be used as the

organising principle of a syllabus, there are in fact several syllabuses
operating in any course. We noted also when dealing with needs analysis

in chapter 5 that we must take account fot | Visible features

of the target situation, but also of intangible factors that relate to the
learni ituation, for example leamner involvement, variety, use of
existing knowledge etc. A model must be able to ensure adequate

“coverage through the syllabus of all the features identified as playing a
role in the development of learning. In addition to having an internal
coherence, therefore, each unit must also relate effectively to the other
units in the course. There needs to be a coherence between the unit
structure and the syllabus structure to ensure that the course provides
adequate and appropriate coverage of syllabus items.

Figure 31 illustrates in a simplified form how the unit model relates
to the vartous syllabuses underlying the course design. Note, however,
that identifying features of the model with syllabus features does not
mean that they only play 2 role in that position, nor that other factors
are not involved in that position. The diagram aims to show the main
focus of each element in the materials.
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LANGUAGE FACTORS —— LEARNING FACTORS - UNIT 1 UNIT 2 etc,

basic lexis/concepts ortentation to.top ic / use of starter starter o
—— learner's existing knowledge —— 1 1

toxt types / toplcs S— variety, interest, leval —_— INPUT INPUT -

lexis o skilis development —— CONTENT _\ CONTENT -
—— retrieving information FOCUS \

structures/functions pattern practice/

FOC<S \

LANGUAGE

consolidation/analysis

. learner involvemen
discourse types n e 1

LANGUAGE

learning through use

integration of unit face validity

language with own

\ . relgvance to own interest
specialist field € c

TR

I

FOCUS FOCUS
TAlSK TAlSK —
project project -

I TG T

Figure 3x: The syllabus{unit interface (S/UI)




Application

We have made wide use of models throughout this book. At this point
it is useful to make a cautionary distinction between two types of model,
since both are used in the materials design process:

a) Predictive. This kind of model provides the generative framework
within which creativity can operate. The unit model (Figure 26) is
of this kind. It is a model that enables the operator to select, organise
and present data.

b) Evaluative. This kind of model acts as a feedback device to tell you
whether you have done what you intended. The syllabus/unit
interface model (Figure 31) is of this kind. Typically it is used as a
checklist. Materials are written with only outline reference to the
S/UL Then when enough material is available the S/UI can be used
to check coverage and appropriacy.

If the models are used inappropriately, the materials writers will almost

certainly be so swamped with factors to consider that they will probably

achieve little of worth.

6 Usingthe models: a case study

The models we have presented are ones that we have used in preparing E)Jf%

our own materials and in this part we shall look at how they were used

in creating the Blood Cell unit (see above p. r10}. First some background i

information: s
The materials were originally needed for a group of [ranian students

at the Institute for English Language Education, University of Lancaster, e

UK. The students were doing a six-month pre-service English course, %

prior to starting courses at British Technical Colleges in Marine
Engineering, Navigation and Radio. The course was set up at short
notice and at first we used ESP materials for maritime studies acquired
from another institution which had run similar courses before. As the
course progressed we became increasingly dissatisfied with these
materials. They consisted of texts about maritime topics, for example
the roles of the various officers and men on ships, types of ships,
instructions for taking a ship out of port. We found these texts difficult oo
o exploit for a number of reasons: Gt
a) They were mostly descriptive. There was little thar could be done
with them beyond reading and ahswering comprehension questions.
@ They contained a lot_of very specific vocabulary which could only
be e&ﬁ%ﬁ%ﬁmﬂﬁ%le to us in
the ESP classroom.

. c)\ More worrying was the fact that the students did not have a lot of
the general technical language that would help them to understand
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the specific language. For example, it is difficult to explain words like
‘sheet’, ‘backspring’ and ‘rudder’, if the students don’t know words
like ‘rope’ and ‘steer’.
We decided to carry out a new needs analysis and go to the technical
colleges, themselves. We discovered some interesting facts:
Although the students were going to study specific subjects such as
marine engineering and navigation, 90 % of the first year’s work was
on general technical topics (electricity, materials etc.), which were
common to a very wide range of courses.

@ Lecturers assumed that on coming to the college students (whether
native or non-native speakers) would know little or nothing about
maritime matters, other than a few common words like ‘cargo’,
“sail’, ‘wave’, ‘tanker’.

@ In teaching the specific subjects, lecturers made wide use of references
to non-maritime topics. For example, they would relate the parts of
a ship to the parts of a car or a house. They might explain how a
ship’s air supply system works by reference to the blood system in
the body. In other words, lecturers made use of an assumed level of
competence in general areas in order to teach the new and specific
knowledge (Hutchinson and Waters, 1980).

We concluded from our needs analysis that we had been teaching our
students specific maritime language which they would not really need,
while neglecting the general areas they would need. We were, in effect,
giving them performance data, while neglecting the competence. Armed
with this insight we set about creating the materials from which the
Blood Cell unit was later developed.

Having established the background, we can now look in detail at the
gestation process of the unit. We shall present this in the form of
guidelines for using the models and illustrate them with our own
procedure in producing the Blood Cell unit.

tage 1: Find your text.

In selecting texts we operated three criteria:

— It should be a naturally occurring piece of communication or a piece
that might well have occurred naturally. This would not exclude the
possibility of adaptation or re-writing at a later stage, if we felt that
would improve the pedagogic usefulness of the text.

— It should be suited to the learners’ needs and interests.

< It should be capable of generating useful classroom activities.

The criteria did not require that texts should come from the target

situation, although they could have done so.
One text that we found was the following:

IZT
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In the body’s blood system the heart is the pump that does the vital job of
circulating the blood to all parts of the body. The tubes or blood vessels which
carry blood from the heart are known as arteries; the blood vessels that return the
blood to the heart are the veins. The heart is really two pumps side by side. Each
pump sucks blood from veins into a collecting chamber, the atrium or auricle,
which then pushes the blood under high pressure into the ventricle below it. The
ventricles pump the blood under high pressure into arteries. The pulse, which can
be felt at various parts of the body, is caused by the simuitaneous pumping action
of the two ventricles.

Blood that has given up its oxygen to the tissues (deoxygenated blood) enters
the heart through the right atrium. The right ventricle then pumps it to the lungs.
Here it collects oxygen and returns through the veins to the left side of the heartto
be pumped to the rest of the body before returning to the right atrium again. The
double circulation is needed because the pressure at which the oxygenated blood
leaves the lungs is too low, The pressure has to be boosted by re-pumping
through the heart, so thatit can pass round the body fast enough to supply the
body tissues with the necessary oxygen.

A very important role is played by small flaps of skin at the exits of the heartand
between the auricles and ventricles: these are one-way valves that prevent the
blood going the wrong way. If these valves are faulty it has a serious effect on the
health of the person.

(from Penguin Book of the Natural World)

Stage 2: Go to the end of the model. Think of a task that the learners
could do at the end of the unit.

We decided on getting the learners to describe a similar enclosed
pumping system, such as a central heating system, air conditioning
system or the operation of a refrigerator. There was no need to define
it any more closely at this stage. Qur concern here was to assess the
creative potential of the text for classroom activities, """
“_'_H—'—'ﬁ\—‘—’— -t

Stage 3: Go back to the syllabus. Is the task the kind of activity that will

benefit your learners?

In this case, the task matched, since we had identified ‘describing a
system’ as a necessary discourse function that our students would have
to carry out. One problem, however, was that we already had quite a
lot of tasks of this type. But we could worry about that later.

Stage 4: Decide what language structures, vocabulary, functions,
content the input contains, Which of these would be useful for the
task, i.e. what aspects of language and content can be usefully
focussed on in the exercises?

We identified:
- names of specific parts;
- present active;
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— discourse linkers (relative clauses, after, then etc.);

~ describing systems;

- relationship between text and diagram.

This did not seem like very much. The text was not proviri to have a lot
of creative potential.

Stage 5: Think of some exercises and activities to practise the items you
have identified.

We decided on:

— a transfer activity (step 2), in which learners would extract the essential
information from the text and use it in order to complete and label
a diagram of the systern.

—a reconstruction activity, in which learners use the diagram to
reconstruct the original text. We were not very happy with this. It
seemed a bit like regurgitation. The text was already fairly concise and
so would require little summarising.

— exercises where learners write descriptions of other systems, for
example relief rainfall, central heating, if this was not used for the task.

By this time we were having serious doubts about the usefulness of our

original text for a number of reasons:

- It was not strikingly interesting in the first instance.

~ It didn’t seem to lend itself to a lot of classroom activities.

— There were few language items to focus on.

— We already had some examples of the potential task. So this aspect
of the discourse syllabus was adequately covered in other units.

But everything should be given a second chance.

Stage 6: Go back to the /nput. Can it be revised in any way to make it
more useful? Try out any revisions on your learners, if possible, If
nothing emerges, put it in cold storage {never throw a text or an
exercise away; you might find a use for it later!) and look for another
text.

In our case, the flash of insight came: we re-wrote the text from the point
of view of an individual blood cell and set it in the form of a cartoon
strip.

Stage 7: Go through stages 1-6 again with the revised input.

It might seem at first sight that the only advantage of changing to the
Blood Cell was to inject an element of humour (though this in itself is
a positive factor). In fact the revision greatly increased the creative
potential of the unit, by setting up a new dimension — the contrast
between a general, formal description and an informal description
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happening at a specific point in time. This meant that the following were

now possible: %

a) We could have a new task, which focussed on the contrast between a
general and an immediate description. Checking back to the syllabus
showed that we had no other tasks like this yet. {Note the use here of
the syllabus as a checking device.)

b) We did not have to throw away the original task ideas. We could use
them in the exercises to practise language and/or content items. We
could also still use the transfer activity (step 2).

¢) We could have a number of exercises which would exploit the
learners’ ability to transfer information from the informal register of vy
the input to that of a general academic description (steps 1, 5 and 6). %‘%
This would help in developing an awareness of register.

d) We now had a good, realistic setting in which to practise the
distinction between the present simple and continuous tenses, which
we had not yet covered in our language syllabus. (Note again the use
of the syllabus as a checking device.) o

e¢) There was an opportunity for some light relief with a bit of creative ik
writing from the point of view of a water molecule (step 8). It might
be objected that some learners would be insulted by such work. This
is certainly a point to bear in mind, although in our experience this
kind of activity is welcomed by learners as a chance for some fun,
especially if it occurs well into the course when more conventional i~
activities are losing their appeal. There is, in any case, no compulsion
to do the exercise. We would repeat a point made earlier: materials
should be a stimulus. They should provide opportunities for class-
room activities. There is a lot to be said for putting in more than can
actually be covered. Some can be left out to suit the needs of different
situations.

f) Of greatest importance was the work that could now be done to
follow up step 2. Whereas previously the learners had simply
recreated the input, now they had a much more creative activity. They
were transferring the input content into the diagram in step 2, as
before. Then the information in the diagram could be used as input
to an exercise on discourse linkers (step 6). This gave added 1
coherence to the unit by recycling work from one exercise into A
another. But the real benefit was that in doing this new series of
exercises the learners were in effect creating for themselves the
original descriptive text we had started with (see figure 32). This, we
felt, was a much more creative and meaningful learning activity than
simply reconstructing a given text.

Having revised our unit using the new text, we could proceed to the

remaining stages of using the model and complete a workable version

of the materials. '
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Original text New text
input text input text
V
diagram diagram
 §
reformulated students’
input text own text

Figure 32: A more creative learning task

Stage 8: Check the new materials against the syllabus and amend
accordingly.

Stage 9: Try the materials in the classroom.

Stage 10: Most importantly, revise the materials in the light of classroom
use. There is no such thing as perfect materials. They can always be
improved.

Conclusion: Other options

In this chapter we have looked in detail at one of the most characteristic
features of ESP work : materials writing. We have presented and shown
how to operate a model which puts into practice a learning-centred
pproach to materials.
However, in concluding, we should state that for a number of reasons
materials writing is best regarded as the last resort, when all other
ossibilities of providing materials have been exhausted.

a) YWe have noted that there is much common ground between learners
of apparently very different subject s&qahsms Thus you shm
-fitst question whether the learners’ needs are signifi ent
ffé’m"tff()‘S’e of other groups in your institution. It may be possible to
Uise EXisting materials. But make sure that this solution is acceptable
to everyone concerned. Students and sponsors might feel that they
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are only getting their money’s worth if they get a tailor-made course.
. Even so, a few strategic cosmetic changes may solve this problem.
If a new set of materials is needed, the second alternative is to look at

published materials. YW&MM&_

@MMWW&
courses may cover the needs of many students. -

/}\ ven if the first two alternatives fail to provide exactly what you
want, you can still try adapting existing material. You might add
some exercises or change some of the texts to make them more

/. appropriate to the learners’ needs.

@ ‘The finz] possibility is to try and reduce the area of the course that @
will require new materials. Tt ts highly unlikely that any group of 2
earners will require completely new materials for every lesson. Look
at your course design and identify those areas that could be covered %
by existing materials (with or without adaptation). Then -
concentrate your materials writing effort on the remaining areas.

You may well be surprised how little of the course will really need

new materials. ) =
For those who, in the end, feel they have to write new materials, here are
a few hints:

f) Don’t re-invent the wheel. Use existing materials as a source for ideas.

b) 1t’s better to work in a team, if only to retain your sanity.

Don’t set out to write the perfect materials on the first draft. Materials
can always be improved. Do what you can and try it out. Use what
you learn from this experience to revise and expand the materials.

@ Don’t underestimate the time needed for materials writing. It can be
a very time-consuming business. ‘

@ Pay careful attention to the appearance of your materials. If they ook

boring and scruffy, they will be treated as such. @
f) Good luck!
Tasks

1 The main purpose of ESP materials is to present models of correct
language use in the target situation. How far would you agree with

this?

2 What materials writing do you do? Why do you write your own b
materials?
3 Study your own ESP materials. What model underlies them? 7

4 Would the Blood Cell unit be suitable for your own ESP learners ? Give
reasons why or why not.
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5 Look at the zask at the end of the Blood Cell unit. What Janguage
and content knowledge is needed for it? How far is this knowledge
covered through the unit?

é Apply the syllabus/unit interface to the materials you use. Identify
the syllabuses underlying your materials and try to match them to the
various stages of your materials.
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11 Methodology

I hear and I forget. =

Isee and I remember.

Ido and I understand. : %
(Chinese proverb)

In chapter 4 we looked at various theories of learning and presented a
model of learning. In this chapter we shall present three model lessons
to illustrate the practical implications of these ideas for the classroom.
First, however, let us extend the theoretical models we have considered
and outline some basic principles of language learning, which will
derpin a learning-centred methodology.

Second language learning is a developmental process, Learners use their
existing knowledge to make the new information comprehensible.
Only in this way can learning take place. ‘ Comprehension precedes g%
learning’ (Strevens, 1985). The learner’s existing state of knowledge =
is, therefore, a vital element in the success or failure of learning,

and the good teacher will consequently try to establish and exploit %
what the learners already know.

@anguagc learning is an active process. It is not enough for learners
just to have the necessary knowledge to make things meaningful,
they must also use that knowledge. However, it is important to be
clear what we mean by the term ‘active’. We must make a distinction

tween two types of activity:
V) psycho-motor activity, that is, the observable movement of speech
organs or limbs in accordance with signals from the brain;

b) Aanguage processing activity, that is, the organisation of informa- o
tion into a meaningtul Hetwork of knowledge. This kind of activity
is internal and not observable.

It is the language processing activity which is the important factor. If

language is not connected into the network, the psycho-motor

activity will have little if any benefit. In practical terms this means

that “activity” should not be judged in terms of how much learners

> say or write,{(but in terms_of how much the learners have to
N @cﬁ“" think — to use their cognitive capacities and knowledge of the world™

" _-to makesense of the flow of new i non.)
&
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@Language learning is a_decision-making process. In the traditional
ﬁ ssroom the teacher made all the decisions. Indeed it was essential
fg_the €4Cher to do so in order to avo1d all possibilities of error —
u can’t make decisions without &3 s makes
ossible or even likely. BUT the process of deve opmg an using
MWOI": a train of learner decisions: What—
-MMIedg@
What is the underlying pattern? Is there a rule of appropriacy here?
Which bits of information are relevant? Which are unimportant?
Learners must be decision-makers (see e. g. Allwright, 1978a).
learning is not justa matter of lingnistic knowledge. The most
fundamental problem of second language Tearning is the mismatch
between the learners’ conceptual /cognitive capacities and the learners’
linguistic level. T mother tongue learning they develop together.
“fhe second langwage they are grossly out of focus: the second language
learner is someone who is conceptually and cognitively mature, but
is linguistically an infant. This is a particular problem in ESP, where
the learners’ knowledge of their subject specialism may be of a very
high level, while their linguistic knowledge is virtually nil. Teaching
must respect both levels of the learners’ state (see e.g. Breen and
Candlin, z98c).
Language learning is not the learners’ first experience with language.
Every second language Tearner is already communicatively competent
in one language. They do not know the specific forms, words or
possibly some of the concepts of the target language, but they know
what communication is and how it is used (Swan, 1985a). They may
not be able to verbalise this knowledge, but it is there, for without
it they would not be able to operate in their own mother tongue.
Learners knowledge of communication should be actively exploited
sccond language learning, for example, by getting students to
ﬂ prechct, before reading or listening (see e.g. Widdowson, 1978).
ﬁ C]] g is an emotional experience. Our concern should be to develop
% ~_-the positive emotssﬁmp_gb?éafﬂhe negative ones by, for example:
- usmg pair and group work to build on existing social relationships;
. —~giving students time to think and generally avoiding undue
g pressure; '
— putting less emphasis on the product (the right answer) and more
on the process of getting an answer;
— valuing attitude as much as aptitude and ability;
— making ‘interest’, ‘fun’, ‘variety’ primary considerations in ma-
terials and methodology, rather than just added extras.
Language learning is to a large extent incidental. You don’t have to be
working with language problems in order to learn language. You can
learn a language incidentally, while you are actually thinking zbout-
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ing else. The problems to be solved in a problem-solving
approach do not have to be language problems (Prabhu, 1983). The

; : c oblige the learners to use
language and thereby to fix the language into the matrix 6 e

% in their minds (see e.g. Krashen, 1981).
Language learning is not systematic. We learn by systematising

knowledge, but the process itself is not systematic, Laying out infor-ﬁ

mation in a systematic way will not guarantee learning. The learner
TSt create an INCErMAl sySterin. Al eXternial system may help, but that
is all it can do.
In the model lessons that follow we shall show how these principles can
be realised in the ESP classroom.

Model lesson 1

Materials

Worksheet 1: Strip cartoon with bubbles blanked out,
Worksheet 2: Bubble texts.

Tape of conversation.

A paperclip and a needle.

Audience

Engineering or General Technical students, intermediate level.

WORKSHEET 1

This Iz a bar of low
carbon stes! ~ black
ar miid steel.

%0 how many blows for the

And for the low
high carbon steel?

carbon steai?
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how many blows ¢ takes
to 90°, Keep count

to bend them

r

2 goin
Beating hae £0 do &

Oday is Lo see
5 made th o0 these two Pieceg wasx‘:gel_
e. Butant One . the s3]
So Why hag & _Eel.

i 1 or silver

is i of high carbon steel o
?gzzllsl‘ﬁebizrbon content 1is approxlm.‘a}:;ly
] 1%Z. The mild steel has only -17.

Fine. ang ROw th i
€ S1lvey
50 one blog and j¢ fractu::c?d'

What effect has heating

and quenching had on these pieces of steel?

her
. heat the ot
Now I'm goimng to

Can you
cherry red. 7
rs to a 11 hbe?
ends of Eliese ;g:tb?:emperature that wi

te me
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Procedure

A STARTER:

1

Hold up the paperclip and the needle. Ask what they are made of.
This should gét the answer: “steel’,

2 Give them to a student and ask him or her to bend them. He or she will be able

to bend the clip easily, but not the needle. Ask why this’is so, if they are both
made of steel. This should get the answer: “There are different types of steel.”

3 Ask in what ways metals like steel can differ, for example hard/soft,

o O o w

9

tough/brittle. You could ask what the different types are used for.

ANALYSIS:

Divide the class into groups of 3 or 4. Give each group a copy of Worksheet 1.
Give only one copy to each group, so that they will have to work together.
Tell the students to look at each picture and decide what is happening.

Ask groups to report what they think is happening in each picture. Ask
questtons to get as much information as possible, for example:

. What is happening in the first picture?

: Aman is holding a piece of steel.

: How do you know itis a piece of steel?

: Hesays: “Thisis a piece of mild steel.’

: What about the second picture?

: The man is holding a piece of steel again.

: 1s it the same piece of steel?

No, it iooks different.

That could be a mistake in the drawmg Are there any other clues?

: Yes, in the later pictures he mentions * high carbon steel” and ' low carbon
steel”.

: Yes. OK.

etc.

=4 o-o-Ho-Sn-d0-

PREDICTION:

in this way students should build up enough facts to be able to predict what
the dialogue is about. Ask the students who the people are; what the man is

1rying to do etc. In this way it should emerge that it is a teacher conducting an -

experiment to show the effects of heating and cooling on twa types of steel.
Ask students to use the knowledge they now have and their knowledge of
experiments to say what the stages in the experiment discourse will be, for
example, ‘ The man is showing the materials, then he will probably explain
what he is going to do, comment on his actions and draw a conclusion.”

Get the students to predict what the dialogue will be. What do they think will
go in each bubble.

10 Groups suggest possible texts for the bubbies.

3]

MATCHING:

11 Give out Worksheet 2 (the bubble texts). Students put them in order to match

the blank bubbies. If possible cut up Worksheet 2; students arrange bubbles in
order.

12 Play the tape. Students check their versions.

E

FOLLOW UP:

13 There are many possible ways of following this activity up:

— Discuss the discourse pattern of experiments or the language.
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— Students explain how they got their answers. What clues they used.

- Discuss the uses of different types of metals.

- Students write a report on the experiment.

- Give students pictures of another experiment. Get them to make &
commentary or a report on it.

- Students do their own experiments.

Model lesson 2+

Materials

Worksheets 1, 2and 3.
Feedback Worksheet.
{overhead projector foil of Feedback Worksheet)

Audience

B

usiness or Secretarial students, upper intermediate /advanced level.

Procedure

A
1

2

ES

GATHERING INFORMATION:
Divide the class into groups of three and give each group anumber:1,2, 3,4
etc.
Give one of the worksheets to each groupe.g.:
Group  Worksheet
1 1
2 2
3 3
4 1
5 2
etc.
Telt the groups to read their worksheets and make notes about the details, in
particufar writing down any information which answers the questions:
— Are any people mentioned? Who do you think they are 7
- What is the communication about?
— Are any places mentioned? Why?
- Are any dates mentioned ? What happened or will happen then?
- Are any items mentioned? How many?
For example, the notes for Worksheet 1 might logk like this:
Mr Salgado and his secretary(?), Maria.
Mr Salgado wants Maria to call Lanka Shipping Services about typewriters
from Birmingham, Engiand. Wants to know arrival in Colombo.
Tell each member of the group to keep a copy of the notes, as they wiil be
working in new groups in the second stage of the lesson,

The marerials for this lesson were developed by Tom Hutchinson as part of an ESP Project for
Polytechnical Colleges in $ri Lanka.

A video-recording of Tom Hutchinson teaching this lesson is available ar the Instituee for
English Language Education, University of Lancaster.
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WORKSHEET 1

Mr Salgade:
Maria:
Mr Salgado:

Maria:
Mr Salgado:
Maria:

Mr Salgado:
Maria:

Mr Salgado:

Maria?
Yes, Mr Salgado?

Could you phone the shipping agents and
find out when an order for some
typewriters is due to arrive. They should
be here soon.

Yes, sir. What number is the order?

It's order number B/123/45/E. It's for
some typewriters from Olivetti in
Birmingham, England,

Ah yes, I remember it. It's being handled
by Lanka Shippiag Services, isn't it?

Yes, that's right.

And you want to know when the consignment
will arrive in Colombo?

Well, I really want to know when the
consignment will be here at our
warehouse. They'll have to unload the
ship and clear the things through
customs, before we can collect them.

Maria: Very well, Mr Salgado. I'll chase it up.
WORKSHEET 2
LSS Clerk: Good afternoon, LSS Ltd.

Miss Jayweera:

LSS Clerk:

Miss Jayweera:
LSS Clerk:

Miss Jayweera:
LSS Clerk:
Miss Jayweera:
LSS Clerk:

Miss Jayweera:
LSS Clerk:

Good afternoon. This is Miss Jayweera
from Metropolitan Agencies here. I'd
like to know when an order you are
handling for us will arrive. It's our
reference B/123/45/E and it was placed
on 30th March.

Just a minute. Ah yes. The consignment
left Liverpool two weeks ago.

So when will it arrive in Colombo?

Let me see, It's Mopday 18th July
today, and it left on the 4th. So it
should be here at the end of this week.

Friday?
Say Saturday, to be safe.
And when can we collect the order?

Give us a ring on Tuesday morning. It
should be ready by then.

Thank you. Goodbye.
Goodbye,
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WORKSHEET 3 Polytechnical Institute,
Waidya Road,
Dehiwala.

12th March 1984

Metropolitan Agencies Ltd,
12, Sea View Road,
Colombo 7

Dear Sir,
We should like to place an order with you for
the following item from your catalogue:

42 % QOlivetti Omega typewriters (cat. no. TW/
952/01i)

The price quoted in your catalogue is Rs 2800
per item. In view of the size of the order, we
feel that a reasonable discount could be offered
on this price. Please contact me so that we can
discuss the matter before you place the order
with your suppliers.

The typewriters will be needed for courses
beginning in September and it is therefore
imperative that they should arrive in good time
for this.

Thank you for your attention.

Yours Faithfully,

A. Gautamadasa
Principal

Figure 34: Model lesson 2.: Worksheets 1,2 and 3
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4 Goround the class and make sure that the students are noting down the
relevant information and that they understand the facts of the text.
5 Collect the worksheets.

B SHARING INFORMATION:
6 Form new groups of three, so that each new group has one member from each
of the old groups. The simplest way to do this is to give each studentin a group

a letter. Then form new groups, by putting all the As together, ali the Bs etc.
Attach any odd students to other groups,

ABC ABC ABC

W/sheet 1 W/ sheet 2 W/ sheet 3

AAA BBB ccc
Figure 35: Cross-grouping

7 Check that each group has at least one member from each of the old groups.
To do this, ask ‘Who had Worksheet 1?7 At least one hand in each group
should be raised. This may seem tedious, but it will only take a few seconds
and can save a lot of canfusion.

8 Give one copy of the Feedback Worksheet to each group. Each member of the
group has some of the missing information. Tell them to fill in the gaps using
their notes.

C FEEDBACK:

9 Hyou have an overhead projector, put the Feedback Worksheet onto a foil. Ask
one group to complete it. Other groups compare their versions. Note that there
may be more than one possible answer for some of the facts.

10 Discuss any differences in versions. Ask students how they worked out their
answers.

D FOLLOW UP:

11 Divide the class into pairs and get them ta role play the conversation.

12 Getthe students to compose a letter to Mr Gautamadasa, informing him about
the delivery.
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FEEDBACK WORKSHEET

Use the information you noted from Worksheets 1,
2 and 3 to complete this conversation.

Scene: Metropolitan Agencies Ltd.

.......... f teeerisessana, did you find out when
those .veeviennens. will arrive?
enmerenneel YOS, tiiiiiiaenann » I phoned .......

vesssssassssosss this morning and
they said the ship should be here

eteers--..t Where are they being shipped from?
........................ And the ship left
there on .v.vvivnnene. .
.......... : Hmmt. So the ship will be in Colombo
O toncermnenans OF vuvereovrnnes

They 11 need a few days to unload the
cargo and clear customs, won't they?
So when will they be ready to collect?

vesssve-..! They should be ready .............
.......... : Right. We'll have to test them, before
we can deliver them. How many
......... .... were ordered?
crrbeaeas e eraareneaaa. , Sir.
% .......... : It will take two days to test that
number. Can you telephone Mr
Fasatessr s =
% and tell him that we will deliver his
T on Friday. What date

Figure 36: Model lesson » : Feedback Worksheet
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Modellesson 3

Materials

Worksheet 1, cut into strips.
Worksheet 2.
Cassette recording of dialogue in Worksheet 1.

Audiénce %

Hotel and tourist students, tower intermediate.

WORKSHEET 1

Good morning, Orient Hotel. Can I help you?

Good morning. I'd like to reserve a room for next week.
Yes, sir. Which days next week?

Monday to Friday, please.

And do you want a single or a double room?

A single with private bath.

All our rooms have private bathrooms, sir. Do you want
full board?

No, just bed and breakfast, please.

S0, that's a single room, bed and breakfast for four
nights, Can I have your name and address, please?

It's Mr G. N. Jenkins, 14 Prince Street, Colombo.

Thank you, Mr Jenkins. Can you confirm the booking in
writing before Monday?

Yes, I'1l confirm it. Can you tell me how much the room
will be? '

Four hundred and fifty rupees a night, bed and breakfast,
sir.

Thank you. Goodbye.

Goodbye, sir.

g

Figure 37: Model lesson 3: Worksheet 1 :
Procedure

A PREDICTION:

1 Play just the first line of the dialogue. * (ring ring) Good morning, Orient Hotel.
Can | helpyou?”’ %%

2 Ask students to predict what the coanversation is going to be about. Ask whois
taiking, what they think the caller wants, what the people in the dialogue
might talk about. You will be surprised how much can be predicted from just
one line. Introduce any new or impottant vocabulary.

3 Play the tape right through. Students listen and check their predictions.
4 Ask if there are any vacabulary difficulties.
5 Play the tape once more. m
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B RECONSTRUCTION:
i 6 Divide the class into pairs.
’ 7 Give each pair the cut up dialogue. Their task is to put the dialogue back

together again.

8 Goround and help students. Don’t do it for them, Suggest ways in which they
mightfind the answer, for example, by looking for repeated words.

9 Piaythe tape again. Students check their answers.

10 Play the tape one fine at a time. Students repeat in chorus.

) C PRACTICE:

11 Tell the students to write on each slip of paper who is speaking: receptionist or
catler.

12 Tell one member of each pair to take the caller’s pieces and the other to take
the receptionist’s pieces.

13 Pairs read the dialogue.

14 Tell the callers’ to turn over their pieces of paper, so that they cannot see
them. They do the dialogue again. Then the “receptionisis” turn their pieces
over: the ‘callers” turn theirs back. They do the dialogue again.

15 Collect the receptionist’s pieces. Students must write the receptionist’s part of
the dialogue using the caller’s part as cues.

16 Students role play their new conversations.

17 Give outWorksheet 2. Students make the dialogue for the new cailets.

WORKSHEET 2

Mrs H. Peres phones the Hotel Paris.

She wants to reserve a double room for herself
and her husband for three nights from next
Wednesday. They will want full board and a
private bathroom.

Mr and Mrs Peres live at 35 Alfred Street,
Colombo.

Figure 38 -Model lesson 3: Worksheet 2

Analysis .

How do these lessons put into practice the principles outlined at the start

of this chapter? They exploit a number of simple techniques, which can

be applied to almost any lesson.

1 Gaps. If everything is certain and known, there is no need to think.
{earming demands thinking. Gaps create that demand. There are
many types of gap, which can be exploited :

a) Information gaps. Most teachers will be familiar with this type
ol activity. One learner has some information, another does not.
There is a need to communicate and share the knowledge.
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b) %The information is available in one medium and
needs to be transferred to another medium, for example read:
make notes: discuss using notes: complete gapped text.

@) W& There are clues and pieces of evidence, but the

" answer needs to be extrapolated. Working out what the discourse
is all about in lesson 1 is a good example of this.

Memory gaps. The learners have received some information at

“one stage of the lesson. Now they must use their memories to

reconstruct. Reconstructing half the dialogue in lesson 3 exploits

thiskind of gap.
Jigsaw gaps. All the parts are there, but they need to be pur
“togetherto form a complete unit. .

“Opinion gaps. What is important ? What is not ? What is relevant ?
@%:What is definitely known? What can be presup-
posed? What can be predicted ? What is completely unavailable?
It is the gaps, the holes, the missing bits that seize the mind and
trigger the thinking processes. A teacher’s best friend can be the pair
of scissors that creates the gaps which stimulate the learners’
hinking processes.
Variety. It is the spice of learning. In order to get the repetition
necessary to help learning, there must be variety to keep the mind
alert. Variety can be achieved in a number of ways:
&) Variety of medium: text, tape, pictures, speech.
B) Variety of classrodm organisation: whole class, pair, individual,
group. -
8) Variety of learner roles: presenter, evaluator, receiver, thinker,
negotiator.™
@) Variety of exercise, activity or task.
€) Variety of skills: teading, listening, writing, speaking, graphic
®

skills.
Variety of topic.

@ Variety of focus: accuracy, fluency; discourse, structure, pronun-
ciation etc.

3 _Prediction, Prediction is a matter of using an existing knowledge of
a pattern or system in order to anticipate what is likely in a novel
situation. It is, therefore, central both to language use and language
learning. Getting students to predict what will be in a piece of
discourse has a number of practical pedagogic advantages, too:

@ It builds learner confidence by making them aware of their
potential Knowledge — of how much they really know about
language, communication or the topic.

b)) It enables the teacher to discover where the gaps in knowledge
are, so that teaching can be made more relevant to needs.

@ It activates the learner’s mind and prepares it for learning.
\-_,-—-—..\__________,.—’ i
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@ !}_g:}r_c_s,:mdm&an_ﬁ%@he_m._\vhm people make predic-
tions, they are investing part of their self-esteem in their decisions
and choices. They are putting their ego on the line and taking
risks. Having done so, the one thing that will occupy their minds
is finding out whether they were right. Getting students to pre-
dict, therefore, gives a stronger motivation to proceed to the next
step of the lesson. This is particularly useful in listening compre-
hension. There is all the difference in the world between listening
to something to get some information and listening to something
to see whether you were right.

4 Enjoyment. Enjoyment isn’t just an added extra, an unnccessary frill.
It is the simplest of all ways of engaging the learner’s mind. The most
relevant materials, the most academically respectable theories are as
nothing compared to the rich learning environment of an enjoyable
experience. This is an aspect of pedagogy that is taken for granted
with children, but is too often forgotten with adults. It doesn’t matter
how relevant a lesson may appear to be; if it bores the learners, it -
is a bad lesson.

5 ._An integrated methodology. Using a range of skills greatly increases

\Eﬁmmlc in the classroom. This makes it easier
to achieve a high degree of recycling and reinforcement, while
maintaining the learners’ interest.

6 _Cobherence. It should be clear where a lesson is going. Each stage
“should build on previous stages and lead naturally into the following
stages.

v JPreparation. Lesson preparation is normally interpreted as the
teacher planning the stages of the lesson. But as well as preparing

e teacher to teach, we should also be preparing the learners to learn.
It will be noticeable in the model lessons that the preparation Tor
an activity forms the greater part of the lesson. This is 2 matter of
building up a context of knowledge around the materials and so
preparing the learners’ minds to learn.

8 _Involvement. Learners need to be involved both cognitively and
emotionally in the lesson. We have set out already some of the ways
if which Tearners can be involved (prediction, variety etc.). One of
the simplest ways is asking questions. Don’t tell learners things they
know already; use guiding questions to get them to tell you and the
rest of the class. But there are two words of warning here:

a) Don’t ask questions that are difficult to answer, such as defining
questions, for example, *What is an experiment ?’

b) Wait for the answer. Learners should feel that their contribution
to the lesson is of value. This is part of their emotional
involvement.

9 Creativity. Languageisdynamic. Lessons should reflect this. Activities
et T

I4I



Application

should therefore allow for different possible answers, different levels
of response. Different does not mean wrong. (Stevick, 1982)

1o Atmosphere. For all that we might try to analyse and systematise
teaching, We must still recognise that effective learning depends
heavily on intangible factors, such as the relationship between

teacher and student. The culfivation of a cooperdtive social climate

within the classroom is very important. This is particularly the case
for ESP, where there are often other factors militating against a good
atmosphere — a teacher, who is unsure of the materials or who
actively dislikes the subject area; learners who resent the time they
have to devote to English etc.

Conclusion

It is impossible to deal adequately with methodology in a book. It has
to be experienced in the classroom. We have tried in this chapter to show
some techniques which can help to make the ESP classroom a livelier,
more enjoyable and thus more effective environment for both learner
and teacher. Before we conclude the chapter, however, it is necessary
0 repeat two very important points.
There is nothing specific about ESP methodology. The principles
which underlie good ESP methodology are the same as those that
underlie sound ELT methodology in general. Similarly, at the level
of techniques the ESP teacher can learn a lot from General English
practice. The teacher who has come to ESP from General English need
not think that a whole new methodology must be learnt. [The
classi: i i ired i i aching

classroom skills and rechniques acquired in General English teach
Qﬁbﬁmﬁﬂucmmmw%hssmm.
What happens in the classroom is not just an afterthought to be
Mﬁdé_ﬂ;&rials and syllabuses. The activities in
tb.e.da_ﬁs&cm—miaﬁfaék to_alt the other stages in the course
—design, As we saw with the Blood Cell in chapter g, if you can créate

a useful activity by changing a text, change it. It is the activity that
counts: ‘[ do and I understand.’

Tasks

1 Look at the analysis section (p. 139). Find specific examples of the
points made in the model lessons.

2 A good lesson will try to make use of all the resources in the
classroom, particularly those resources that learners bring to the
lesson. Whar resources do the model lessons exploit?
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3 What knowledge is required of learners and teachers in these lessons
(specialist knowledge, genmeral knowledge, linguistic knowledge,
knowledge of communication) 2

4 Take a sample of ESP materials that you use. Adapt them to
incorporate ‘gaps’.
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Ah, but a man’s reach should exceed his grasp,
Or what’s a heaven for?

(Roberi Browning: * Andrea del Sarto”)

We noted in the first section of this book that ESP had developed in

response to certain pressures. Developments in the theoretical bases of %
language teaching were indicating a need to pay more attention to the .
individual learner, and at the same time the worlds of commerce and
technology were producing a host of people with specific language
learning needs. A demand was generated as a result for courses which ks
would equip particular learners with the necessary skills to carry out
particular tasks in English (or any other specified language). These same
pressures have generated an equally strong need for a more open and
coherent approach to evaluation. Any language teaching course has
certain evaluation requirements, but in ESP these requirements are
brought sharply into focus by the fact that the ESP course normally has
specified objectives. ESP is accountable teaching. ESP learners and
sponsors are investors in the ESP course and they want to sec a return
on their investment of time and/or money. The managers of the ESP
course are accountable to these investors. This accountability has

produced a demand for more and better evaluation procedures. Two ?}%
levels of evaluation have thus been brought into prominence: 2
ﬁwm with any langnage course there is a need to
‘assess student performance at strategic points in the course, for example, %

at the beginning and at the end. Bur this assessment takes on a greater
importance in ESP, because ESP is concerned with the ability to perform
particular communicative tasks. The facility to assess proficiency is, i
therefore, central to the whole concept of ESP. The results of this kind
of evaluation, for example, enable sponsors, teachers and learners to
decide whether and how much language tuition is required. %

B _Course evaluation. A second important form of evaluation is the
evaluation of the ESP course itself. This kind of evaluation helps to assess
whether the course objectives are being met — whether the course, in
other words, is doing what it was designed to do. (This type of
evaluation should be a feature of any kind of ELT course. Unfortunately,
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it is rarely attempted in the General English context, even though there
are sound educational reasons for doing so.)

These two forms of evaluation are not always distinct. Evaluation of
the learners reflects not just the learners’ performance but to some extent
_the effectiveness or otherwise of the COUrse t60. An ESP Course is, after
all, supposed to be successful: it is set up in order to enable particular
learners to do particular things with language. If it consistently fails to
meet this objective, then something must be wrong with the course
design: the objectives may be too ambitious given the resources
; available; the analysis of the learners’ initial competence may be wrong;
% the methodology may be inappropriate. Evaluation of the learners is
unlikely to indicate exactly where a fault lies, but it will ar least indicate

o existence of a fault W i alnation
I
can then be used o trace the faulr.

*In this sense, then, both course and learner evaluatiofi have a similar
function in providing feedback on the ESP course. However, each type
of evaluation also has other purposes and procedures. Thus, while
bearing in mind their similarity of role as feedback, we shall consider
these two kinds of evaluation separately.

g A. -Learner assess -

In spite of the importance, noted above, which ESP should logically give
to assessment of student performance, there is a general lack of
dﬁ@%ﬁ%ﬁiMunby {1978}, for example, while
laying down highty detailedp es for the specification of learning
objectives, makes no mention at all of how these objectives might be
% tested.

Alderson and Waters (1983) maintain that the lack of importance
assigned to evaluation can be attributed to pervasive prejudices against
testing among applied linguists and other language teaching practitioners.
The result of this prejudice is to see assessment as a post Foc operation — a

regrettable and dreary task to be tacked on to the end of the course design
% usually long after the syllabus, materials and methodology have been
fixed. The net result is ‘a paradoxical situation in which the need for
better tests and evaluation procedures co-occurs alongside an' almost
universal lack of acceptable instruments’ (ibid).

This lack, however, does not imply that there are no tests available
in ESP. In fact Davies and West (1984) list 14 examinations in Specific
Purpose English offered by British institutions. The London Chamber
of Commerce and Industry, the Associated Examination Board (AEB)
and Pitman Examinations Institute offer examinations in Secretarial and
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Commercial English. Cambridge offers English for Business and English
for Science. The City and Guilds of London Institute offers examinations
in Technical English. AEB also offers an examination in English for
Academic Purposes (TEEP), as does the British Council (ELTS). The
English Language Teaching Development Unit (ELTDU) has produced
a Scales of Attainment and Test Battery for Occupational English. There
is, then, no shortage of available examinations in ESP. What is lackin

t und theoretical or empirical basis for ESP testing. F
research is need eforewe will real what requirements of

a good ESP test ate. fi to this point below (p. 150}

In ESP there are three basic types of assessment: 7
1 M%These are used to ‘place’ learners in the ESP course i

most suited to their needs. The placement test normally comes at the

beginning of the course. %
2 Achievement tests. These test how well the learner is keeping up with

the syllabus and can be administered any time through the course.
3 Proficiency tests. These assess whether or not the student can cope 5
“with the demands of a particular situation, for example, study at a

university or reading technical manuals.

These different types of test do not necessarily vary in terms of content.
They differ in terms of their initial function. But even here they need
not be exclusive, since the same test may be used for more than one
hree types rnay be used as dxagnosuc :

have. Th.lS dxagnostlc cv1dence can then be used as a means of
determining what and how much tuition the learner needs. The AEB’s @
Test in English for Educational Purposes is a good example of a test with t

a dual function. It} oth to assess a student’s ability to cope with
a course of study (proficiency test) and to indicate what Turther helpthe

—_—
!  Placernent tests

JThe aim of the placement test is to determine the léarners’ state of

knowledge before the ESP course begins. In so doing it should indicate %
firstly whether the learners need the course at all and secondly, should =4
a need be indicated, what form the course should take. The placement
test is, therefore, in the first instance a proficiency test. If a learner is %
already proficient in the skills required, no further tuition is required. i

-—}rnts—setcrrd‘ﬁ‘xﬁqn, the placement test is d1agnost1c, indicating iow
fir and in what ways the Iearner falls short of the proficiency level: In
this respect the test has a formative value, in that the test results will

be used in forming the nature and content of the ESP course that the
learner will take. As already noted, the AEB’s Test in English for 7
VeRd:

learner might need (placement test). : @%
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Educational Purposes can be used in this way for prospective students
in higher education. ELTDU’s Scales of Attainment provides a similar
service for commercial and industrial use. The Scales specify the
linguistic requirements of given tasks and the associated Test Battery
n determines what tasks an employee is currently able to do. Matching
% the results of the Test Battery to the Scales will provide a specification,
which can provide the basis for future language training.

Doubts have been expressed about the ability to accurately diagnose
learner needs through tests (Alderson and Hughes, 1981}, but in the
absence of any more accurate instruments, the course designer has little
choice. What should be borne in mind is that any placement test can
i only be an approximate guide and should be treated with due caution.

The good placement test should also reveal positive factors. It should
show not just what the learner lacks, but also what potential for learning

can be exploited m the ESPConTse.
_..——-—--_'-—_7

" 2 Achievement tests

This kind of test is the least problematic, since it is usually internal to
the course. It does not have to conform to external influences, but should ~
rather reflect the nature and content of the course itself (Alderson and
Hughes, 1981}. The achievement test is, however, the kind of test the
ESP teacher is most likely to have to construct. We will, therefore, give
some basic guidance in this task (see e.g. Heaton, 1975 and Oller, 1979
for detailed guidance). In constructing a good ESP achievement test you
should follow the same basic principles as you would for constructing
any test. For example:

Test what you can reasonably assume the learners have learnt. This

is not necessarily the same as what you have taught.

Your test should test what you actually want it to test. Don’t, for
example, make a test of reading ability dependent on the ability to
write. A learner may well be able to read and understand something,
but unable to put the ideas down in writing. » o
Avoid bias in the test. Don’t, for example, write test items which
demand specialist subject knowledge or cultural knowledge. This is
a problem with any kind of language test, but it is probably more
apparent in ESP tests, which may often involve the use of specialist
content — technical, commercial, medical, and so on. The important

oint_is that i wer_should not depernd—on
_specialist subject knowledge outside the material used in the test.
Here is a sample test intended to assess mastery of the work done
in the Blood Cell unit on page 110.
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TEST

The diagram below shows the flow of coolant through a refrigeration
system. Study the diagram and then write a description of how the

coolant circulates through the system.

| e

{
r—‘—-—‘———-—-—a 5uction t“be-——-———-""-"‘-"*
S T e ‘
) — 5 B Y,
;;".'-.23._ Evaporator i
Temperature :
cantrol Capillary tube &

Coolant

Figure 39: A sample achievement test

What features does this test have that make it a suitable means of

evaluating the learners’ understanding of the material?
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It involves production as well as understanding. It, therefore, tests
what thé Tatérials were teaching. A testwhichtoncentrated on, say,
checking comprehension of a reading: passage about how the
refrigerator works would not test the ability to produce descriptions,
which is one of the aims of the materials.

@It is an integrated task rather than a set of discrete-point tests
focussing on particular sub-skills, for exampl€, “Tifiking clauses’. It
is more economical to test the sub-skills by asking the students to
combine them into a self-sufficient piece of discourse. An integrated
test also tests the ability of the learners to use the sub-skills in a
coherent piece of communication.

)3 The content is of a similar nature to that of the unit: it is concerned

with the movement of a fluid through an enclosed system. It should,
therefore, indicate whether the learner is able to describe such
systems. '
The subject matter is probably already known to_the learners. (In
practice it would b& wise to check this beforehand.) The subject
knowledge should, therefore, neither obstruct nor give unfair
advantage.

) It does not require knowledge of subject-specific vocabulary, such as
“auricle’ and ‘ ventricle’. The specific vocabulary of the refrigerator

" System 15 4l50 given. 1 he test, therefore, does not test subject-specific
vocabulary, but rather the ability to exploit such vocabulary within
a context of general vocabulary. The learners must extract the specific
names from the diagram and use them in their description.

It tests written production. This might not be appropriate in every
case. It would depend on how the unit had been taught. If the
exercises in the materials had been done orally, then the test could
be changed into an oral test as follows:

‘Study the diagram. Then prepare and give an oral commentary
on the flow of coolant through the system.’

3. Preficiency teslts

In the introduction to their Guide to English Language Examinations,
Davies and West (1984) identify the primary purpose of language testing
in the eighties as ‘proficiency testing designed to assess whether
candidates will be able to perform the language tasks required of them’.
Such tests, they say, are primarily criterion-referenced. In other words,
the candidate’s ability 1s assessed according to how far it matches certain
criteria judged to be essential for proficiency in a particular task. With
criterion-referencing, there is no pass/fail distinction, but rather a scale
of degrees of proficiency in the task. An example of such a scale is that
used for the British Council’s ELTS test which is used to assess a
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candidate’s ability to study at an English-medium institution of higher
education:

Band Description

9 Expert User: fully operational command of the language; appropriate, accurate and
fluent with complete understanding.

8 Very Good User: fully operational command of the language; occasional minor
inaccuracies, inappropriacies or misunderstandings possible in unfamiliar situations.

7 Good User: operational command of the language; occasional inaccuracies,
inappropriacies and misunderstandings in some situations.

6 Competent User: generally effective command of the language, although occasional
misunderstanding and lack of fluency could interfere with communication.

5 Modest User: partial command of the language coping with overall meaning in most
situations although some misunderstanding and lack of fluency could block
communication. ‘

4 Limited User: bastc functional competence [imited to familiar situations, but
frequent problems in understanding and fluency can make cormmunication a constant
effort,

'3 Extremely Limited User: below levet of functional competence; although general
meaning ¢an be conveyed and understood in simple situations there are repeated
breakdowns in communication. ) '

2 Intermittent User: no real communication possible although single-word messages
may be ¢onveyed and understood.

1 Non-User: unable to use the language or does not provide relevant evidence of
language competence for assessment,

Figure 40: Proficiency scales used in ELTS test

The move towards proficiency testing fits very neatly with the concept
of ESP, which is crucially concerned with enabling learners to perform
certain language tasks. Proficiency tests for specific purposes should,
therefore, be able to give a reliable indicarion of whether a candidate
is proficient enough to carry out the tasks that will be tequired. Such —
tests also have high face validity in that they look as if they are reliable
indicators. Scientists might well question the results of a test which, for
example, assessed their proficiency in writing reports on the basis of their
ability to answer questions on a short story. But a test which asked for a
report on a science lecture would seem to be a valid indicator of the
required proficiency. Yet although specific language proficiency tests
seem to be a logical extension of the ESP principle, they remain

roblematic. Why is this so?

@As already noted, proficiency tests are primarily criterion-referenced.
And therein lies the problem: what shou € criteria be?
they vary with different subject areas? What skills and knowledge
enable someone to perform particular tasks? How specific are those
skills and that knowledge to any particular task? In spite of all the
recent developments in our knowledge of language use, we still have
to admit that we do not really know what makes communicative
performance possible. This argument might be countered by having
real-life tasks as tests. However, this is rarely possible to set up in
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practice and so still leaves us with the problem of determining what
teatures are crucial to the real-life perforimance.
How specific is specific? Can a test in Engineering, for example, be
a valid indicator for all branches of Engineering — marine, electronic,
civil, electrical, mechanical, aeronautical etc? Alderson and Hughes
(1981) make this point in considering the British Council’s ELTS test:
‘which ELTS modular test, for example, out of the six presently
available (Physical, Life, Social and Medical Sciences, Technology
and General Academic) should be taken by a student of Urban and
Regional Studies, whose course will include Law and Economics
courses as well as courses in Technology?... What about the {fre-
quent) cases of students who have a background in Physical Sciences,
who are coming to the UK to do a (to them) novel course in
Technology ? Do they take the Physical Science test or the Technology
test?’

Until we know more about what enables a language user to perform

particular communicative tasks, we must view proficiency tests as only

approximate guides.

Conclusion

In this section we have considered some of the mechanics of evaluating
learner performance, and in particular we have outlined some of the
problems associated with specific purpose testing. We should like, in
conclusion, to consider the role that tests play within a learning-centred
approach to ESP.
and learners need, first of alf; ItT I 5T5. oiNCe tests are
here to stay (at least until we can think of a better alternative), it is no
good closing our eyes to them and hoping they will go away. Rather,
tests should be recognised for the important role they play in the
teaching-learning process, and every effort made — by teachers and
learners — to get the most out of them. We need to see test results less
as an end in themselves and more as the starting point for genuine
negotiation and interaction between the teacher and the learners, and
among the learners themselves. A grade, however good or bad, is in itself
of little significance: its real meaning lies in understanding the reasons
why it was given and what it tells the students about how they might
improve their future work.

Evaluation can fulfil two functions ~ assessment and feedback. Assess-

T ————
ment is a matter of measuring what the learners already know. But any
assessment should also provide positive feedback to inform teachers and
learners about what is still not known, thus providing important input
to the content and methods of future work. Although used in the first
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instance to assess learner performance, the key to the development of
a positive attitude to tests lies in recognising and capitalising on their
feedback function, and playing down the obsessive or fearful attitudes
engendered by viewing tests exclusively as determiners of grades. Given,
also, the fact that most ESP learners are adults, there is no reason why
the educational use of tests should not be taken a stage further, with
learners becoming increasingly involved in providing feedback to
themselves and their peers, and sharing in decisions about the most
appropriate procedures for evaluating their progress. Such work can
involve both useful realistic communication practice and deepen the
learners’ awareness of the learning process.

B Course evaluation

The ESP course, like any course, should regularly demonstrate that its
continued existence in its present form is justified! Since the ESP course
exists to satisfy a particular educational need, evaluation helps to show
how well the course is actually fulfilling the need, JA sponsor may also
wish to be supplied with clear information about the suitability of the
course and may well base decisions as to further investment and support
on:the results.

Thus evaluating an ESP course helps to establish whether it is meeting
its"aims. The information gathered forms the starting point for any
necessary revisions of the course, and may also help to guide the design
of other similar courses in your teaching institution or elsewhere. Course
evaluation also plays a useful social role, by showing the various parties
involved (teachers, learners, sponsors etc.) that their views are important.
There are four main aspects of ESP course evaluation to be considered
(Alderson and Waters, 1983):

a) What should be evaluated ?

"HGw can ESP courses be evaluated ?

Whoshould be involved in the evaluation ?

When (and how often) should evaluation take place?
‘-____\-

a}: What should be evaluated?

b)
<)
d}

The short answer is: everything of significance. However, there are two

important constraints:

i) - Your ability to collect the information;

i) Your ability to use the information once it has been collected. It will
annoy everyone concerned if you collect all sorts of detailed evalu-
ation information, possibly at considerable inconvenience, time and
expense, and then do little or nothing with it. Next time round, your
colleagues (and others) may not be so cooperative.

15:}.
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In a learning-centred approach to ESP, the overall aim of the ESP course
is to meet two main needs of the learners: their needs as language

learners, and their needs as language users (see chapter 6). It follows
that the ‘what’ of ESP course evaluation is concerned with zssessing the
extent to which the course satisfies both kinds of needs. Thus, the
enquiry should begin with questions such as:

Is the course fulfilling the learners’ language learning needs?
Has the course fulfilled

Is the course fulfilling* } the learners’ language using needs?

If the response to any of these questions is a ‘yes’, then congrarulations
are in order! However, assuming that you get only a qualified “yes’, (or
even an outright ‘no’?!) in reply to one or more of them, the next question
that needs to be asked is:

What areas of need are not being / have not been fulfilled?

Once we know what these areas are, we can turn our attention to
identifying the source(s} of these problems. Now the relevant questions
are:

Were the unfulfilled needs identified during the course design process?
If not, why not?
How can the course design process be improved to avoid this problem
in future? '
How can the course be changed to take these needs into account ?
If these needs were identified during the course design process, why
are they not being / have they not been fulfilled ? Is the fault in: '
a) the syllabus(es) ;
b) the materials;
c) the teaching and learning techniques;
d) the testing procedures;
e) logistical /administrative arrangements;
f) the course evaluation system?

b) How can ESP courses be evaluated?

In theory, there are very many ways in which the ESP course can be
evaluated, ranging from simulations to suggestion boxes. However, in
practice, most ESP courses are evaluated using one or more of the
following techniques:

~ test results;

— questionnaires;

* The additonal form of the question is for situations where exposure to the target situation
occurs within the duration of the ESP course.
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— discussions;

— interviews;

— informal means (e.g. unsolicited comments, ‘casual’ chats etc.).
Which techniques you use will depend on what suits your teaching
situation best. It needs to be stressed that gathering the evaluation
information is only the first stage in the process. The information must
next be collated, and if it is extensive, summarised. After this, it needs
to be discussed with all interested parties, and some conclusions drawn.
Finally, it should be included in a detailed course evaluartion report, as
a basis for further discussions and decision-making. As with (a) above,
nothing is more discouraging than if useful suggestions for change are
consigned to the wastepaper bin through apathy or laziness on the part
olf teachers or course designers. Having reached your conclusions, use
them!

c) Who should be involved in the evaluation?

The extent of involvement of any group will vary, but it is likely, in
practice, that the bodies most closely concerned will be the ESP teaching
institution, the ESP teachers, the learners and the course sponsors.
(Former students can also provide useful information.) It is important
to get a representative cross-section of views and to take them properly
into account. Evaluation is concerned with people’s perceptions of value
and their views will, therefore, vary according to their own interests and
concerns. With learners, in particular, it can be difficult to get feedback
which is an expression of their real views. They may be reluctant to
criticise authority, possibly thinking it might prejudice their assessment.
They might simply be apathetic, feeling that any course revisions will
not help them, but only future students. Orientation exercises (see
Waters, 1985) can be used to get learners accustomed to expressing their
views honestly and candidly, although it must be said that an open and
trusting relationship between the teacher and the students is the best
basis for promoting frank and useful feedback.

Who you ask and how you ask will affect what you find out. Thus,
the methodology of course evaluation procedures, although coming
midway in our list of points here, should actually be seen as a primary
consideration, and care should always be taken, in any statement about
evaluation findings, to make explicit how the information was obtained,
that is, from whom, and by what means.

o) When (and how often) should evaluation take place?

There is an undoubted danger in doing course evaluation too frequently.
Respondents have only so much time to give the right quantity and
quality of information: the ESP teacher is limited in how quickly and
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insightfully he or she can process it and so on. However, the dangers in

not doing course ¢valuation often enough are equal, or greater. Learners,

sponsors and others will evaluate the course informally anyway. If there
is no proper channel or forum for these views, there is a risk of
misunderstanding, or at worst, hostility.

It is difficult to prescribe how often course evaluation should be done.
All sensitive and responsive teaching will include this as a continuing
feature anyway. So much will also depend on the characteristics of the
individual teaching situation. However, in our experience, the most
important times occur:

i) in the first week of the course. The tone established here will
probably have a greater overall effect on the success of the course
than what occurs later, since initial impressions are very often more
enduring than later ones. 7

ii) at regular intervals throughout the course, for example, every half
term.

iti) at the end of the course. :

iv) (if possible) after the course. This is potentially the most valuable,
since the learners will be in a position to judge how well the course
prepared them for the target situation they are now in.

" Finally, a general word of caution. Evaluation can be time-consuming,

complex and frustrating. Apart from the matters already discussed,
other possible difficulties may arise. For example, problems identified
might have no obvious solution, or only solutions that are too radical
or expensive for everyone to accept. Feedback from one party may
contradict feedback from another, In some parts of the world, willingness
to evaluate in consultation with the learners might be taken as a sign
of incompetence: ‘It’s the teachers’ job to know these things — why
should we do their job?* Alternatively, criticising a course might be seen
as showing a lack of respect for authority. On the other hand, an
evaluation session can easily degenerate into a forum for airing minor,
personal grievances. Recognising that course evaluation is likely to bring
with it disadvantages of this kind, as well as benefits, is probably half
the battle. And, in overall terms, it is likely that a sound evaluation
system will provide a deeper insight, from all sides, into the nature of
the most effective learning experiences and processes that can be
accommodated. As Brumfit (1983) says:

‘One of the most useful roles of formal feedback sessions (is) to reveal to
students the wide variety of their own demands and needs, so thar they
{become) increasingly aware of the need for a general syllabus which (can} be
individualised within boundaries imposed by finance and time.’

Thus, in addition to its ‘ political” aspects, course evaluation, at its best,
is an indispensable part of a learning-centred approach to ESP.
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Conclusion

At the beginning of this chapter we identified two kinds of evaluation:
evaluation of the student and evaluation of the course. We have outlined
ways in which both kinds of evaluation can be carried out and we have
described how each fits into a learning-centred approach. For student
assessment, it means emphasising what tests can tell us about learning
needs. In course evaluation we need to involve all those who share the
learning process in making the ESP course as satisfying to the parties
as possible. The origins of ESP lie in satisfying needs. Evaluation helps
to assess how well the needs that have created the demand for a course
are being served.

Tasks
1 Take one of the model lessons in chapter x1. Write a test to go with
it. Explain what your test tests and how.

2 How does ESP testing differ from General English testing? What
particular problems does the ESP tester face?

3 Look at the ELTS bands. What bands would you put your own
learners in?

4 Evaluate your own ESP course. What would you evaluate? Who
would you involve ? What would you do with the information ?
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Section 4 The role of the
ESP teacher

Give us the tools and we will finish the job.
(Winston Churchill)

Qur explorations of the land of ESP are almost complete, and we come
in this final section to consider the role of the ESP teacher, in particular,
to consider in what ways the ESP teacher’s lot differs from that of the
General English teacher. We have stressed a number of times the need
to see ESP within the context of language teaching in general and this
applies as much to the role of the teacher as to materials and
methodology. Nevertheless, there are important practical ways in which
the work of the General English ¢ teacher and the ESP teacher differ. We
shall conclude our journey by con51der1ng two of the most important
differences, the one briefly and the other at greater length.

Firstly it will be clear from the preceding chapters that the ESP
teacher’s role is one of many parts. Indeed Swales (r985) prefers with
some justification to use the term ‘ESP practitioner’ rather than ‘ESP
teacher’ in order to reflect this scope. It is likely that in addition to the
normal functions of a classroom teacher, the ESP teacher will have to
deal With nieeds analysis, §7llabus design; materials wr1t1ng or adaptation
.and evaluation. We do not intend to go into this aspect in any further
detail: the whole book is a testimony to the range of parts the ESP
teacher is called upon to play. The second way in which ESP teaching
differs from General English tea_lim s that the.great. majority of ESP
S theretore, to orientate
themselves to a new environment f8r which they have generally been
ill-prepared. This section will deal with this matter of orientation. The
Appendix details sources of information to help the ESP teacher.
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I have been a stranger in a strange land.

(Exodus 2:22)

ESP teachers are all too often reluctant dwellers in a strange and
uncharted land. In this chapter we shall consider this situation in greater
detail, focussing on three problems which we have found consistently
arise in discussions with teachers of ESP:

1 the lack of an ESP orthodoxy to provide a ready-made guide;

2 the new realms of knowledge the ESP teacher has to cope with;

3 the change in the status of English Language Teaching.

We shall consider each of these and offer some suggestions as to how
a learning-centred approach can help.

1T Thelack of an orthodoxy

In spite of its relatively brief existence, ESP has undergone a number of
major shifts in orientation. These have come about largely because ESP
has developed at a time when 2 fundamental revision of our view of
language and learning has been taking place. Lacking 2 long tradition
which might give some stability, ESP has frequently been a hotbed of
conflict — the Wild West of ELT. New settlers in this land must often
have found it difficult to find their bearings with no agreed maps to guide

them. The question of authentic texts will illustrate the kind of problem .

that arises.

In the early stages of ESP there was no question of using authentic
texts. Writers such as A. J. Herbert (1965) created their own texts to
highlight language features much in the same way as was done in
General English. This tradition was continued in the era of discourse
analysis. Allen and Widdowson (x974), for example, defend the use of
composed texts in order to ‘avoid syntactic complexity’ and to
““foreground” features of language which have particular communica-
tive value’. Phillips and Shettlesworth (1978) on the other hand support
the use of the authentic text ‘as a repository of natural language use and
...as the stimulus for a variety of communication skills’. This matter
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of ‘authenticity’ is just one of the issues that continue to be debated
amongst ESP practitioners. What is the newly arrived settler to make
of this strange land of ESP under such circumstances? The answer is to
return to basic principles and define exactly what is meant by ‘using an
authentic text’.

First of 2ll, it is necessary to be clear what the term ‘authentic’ really
means. It usually carries the sense of ‘taken from the target situation
and, therefore, not originally constructed for language teaching pur-
poses’. In reality this is a contradiction of the term authentic. Authenticity
is not a characteristic of a text in itself: it is a feature of a text in a
particular context. A text alone has no value. A text is a message from
a writer to an assumed reader. In writing the text the writer will make
a judgement as to the knowledge the assumed reader will bring to the
text and the use the reader will make of it. The text, therefore, only
assumes a value in the context of that knowledge and that use. A text
can only be truly authentic, in other words, in the context for which
it was originally written. Since in ESP any text is automatically removed
from its original context, there can be no such thing as an authentic text
in ESP.

There is, therefore, no intrinsic merit in an ‘ authentic’ text. What we
have to do is once more to see the text as part of the teaching/learning

" process. The question should not be: ‘Is this text “authentic™?’ but

‘What role do I want the text to play in the learning process?” We should
be looking not for some abstract concept of ‘authenticity’, but rather
the practical concept of “fitness to the learning purpose’.

In this sense, it can easily be seen that different types of text will be
required at different stages of a course, depending on what we want the
text for, for example: ‘

a) You want the learpers to realise how much information they can get
from a text by the application of certain strategies. In this case you
might well want to use a target situation text to make the exercise
more realistic.

b) You want to do a jigsaw reading task, such as in lesson 2 in chapter
1x. If you insisted on using target situation texts here, you could be
searching forever to find the appropriate ones. In this case, it is the
activity that is of greatest importance and so the texts can be
constructed to generate the best activity.

¢) You want to illustrate a particular sentence pattern or discourse
pattern. If you can find a targer situation text that fits, use it. If not,
it is no great problem. Your purpose is to make apparent an
underlying structure. A target situation text might be rather confusing,
because there are all sorts of other things in the text too (Allen and
Widdowson, 1974). Here 2 simplified target text or a specially
constructed one might be more useful.
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d) You want to illustrate the importance of layout as a clue to reading
comprehension. ‘ Authenricity’, particularly of the visual appearance,
is a sine qua non in this case.

e} You want to increase your learners’ motivation by emphasising the

real world application of the language. In this case, an ‘authentic’
text is preferable, or at least an ‘authentic’ appearance.

The importance of a text is not intrinsic to the text, but derives from

the role the text has to play in the teaching/learning process. Ask

yourself: ‘“What do 1 want the text to do?’ On that basis the most
appropriate type of text can be selected.

As the example of the use or non-use of authentic texts illustrates, ESP
teachers will often have to orientate themselves to difficult problems with
little or no guidance. There are no easy solutions to this situation, but
some methods that might be useful are:

—surveys of the history and present state of ESP in your own or
neighbouring countries;

— formation of groups of ESP teachers, perhaps allied to any existing
national organisation for the promotion of ELT, to further the support
and development of ESP;

- establishment of newsletters and other forms of publication, for
exchanging information and views about ESP in your country;

- provision of pre- and in-service teacher training focussing on ESP
issues. Such provision can take a variety of forms: workshops,
seminars, short courses etc.

In short, ESP teachers cannot turn to linguistics and psychology in the

hope of finding ready-made, straightforward answers to the problems

that they will meet. Rather, they need to distil and synthesise, from the
range of options available, those which best suit .the particular
circumstances. T'o do so requires an open mind, curiosity, and a degree
of scepticism. ESP teachers need to arm themselves with a sound
knowledge of both theoretical and practical developments in ELT in
order to be able to make the range of decisions they are called upon to

make. All ESP teachers are in effect pioneers who are helping to shape
the world of ESP.

2 New realms of knowledge

As well as having to cope with the uncertain values of the strange land
of ESP, ESP teachers may also have to struggle to master language and
subject matter beyond the bounds of their previous experience. Teachers
who have been trained for General English teaching or for the teaching
of Literature may suddenly find themselves having to teach with texts
whose content they know little or nothing about. Thus in addition to

160




Ovrientation

having to orientate themselves in a shifting world, ESP teachers may at
the same time fee] 3 sense of utter inadequacy at their ability to cope.
This problem is best illustrated in the question of specialist knowledge
and language. Put briefly, does the ESP teacher need to understand the
subject matter of ESP materials ?

Taken in isolation, the answer to this question must be “yes’. Teachers
of social or liter. ary English would not enter the classroom understanding
little about ‘the content of the texts to be taught. So why should a
different standard apply to the Science or Commerce text? But we need
to look at this in a broader context, if we are going to be able to come
up with a reasonable answer. We need to ask ourselves three questions:
a) Does the content of ESP materials need to be highly specialised?

b) Why do so many ESP teachers find it difficult to comprehend ESP
subject matter ?

¢) What kind of knowledge is required of the ESP teacher?

a) Does the content of ESP materials need to be highly
specialised ?

As the work of the early pioneers in register analysis showed, there is
little linguistic justification for having highly specialised texts. There is
no clear relationship between sentence grammar and specialisation of
knowledge. In specialised texts the discourse structure may be denser
and more formalised, but not different in kind from that of less
specialised material. There may well be a heavier load of specialist
vocabulary, but this need not make it more difficult to understand (see
below). Indeed it may make it easier, because many such terms are
internationally used. Ipn short, the linguistic knowledge needed to
comprehend the specialist text is little different from that required to
comprehend the general text. The difference in comprehension lies in

the subject knowledge, not the language knowledge. As Hiillen (1981)
says:

*...itisnot the usage of technical terms per se which distinguishes language for

special purposes from general language, But the factual knowledge necessary
for understanding these words.”

b'%\l'he only real justification for having highly specialised texts is to achieve
face validity} Learners may be more motivated by them, because they
make the langnage seem more relevant. But learners can be very fickle.
Rﬂnd if the use of such rexts makes work in the classroom difficult,
earners will soon lose their liking for such text§. ’
_ Thereal answer to this question lies in looking at the teaching of ESP
in terms of a whole teaching/learning process. Any facror within that
process must be evaluated on the basis of how it relates to the other
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factors and thus affects the entire proccsstl“cxts, in other words, should
not be selected as texts, but as elements in'% learning process} If the texts
cannot be handled effectively by the teacher, it is not enough to simply
expect the teacher to cope as well as possible. A reasonable solution
should be negotiated.

We might compare this situation to cooking. Good ingredients are
important for a successful meal. But they will not of themselves produce
success. If the cook does not know how to exploit the ingredients well,
or if the necessary equipment is lacking, or if the diners do not like that
kind of cuisine, then che value of the ingredients will be little appreciated.
Negotiation is needed: the competence of the cook, the ingredients and
the tastes (and dietary needs) of the diners must all be taken into
account. This, of course, does not preclude the possibility of retraining
the cook or re-educating the palates of the diners.

So it is with ESP, materials must take proper account of the knowledge
and competence of the teacher and negotiate a workable relationship.
The starting point for such negotiation is the teacher’s current state of
knowledge. If teachers are unable to operate highly specialised texts
effectively they should not be used. The teachers’ competence is an
essential ingredient in the teaching-learning process and must, therefore,
be able to influence such matters as the choice of texts. In this regard
it is fortunate that many ESP teachers are also course designers and
materials writers. In contrast to their General English colleagues they
do have the power to influence syllabuses and materials 'in order to
accommodate their own capacities.

by Why do so many ESP teachers find it difficult to comnprehend
ESP subject matter?

This problem arises from four causes:

i) There is a tradition in education of separating the Humanities and
theSciences. Languages have usually been allocated to the Humanities
camp. The result has been that English teachers often receive little
or no education in the Sciences.

i) Many ESP teachers are reluctant settlers in the new territory. They
would prefer to be teaching Literature and Social English in the
comfortable environs of ELT, but have been obliged by economic
pressure to emigrate. This does not engender a great desire to learn
about the new area.

ili) Considering the scale of the ESP revolution it must be admitted that
little effort has been made to retrain teachers or to at least allay their
fears. Jack Ewer’s retraining programme in Chile is a notable
exception (see Swales, 1985)

iv) The general attitude in ESP seems to be to expect teachers to
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conform to the requirements of the target situation. As noted above,
this kind of one-way accommodation seems to us unreasonable.
The net result has been to produce a cadre of teachers, many of whom
feel alienated by the subject matter they are expected to teach. Science
and Technology, in particular, are seen as dull, boring, complicated,
incomprehensible, confusing. This can only have a negative effect on

~ teaching. It is, therefore, essential that any approach to ESP teacher

training should try to dispel the fears and hostility that many teachers
have towards ESP subject matter. They should be shown that specialist
subject areas are not difficult to understand and can be interesting. Most
important of all, they should be helped to realise that they already have
much of the knowledge needed to understand the subject matter.

c) What kind of knowledge is required of the ESP teacher?

ESP teachers do not need to learn specialist subject knowledge. They
require three things only:

i} apositive artitude towards the ESP content;

ii) aknowledge of the fundamental principles of the subject area;

ili) an awareness of how much they probably already know.

This can be summed up as “the ability to ask intelligent questions’.
When confronted with a machine, for example, the teacher should not
necessarily know how it works, but should be able to ask:

What is the machine used for?
What’s this part called?

Why does it do that?

Why doesn’t it do that?

etc.

In other words, the ESP teacher should not become a teacher of the
subject matter, but rather an interested student of the subject matter.

One final point to note is that, as with learner needs, teacher
knowledge is not a static commodity. Many ESP teachers are surprised
at how much knowledge of the subject matter they ‘ pick up’ by teaching
the materials or talking to students.

To sum up, if there is to be meaningful communication in the
classroom, it is essential that there is a2 common fund of knowledge and
interest between teacher and learner. This implies inevitably that the ESP
teacher must know something about the subject matter of the ESP
materials. However, in a learning-centred approach, this is not seen as
a one-way movement, with the teacher having to learn highly specialised
subject matter. Instead it should involve negotiation, where text subject
matter takes account of the teacher’s existing knowledge and at the same
time efforts are made to help the teacher to acquire some basic
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knowledge about the subject. Of greatest importance is the need to dispel
the mystique of specialist knowledge and build up the ESP teacher’s
confidence in coming to terms with it.

3 Change in the status of English teaching

One of the most important features of ESP in relation to General English
is that the status of English changes from being a subject in its own right
to a service industry for other specialisms. In many cases this leads to
a lowering of status for the teacher, or at least this seems to be the ESP
teachers’ view. Johns (1981), for example, lists five problems that EAP
teachers complain of : low priority in timetabling; lack of personal /pro-
fessional contact with subject teachers; lower status/grade than subject
teachers; isolation from other teachers of English doing similar work;
lack of respect from students. These all seem to reflect either a lowering
of status or at least a general feeling of inferiority on the part of ESP
teachers. This is, however, not a universal phenomenon. In some
situations ESP teachers enjoy high status. But, whatever the effecr on the
teachers’ status, the result of a move to ESP is always to make the ESP
teacher more accountable to others. As a result, in addition to the roles
that we have already outlined — materials writer, syllabus designer,
analyst etc. — the ESP practitioner frequently has to be a negotiator, too.

ESP teachers might, for example, find themselves having to work in
close cooperation with sponsors or subject specialists who are responsible
for the learners’ work or study experience outside the ESP classroom.
This is not always an easy relationship: suspicion of motives is common.
The effectiveness of the relationship depends greatly on how it is handled
by both parties, but, since it is usually the ESP teachers who have enlisted
the help of the subject specialist, it is their main responsibility to ensure
that potential problems are anticipated and avoided, and that a
harmonious working arrangement is created. One of the keys to success
in this area is for ESP teachers to establish clear guidelines abourt their
and the specialist’s separate and joint roles and responsibilities. Choice
of the specialist counterpart also needs to be made carefully: the most
available or ‘knowledgeable’ specialist may not be so useful as the one
who has the best understanding of and greatest sympathy for ESP. Most
important of all is that such cooperation should be a two-way process:
the subject specialist can help the ESP teacher in learning more about
the learners’ target situation. At the same time the ESP teacher can make
the subject specialist more aware of the language problems learners (and
ESP teachers) face. More detailed treatment of this topic — often referred
to as ‘team teaching’ — can be found in ELT Documents 106 and 112,
and in Coleman {1983).
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The ESP teacher may also have to negotiate in a more physical sense.
Cramped classrooms, often in inconvenient locations, badly ventilated
or heated, with a great deal of outside noise, are only too common.
Equally, the reaching may take place in workshops or on the factory
‘shop floor’ (as in, e.g. EOP), or on the premises of businesses and other
concerns, often without such basic classroom ‘apparatus’ as a
blackboard. The role ESP teachers are called on to play here is obviously
one of adaprability and flexibility. They need to be prepared to accept
such conditions as to some extent inevitable, to strive to improvise while
also patiently campaigning for improvements with the sponsors.

The most important way in which the ESP teacher becomes a
negotiator is with regard to the learners, themselves. In contrast to the
General English teacher, the ESP teacher is faced by a group of learners
with certain expectations as to the nature, content and achievements of

- @ course. 'We can see the efects of this most clearly it we consider the
problem of having learners of several different subject specialisms in the

same ESP class. It would seem something of 2 contradiction to try and
teach ESP to Biologists, Engm;:ers, Medical students and Architects in
the same class. Yet this is quite Yrequently the situation that the ESP
teacher is in. What can be done to give 2ll the students what they need
and want? In practical terms, how can you deal with apparently specific
needs without using subject-specific materials? How can you negotiate
a reasonable compromise, satisfactory to both teacher and learner?

Partly, of course, the problem is of our own making: relevance has
been the great battle cry of ESP. As a result, an expectation has been
built up in the learners that they will get the English for their own specific
needs. But since a large number of teachers have to live with the problem,
we need 2 more constructive answer than this. Let us look briefly at the
justification for having subject-specific ESP materials.

In terms of language content, there is little reason why, say, a Biology
text should be more useful to a Biologist than, say, a Physics text. There
is no grammatical structure, function or discourse structure that can be
identified specifically with Biology or any particular subject. Such things
are the product of the communicative situation (lecture, conversation,
experiment, instructions etc.) and the level (engineer, technician,
manager, mechanic, university etc.). There are only two ways in which
the subject has any kind of influence on the language content:

a) Vocabulary. But even here the differences are far less significant than
might be expected. We can distinguish four types of vocabulary:

—structural: e.g. are, this, only, however;

-general: e.g. table, run, dog, road, weather, cause;

—sub-technical: e.g. engine, spring, valve, acid, budget;

~technical : avricle, schisrosome, fissure, electrophoresis.

It is only the last category that will show any significant variation
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with subject. But the variation is small. Inman (1978), for example,
found that in an extensive corpus of scientific and technical writing,
technical vocabulary accounted for only 9 % of the total range of lexis.
Furthermore, this technical vocabulary was used far less frequently
than the non-technical. These technical terms are also likely to pose
the least problems for learners: they are often internationally used
or can be worked out from a knowledge of the subject matter and
common word roots.

b} Certain subject areas show a higher proportion of particular gram-
matical or structural forms. For example, a register analysis of
Scientific and Technological subjects will show a high percentage of
passives and nominal/adjectival compounds (e.g. a 40 track disk
drive); reports on experiments are very common in Chemistry, and
so on. But these factors are of very limited value. Although the
passive, is common in EST, the learner still needs both the active and
the passive, and the fact that a form is more common does not make
it any more difficult to learn. Nominal compounds are found
everywhere in English, not just in Science and Technology (e.g. a
coffee cup), and the rules for their creation and use do not vary with
subject.

Thus, in terms of language content there is little justification for a

subject-specific approach to ESP. The justification becomes even less

significant when we take into account underlying skills and strategies.

These certainly do not vary with the subject area.

But it is one thing for the ESP teacher to know that language needs
vary little with subject; it is quite another to convince the learners that
this is so. The reasons for having a subject-specific approach rest almost
entirely on two affective factors generated by the learners themselves:

a) Face validity. Subject-specific materials look relevant.

b) Familiarity. If learners have got used to working with a particular
kind of text in the ESP classroom they will be less apprehensive about
tackling it in the target situation.

These factors should not be discounted. They are very important to the

learners. But, having analysed the reason why learners often demand

subject-specific texts, we can try to work out a strategy for dealing with
the problem.

a) The first step is to try and establish groupings along broad subject
lines: commerce and economics, physical sciences, medical and
biological sciences etc. This should be within the reach of almost all
institutions.

b} Avoid highly specific materials and try to give everyone’s specialism
some chance. In this way you may not please everyone all the time,
but ar Jeast you won’t displease anyone all the time.

c) Look for topics which give access to a number of different specialist
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areas. Take pumps as a simple example: pumps are found in the
body (the heart), in houses (central heating systems), in engines
(petrol pumps), in hospitals (peristaltic pumps in heart-lung
machines) etc. Using topics like this, learners can apply the ideas and
language of a core text to their own specialist field.

d) Make learners aware of the lack of specificity of their needs. You will
not achieve this by simply telling them that they do not need subject-
specific materials. Get them to discover it for themselves by doing
their own language analysis. Find texts from different specialisms
and get the learners to analyse the language to try and find out what
makes one subject text different from another. In this way they should
be able to see for themselves that the langnage is not significantly
different. You can try a similar technique for skills/strategies. These
activities will also incidentally provide some valuable language work.

e) If people are having fun, they are far less likely to complain. Making
the methodology more interactive and enjoyable can be a valuable
weapon in countering demands for subject-specific ESP.

In conclusion, then, there is little justification for having very specific
materials. But learners will still demand them. Coping with this situation
will be greatly eased by first of all trying to understand why learners
demand such materials, then trying to negotiate a compromise: making
learners more aware of their real needs and using an enjoyable
methodology to divert attention from areas of possible conflict.

To return to the original point, the examples given illustrate the extra
dimension that results from the change in the status of English when we
move from the General English to the ESP situation. The teacher
becomes accountable to other parties — sponsors, subject specialists,
learners — and as such takes on the additional role of negotiator.

Conclusion

We have dealt in this final chapter with some of the features that
distinguish the role of the ESP teacher from that of the General English
teacher. We have shown with examples how in a learning-centred
approach it is important to balance all the factors involved in the
teaching-learning process. In this way the difficulties that many ESP
teachers encounter can be reduced. At the same time we hope you will
be encouraged to realise both what the land of ESP has to offer you and
what knowledge and potential you bring with you to expand and
develop this brave new world.

Finally, we should like to present a simple analogy to sum up the
approach we have presented in this book.

There are three sports coaches, coaching a mixed team of athletes.
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The first coach does a rigorous analysis of the abilities his players need.
He analyses the anatomical structure of the perfect athlete and works
out weight-training exercises for building up each important muscle.

The second coach decides that this is not the best approach. Rather
than big powerful muscles, he feels that the players need to develop their
skills in using the muscles. He creates a programme of endurance
courses. He also thinks his players would work better if they knew why
the different muscles acted as they did and how the body operates as
a machine. So he builds work on anatomy and diet into his course.

The third coach decides that both these approaches have some good
features but notices that the athletes don’t like them very much. They
are all keen to make the first team, but even so they often don’t turn
up to training sessions. He asks them what the problem is and what they
would prefer to do. They say that the exercises and obstacle courses are
very thorough and the information about diets is very relevant but it’s
all rather boring and repetitive, They would rather play some sort of
game. The third coach then does another analysis. He works out what
muscles and skills the players would use in a game of football or
basketball and other activities. He then matches this analysis to the one
done by the other coaches. He finds that there is a large degree of
similarity. So he designs a programme of activities: football, basketball
and other team games. While the players are doing these activities, he
watches them. Every now and then, he stops the activities and teaches
them a new technique or tells them something about why their bodies act
as they do, or he might give some advice on diet or exercises to improve
a particular skill.

We can compare these three coaches to the three approaches to ESP
we have referred to in this book: a language-centred approach, a
skills-centred approach and a learning-centred approach, respectively.
In conclusion, we leave it to you to decide which coach and which
approach will be the most successful.

Tasks
1 What roles are you called on to play as an ESP teacher? What
additional roles might other ESP teachers have to play?

2 What can the ESP teacher do to improve his or her knowledge of
specialist subjects?

3 Look at the four types of vocabulary given on page 165. Find a text
from your learners’ target situation and categorise the vocabulary in
the same way. Compare your results to Inman’s.
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4 How far would you agree with Johns’ five complaints (p. x64) ? Make
your own list.

5 Why do you think ESP teachers generally have, or regard themselves
as having a lower status?

6 ‘If people are having fun, they are far less likely to complain. Making
the methodology more interactive and enjoyable can be a valuable
weapon in countering demands for subject-specific ESP.” How far
would you agree with this?
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Appendix: resources

1 Books

At the current time there is a general lack of books on ESP. This is changing

and the next few years are likely to see more works published on the subject.

Most of the resources of information available are, therefore, in the form of

journals or collections of articles.

a) Of the few books currently available ESP in Perspective — A Practical Guide
by Jo McDonough (Collins, 1984) gives a good general survey of the field.

b) Another recent book is English for specific purposes by Chris Kennedy and
Rod Bolitho (Macmillan, 1984). This book gives a generally language-centred
view of ESP.

¢) Although not limited to ESP, Henry Widdowson's Teaching Language as
Communication {OUP, 1978) is a very useful introduction to the nature of
language as communication and approaches to treatment of the four skills.
Of great value to practitioners of EST in particular, but also to anyone
involved in any area of ESP, are Sections One, Two and Three of the same
author’s Explorations in Applied Linguistics (OUP, 1979). Many other parts
of this book are also highly recommended e.g. chapters 12, 13, 14, 19 and
20. Widdowson’s more recent Learning Purpose and Language Use (OUP,
1983) provides a theoretical framework for ESP, and explores some of its
practical implications — another ‘must” for the ESP devotee!

d) The discourse analysis approach to ESP is fully explained in English for
Science and Technology: A discourse approach by Louis Trimble (CUP,

1985).

2 Surveys and collections of papers

a) The best general survey of the field is probably Pauline Robinson’s ESP
{English for Specific Purposes) {Pergamon, 198c). Although needing up-
dating, it presents a balanced, comprehensive overview, and contains a very
useful, extensive bibliography.

b) A number of issues of ELT Documents (Pergamon, formerly published by
the British Council} provide a perspective on a wide spectrum of ESP work.
Of particular interest are:

Nos. ror:English for Specific Purposes (1978)
106 Team Teaching in ESP (1980)
107: The University of Malaya ESP Project (1980)
112: The ESP Teacher: Role, Development and Prospects (1981)
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116: Language Teaching Projects for the Third World (1983)

117: Common Ground: Shared Interests in ESP and Communication

Studies (1984)
ELT Documents Special Issues and Occasional Papers: Projects in Materials
Design (1980).
An article, by Gerry Abbott, in another volume of the series (103:
Individualisation in Language Learning), is also worth consulting as back-
ground reading, as is Chris Kennedy’s response to Abbort’s article in ELT
Documents 106.

A volume of ELT Documents on Materials Evaluation is forthcoming,.
From a standpoint which attempts to thoroughly address both theoretical
and practical issues, we recommend English for Specific Purposes (Longman,
1978) edited by R. Mackay and A. J. Mountford. The book adopts a
case-study approach. However, it should be noted that nearly all the cases
in question are of the EAP variety, and most of them are concerned with
the design of ESP coursesfor overseas students in the UK setting. Nevertheless,
other chapters are relevant to ESP as a whole, and the chapters on textbook
design'{by Swales, Allen and Widdowson, and Bates) are well worth reading.

d} Volumes 1—4 of Practical Papers in English Language Education (Institute

€

3

for English Language Education, rg78-1982) contain a number of larger
papers on ESP, in which thete are very full accounts of the thinking behind
a number of ESP projects, and copious illustration of ideas in the form of
materials, course design, and so on. Volume 3, entitled Lancaster Practical
Papers in English Language Education: Issues in ESP (Pergamon, 1983) is
devoted entirely to ESP.

Episodes in ESP (Pergamon, 1985), edited by John Swales, is a collection of
seminal articles on ESP, from the last 20 years or so, with a commentary
on each one by the editor. As such, it makes a very handy reference work,
especially since some of the writings it contains are difficult to obtain any
other way. This book provides a much needed historical perspective on the
development of ESP. Swales states in the introduction to Episodes in ESP
that he hopes to produce a follow-up book, which will be 2 comprehensive
bibliography of ESP. We all hope it will not be long in coming.

A more specialised collection co-edived by Swales is ESP ix the Arab World,
edited by John Swales and Hassan Mustafa (Language Studies Unit,
University of Aston, 1984). _

The American tradition in ESP is well documented in English for Academic
and Tecknical Purposes edited by Larry Selinker, Elaine Tarone and Victor
Hanzeli (Newbury House, 1981).

Journals and papers

Numerous journals exist in the world of ESP, too many to mention here. We
have selected those which have had the most consistent publishing record, in
the hope that they will continue to be available.

a)

A very useful survey article by Bernard Coffey, ‘ESP-English for Specific
Purposes’, appeared in Language Teaching Vol. 17, No. 1 (CUP, 1984).

I71



Appendix

b) An earlier article in the same journal (then known as Language Teaching
& Linguistics: Abstracts) by Peter Strevens, ‘Special purpose language
learning: a perspective’ was published in Vol. 10, No. 3, 1977.

¢} Pergamon publish The ESP Journal twice a year.

d) Until early 1985 English for Specific Purposes, a newslerter, was published
monthly by the English Langnage Institute, Oregon State University,
Corvallis, Oregon 97331, USA. Publication ceased in 1985. It remains to
be seen whether it will be revived either at Corvallis or elsewhere.

¢) Espmena Bulletin, vecently resuscitated after something of a relapse appears
once or twice a year: subscription information from the Editor, English
Language Servicing Unit, Faculty of Arts, University of Khartoum, PO Box
321, Khartoum, The Sudan. Collected volumes of Espmena have recently
become available.

£} TEAM the journal of the ELI at the College of Petrolenm and Minerals at
Dhahran, Saudi Arabia, is published three times a year, and is available free
of charge.

g} The Brazilian National ESP Project puts our a useful journal called The
ESPecialist and also occasional Working Papers. These give a generally
skills-centred view of ESP. More information can be obtained from:
Departamento de Ingles, PUC, Rua Monte Alegre, 984, 05014-520 Paulo-5P,
Brazil.

4 Information and courses

a) The ELI at Corvallis {see Journals above) houses the EST Clearinghouse.
This comprises a collection of papers etc. At the present time it is not clear
what will happen to the collection.

b} Collections of articles on ESP exist at the Institute for English Language
Education, University of Lancaster, Lancaster, England and at the Language
Studies Unit of the Department of Modern Languages, at the University of
Aston, Birmingham, England.

¢) A number of ESP teacher training courses exist at centres such as the
Institute for English Language Education (University of Lancaster), Essex
University, Aston 8¢ Birmingham Universities, and so on. The British
Council’s TEFL/TESL: Academic Courses in the United Kingdom (published
annually) is a comprehensive guide to these and other courses available in
the UK.

d) Finally, conferences can be another useful source of information and ideas.
All the major international ones (e.g. IATEFL, TESOL, RELC) include
ESP-oriented presentations and get-togethers. A European Symposium on
LSP (Language for Specific Purposes) is held annually. Warch out for
regional conferences occurring in your area!
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5 Non-ELT sources

It is a good idea for all ESP teachers to try and develop their knowledge of the
subject specialisms of their learners. You can learn a lot from the subject
specialists and from the students themselves. However, often the most useful
sources are books intended for the non-specialist, particularly ones written for
children. These are useful, because they explain a lot of the background
knowledge that subject specialists take for granted. There is a huge range of
books available. Most publishers have some such books. We list only a few here:

For children

a) How it Works: Series 654 {Ladybird Books Ltd). Titles include: The
Camera, The Rocket, The Computer.

b) Junior Science: Series 621 (Ladybird Books Ltd). Titles include: Magrets,
bulbs and batteries; Levers, pulleys and engines.

¢) Young Scientist Books (Usborne).

d) Visual Books (Macdonald). Titles include: Aireraft, The Weather, Money

¢} Insiders (Macdonald). Titles include; Hospital, O Rig, Airport, TV
Studio.

For adult non-specialists

f) Made Simple Series (W. H. Allen). Titles include: Applied Economics;
Chemistry; Office Practice; Statistics ; Electronics.

g) Basic Guide to... (Readers Digest). Titles include; Practical Electrics; Home
Plumbing; Looking after your car; Working in Wood; Home Decorating.

These books and others like them can also be very useful sources of ideas for
materials.
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