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}he sy]labhs development project &eépribed in this thests 1s an
attempt to answer the need for a course that would provide adult learners®
o _ who have French as their mother tongue with a-basic communlcat1;e ,
> . competence in English that would enable them to functign mo're efficiently
A s toupietsuor part-tiﬁe,residentslin Florida. ‘It is by putting into
practice recent thinking and research in sy]ﬁabus design, second language
'acquisitien and methddplogy that the author constructs a cpurse in English

fbr Spec1f1c purposes (ESP). The five chapters of the thesis present 1)
the rationa]e for the proaect with 5“3éscript1on of the population and

=

their language needs, 2) a cr1t1ca1:de§gr1pt1on of the grammatical, the

-~

guide the design of«the‘course, 4) 'specifications concerning the teaching/

S learning activities and other aspeEts of the course, and '5) samples of

¢
»

. . activitdes.

).; ' . ' .
situational and the semantic syllabus, 3) a set of 23 principles chosen to :
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CHAPTER ONE - .

{
. J

The objective of this syllabus d‘evelopfnent project is to design: a
course in English as a second language for ‘a population of Frénch-Canadian
adults who go to Florida regularly.

This project aims at answering an dctual r‘feed: for an "English for
tquri§ts” course in the Eastern Québec regien and as such it is in fact a
syllabus désign project in fchej fie]dﬁpf :apph'ed Hngp‘ stics. 4
FRENCH—CANAD‘IANS IN FLORIDA ™ . _ y S . AN

According to a survey clonduct‘ed by. Radio Canada, _the'\nfational radio
~and té]evision{- network of Canada, in preparation for its "Consommyteur-
Plus" series, 2,000,000 Canadians, 450,000 of whom were foom the’ i;rovince
of Québec, went to Florida in 1980. In 1982, 335,000 Québécois will have
flown' to Florida on six different airlines (D'Amouy, 1982). In Fort

. Lau&erda]e alone, some 200. motels are owned by Québécois. ~In" the Hol1ywood

* district for instance, during the wﬁntér months, 25,000 residents out of a
total of 126,000 are from the province of Québec (Lortie, 1982, pp. 642-643).
In fact, it wom_nd be more, appropm‘ate. to refer to Canadi‘an tourists in |
Florida as.par:t—time residents. .

In 1974 the Canadian} investments in Florida were estimated -at 106 '
million del]a'%s. In 1978 they were estimated at 450 r:ﬂh'on, and in 1980

- 1- -




they reached a-peak of 700 milTion. Florida now is the home of 45 Canadian

investment and management societies. In the winter months 25% of the

;populﬁtion living in the érea between Palm Beach and Miami is Canadian

(Lortie, 1982). ~ / ‘

o 1 .
There are undoubtedly many reasons that account for this annual

)

migration of Canadians~to F]oridi. The h;rshness of Canadian winters, thevn
relative proximity of the U.S. g;ate, the low air fgrg§, the rathe+r high
standard of living of Cénadians, along wigh the laws that facilitate foreign
inves?ﬁent in the U.S., are some of thg important factors thaf play a role .
in this phenoﬁenon. However,s%t is somewhat surprising to see that nearly
half a million French-spe?king Québécoislhave adopted Florida as their
second home, since most o%.them do not speak English. Newsham and Acheson
(1981) report figures from the 1971 census that indicate that at that date
é]% of the popu1atioﬁ of the‘PrOQince of Québec spoke French only. It is
not unreasonable,to assumé that the changes brought about in the field of
education since the i976 e]ectién along with the passage in 1977 of Bill
101, which made French the only official 1anguagé of Québec, have contributed
in increasing this percentage of French unilingualism in Québec. - However,
the éffect of this ]egis]ation‘has not yet been felt in the "tourist-age"
population. - ’

The populqrity of Florida as a place of short-term or long-term

residence for French-Canadians can be explained by the fact that although

they Tive in an English-speaking environment when they are there, their

‘\\jﬂporégnce as a group is such that it is possible to reside there and to

get by without English. French-Canadians are mostly concentrated in one
area of Florida. They own land and-property. They can find entertainment,

health and religious services as well as financial and legal resources

£
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. offered in French by fellow French Canadians. Recently; local radio and TV

e

statlons have added French 1anguage broadcasts This s why older French-

t

! Canadqans find in F]omda a home and a feehng of secur1ty that they

carmot find anywhere else in the USA. ' The following description found in.
a, popu]ar pubhcatwn summarizes the po1nt very wéll:

-"l Donc, pour 1és gens qui, 1'hiver venu, partiraient & la

N recherche du soleil mais.qui, d'autre part, craignent le &

/*+ dépaysement, la Floride constitue une destination qui saura
satisfaire le plus timide. (Lort1e, 1982, pp 642-643)

. " Although the know]edge of English is not essent1a1 for the adult
'whp goes to Florida, it is certam]y an asset. It is not possible to
en:]'oy all Florida has to dffer if one camnot understand what one hears_

or ‘reads and if one cannot con;municate with many of the people in one's’ ) l‘x
eri.‘vir.onment. Réstricted communication is the erob1em that most unilinguals
.ennéounter duying their stay in _F]oh‘da. with all the possibilities for
misunderstandilngs with unilingual Americans once the 1imits of this restricted
ed\'vi ronpent are crossed. . R ’ -

. French-speaking se[m'-reside:nts appear to go through stages during

: then‘ stay The first stage cou]d be characterized by the"iniﬁtial pleasure
the person feels due to gettmg away from the Québec wintér and getting
1nto a new environment. The new setting offers possibilities of physwcal'
domfor'\t and relaxation that are not possible at home. During this stage,
it seems that the person is satisfied with the new life s/he i's experiencing,

~ con entrating on the enjoyable, elements Florida has to offer. It is during |
t}hiI period that people are most likely .to engage 1'n) activities that are

nbs'g]y tourist-l1ike. In those situations, the need for English is usually

minimal.
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. However once they have sat1sf1ed<fhe1r physical needs and haye grown )
. . .
somewhat accustomed t&" the env1ronment human needs seem to move -about. .

« ®

fh1s.sh1ft, which could be said to character1ze the setond stage semi-
* &

residents go through,‘is an(ﬁmportant one. People feel the need to

“ socjalize. They want to make their short-term place of‘residence a home.

In okder to achdeVe this partial iftegration into the new sqciety; peog]e‘ - /A
have t} start makino contacts with their environment. 'For'some, this can
mean ta]k'ng to the _heighbours or shopp1ng/ou;shde the tour1st areas, for
others, it ¢an ean 301n1ng a go]f c]ub, in fact d1fferent types of
activities that often requ1re the ab111ty te commun1cate in English. 'tt
is ‘at this point that some geop1e rea]]y discover they cannot communwcate in’
En911sh o ' - - o \

¥y o
-

T6 remedy the situation many'peop1e} while at home.in Québec, register -
v : ! . ‘ &
g . . * g ~% - . / . . )
in.English_evening courses offered by”the publi¢’school system in secondary
! 3 N \

schools, Cegefs and universities, as well as pr?vate language schools and o
some organ1zat1ons such as the 1oca1 soc1aT c1u\s and the YMCA.

N i
Although different from the 1ntegrat1ve motivation that can.sometimes .

»
L

.bé fe]t by 1mm1grants enter1ng a new society, the desir¥e to -become more
fluent in English, on the part of the people Qho‘have come to this kind of
realization,. constitutes, in our opid?on, a very strong motivational
¢ factor for them. The dec1s1on to learn the 1anghage is essent1a11y their
own. It is derived frOm a persona] realization and is further reinforced "
by .a preéase 1dent1f1ed purpose for 1anguage learning. ' =
When weyexam1ne what courses are currently ava11abje we soonodiscovef/
that there are simply no Enélish courses designed especially to cater to’
the needs of the popu]at1on of 1earners we are concerned w1th An informal >

survey conducted by the coord1nator of the: programme of English courses at

.
i
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Cegep de Lévis-Lauion (Richard,Note 1), revealed that most courses offered to

. . hd

adults merely dupWcated what was_done in schools with the regular students.

? A .

Some schools offered courses using methods based on Structuro-Global-Audio-

: .Visua] principles sggh’%s Coast to Coast (1977) or- American gﬁg]ish by the

’Audio—Visua1 Method (1962). Others offered courses labelled "conversational

. English" which were srather vague in content-and which relied on the teachers"
inspiration. rather thén clearly dgfined‘objectives.

Richard's sudvey covered all the institutions, public and‘private, in

’ - b

the Québec City region. It is intetresting to notice that in 1979 more than

—

90% of the courses' offered followed a structura1lg}anmatica1 sequencing of
. /

the language and did not aim-exp1icit1y at communicative competence starting,

- .

from Level One. The types of activities that require the students to
understa%F and use tﬁe L2 as it is used in the L2 environment were usually
pgstponed until the student reached the intermediate or advanced level.

This is unfortunate as experience'and common sense show that adults who
L4 ' .

| snro]] in English courses expect to be'able to use English as. soon' as ° @‘

’ possible. Corder (1973) r*ecoﬂzes this need for early éommunicative use

of the language: "The learner rightly expects to be able to use what hg

‘ . P
has learned for that purpose [communicatiorﬂ from the very beginning,
. » .

however Timited its range." (p. 312).

— A]%Eough some programmes Or courses 'may have changed, it is still
imbossibT;, in the Québec City area, to take a course designed especially
for French-Canadians who need English for their annual sojourn in Florida ‘

65 any Qroader type of toubist English course for that matter. This
,§jtuation seems to prevail gcross tﬁg proyvince of Québec'if we judge b]

the figures given by Newsham and Achefon (1981) concerning ESL materials

used in programs for adult students. ' Their stqdy shows that'aside from

v ‘ ~ N

] -
f
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1oca11y-pfde materia]s'(thpt were not described) the materials'used fop
adu]fycourses are the ssame as the materials we .find in public échoo1s forax
the reqular day-time courses. ‘ .

“The explanation for this lack of speiificity in the types of Eng]ish
courses bffeped to adults could perhéps be found in the fact Ebe} most
" courses are pﬁfered by institutionsiwhicp\very rarely have full-time pergonne]
working‘pn their ESL program. fhis reduceg\the possibilities fpr §erious
and specific aptent{on tq“be'paip to the ﬂeeéﬁ‘of the learners and
consequently, ?er specific-purpose type of course design. Moreover, as
mentfpﬁep by'Newsham and Apheson (1981)Tth8reﬁie a real need fervbetter-trained
profeésiona]s in ihe fie]d<of ESL. An.awareness of the reeent developments
in epp11ed 1inguist1es can only pels in providing L2 learners with the type
pf course which will giVe'them the opportunity to use the language for -
immediate communicative purposes.

The syllabus deve]opment project described in this thesis is an attempt

» -
P

tokanswer the need for a course that would provide adult learners who have

" French as their mother tongué with a basic communicative competence in + .

English that would enable them to function more efficiently as tourists or .

- 3

© part-time residents in an English-speaking environment.

s

“The project shoutd contribute to current developments. in the field -
of app11ed linguistics by making use of and putting into practice recent

thinking and research in sy]]abus design, methodology, and second

T~

tanguage acquisition. 4 ~

&

In order to put the project in its specific-purpose perspective, a

descr1pt1on of the population of 1earners and of the1r 1anguage needs
will first be g1ven in this chapter .Chapter ‘two will reviey the current

literature on syi]abus des1gn and will touch briefly upon certain theories



4v\

N

of L2 acquisitibn research that have implications ?OQ\fhe d sigd of the
course. Chapter three will describe the specific guideTine adopted
- N

for the course. Chapter four will consist of a detailed description of

~+ the course and the tgfching techniques and types of learning activities

to be used Chapter five will consist of samples of specific act1v1t1es

des1gned for the course’ /,
THE POPULATION ) : \

e ’

IS

The population of learners considered here 13 at the heart of the
project. It is the constituent to which\eaéh decision concerning the

course should be linked. Therefore, it is of primary importance to have

& clear picture of the péopﬁe who compose it. )
. ) ' o> A ‘
The present description of the population and follewing needs assessment

4

are based on 1) six years of experience*teaching adults who belong to the

population we are descrdbing, g) lengthy discussion$ with family members,

relatives and friends who haye been kind enough to help by answering

questiens concerning their annual sojourn in Florida, and 3)gpersonal

. -—

observationsdmade‘during'four persona] visits to Florida. Such a descr1p jons

1of a popu]at1on s language needs could be developed Tnto a major proaect but ”

we hqve‘;hosen to focus on other aspects of syllabus design, namely the types

of -syllabuses that are available today and methodological considerations.

partigylar to odr project for the purpose of th{s thesis. '

»

The popu1at1on is most]y made up of middle- -aged or ret1red French- -

-

. Canad1an men. and women. They farm the great maJor1ty of French Canadians

who go to Florida every year. Most younger French-Canadian tourists leave

hoffie in the summer-only. Those who do travel in winter willtend to travel
to different places from year to year. It is interesting to notice Ehat .

the concentration of older French-Canadians found in Florida in the winter
. D@ . : ‘

¥

~

~
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4Mbﬁths finds its couhferpartin the thqysands'of younger. French-Canadians who

ﬁhenomenon,seems to be characteristic of French-Canadians.

- g

‘ _trave1't6 the beaches of Maine and New Hampshire every summer. This social

As we mentioned previously, this population enjoys the comfgri and

‘ Sécurity of going to the same pTafe, of meeting the same p%op]e -.usually

\\

- othér French-Canadians - and of eating in the same restaurants year affer

_ year. Many of them own houses, mobile homes or condominiums in Florida.

2

Therefore; this population does not correspond to the idea we

usually have of tourists. In fact, French-Canadians Nin Florida form a

micro-society which resembles, on a‘%uch smaller scale, that of well-

Y

.«

?’.

established ethnic groups in large North American cities, i.e. they Hg not:

form a "transient!" population,

For many people, Florida is synonymous with the winter home where one

_goes to when autumn or Christmag\gomes and where one stays until Easter.

The sojourn is'often punctuated by two-week visits from children who s

=4

ometimes

come with the grandchildren. Because of the rather long perio&'of time they

]

spénd in Florida, French-Cahadian; exhibit somewhat more of a family-type

of touﬁ%spﬂthan, say, tourists spending a week or two in the Caribbean.

0f all the factors mentioned_previous]y - permanent residgnggj,pért-

time residence, age, family-type of nesting patterns and French unilingualism -

it is the latter which probably contributes the most in making the population

o

'a~homogeheous one. If French-Canadians have adopted'F]ofida and have made it

a hoe by developing their own network of establishments, we believe it-is

‘mostly due,to the fact that they all share the sdame mother tongue and tﬁq

same culture.

a

Also equally important for the course are the characteristics that

~

surface when we look at the population as a group of potential inleafners.

/

-~

v

a
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*"  These French-Canadians share common experientes. One important area
of experience 1s the way the popu]at1on was taught when they attended schoo]
The comments adu]ts make about school in their days 1nd1cate that 1earn1ng g
was done by the study of rules first, followed by ana]ys1s or guided use 1no
exercises. In the area of L2 Jearning more particb1ar]y, the grammar-
trans1ation anproech prevai]eo along with the memorization of Hi1?ngua1

vocabulary lists. This type of learning experiengg cannot be disregarded by

2 . ‘ - '
the syllabus designer. Adults approach learning with certain expectations

based on their past experiences: It is oun belief that careful consideration
L of factors like this one and others such as the desire for immediate resu]ts.

and the adult learner's own opinion on how teaEhing and learning should take
- " place can orpvef;o'be‘highly important in the possible success or failure of a

particular approech.‘ In fact, in actual teaching situations, it’is often

nearly imoossible to ignore gpe adult's past experiences as a learner since . '

3 Co * adults often arrive at their first class with.an almost non-existent ability
’ e £§ understend oral English, for instance, but with.a reading knowledge of

- 1 \ .

English vocabulary which is equivalent to that of a Tow-intermediate Student.
§uch£d15crepancie9 in skills often can be traced back to the years when these
~adults were-students in e]ementary and secondary school.

P * Qur popu1at1on can also be said to be h1gh1y homogeneous in the kind
and amount of exposure to Engl1sh they “have had outs1de the c]assroom
French-Canad1an adults have been exposed to some English all their 11ves:
English music, films, 1abe1s, and television are part f everybody's ' ’,

experience. However, only a few 1nd1v1dua1s have made the step from a ,

" ass1ve“ exposure-fo English to an "act1ve" one.
p p g

o

o
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Generally speak1ng we could saz_}ﬁat bus1ness peop]e and_gggfg§s1ona1s
form the majority of French-Canadians who have some commun1cat1ve competence
1n Eng]1sh This is because they have had to use Engl1sh on the job. ‘§s
for the others, and this includes an extreme]y’hlgh proportion of women}wno
spent their lives working at home, we can say that communicative co@ﬁetence .

in English is highly limited. Consequently, when these people are if*Florida,

it is usually a person with more experience in using the L2 who takes ‘care

. af the communication in.Eng]ish. Only when they find themselves alone are

the individuals forced to use English. ‘ / -

s

The subsequent chapters of the thesis will provide us with the
Q9

-~

dpportunity to examine in what ways these characterdstics can be integrated

_and put to active use in the course.

THE LANGUAGE NEEDS

“According. to researchers who have been involved . in English for specific -

purposes course design (Jupp“Hnd Hod]in (1975), Wilkins (1976), Mackay (1976),

14

, Munby (1978)), a detailed and accurate 1nventory of a clientele's 1anguage A

needs must precede the actua1 des1gn of a course. ."This, if done thorough]y,
can become a very e]aborate task, as can be seen by Tooking at mode]s of
needs ana]ys1s, like that of_Munby far examp]e. It is.not our intention ~
here to do such an extensive survey. ;we will, however, try to see how mucn
English our population needs, what uses they haue to make of- the language,*%
and what.differences'in needs may exist within the.popu1ation. The variables
identified in the needs assessment are based on informed observation and

are presented using a scale of order of magnitude rather than as quantitative
data obtained tncouéh a.statistical apprqach to needs analysis.

In fact, Widdowson (1981) questions the now generally accepted point

of view according to which it is both-possible and necessary to analyze
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Conce oir 1! ense1gnement de 1'anglais fonctionnel [Esﬂ
comme -la déf1n1t1on d'un contenu de cours grace a la_

un inventaire analytique de composants et ne rend pas
comptle du processus de communication en tant que tel...
J'estiime qu'il est préférable de considérer 1'anglais
- fonctiionnel non comme fagon d'envisager la sélection des
contehus langagiers en fonction des objectifs terminaux
* mais comme une fagon d' env1sager la présentation des
contenus langagiers & partir.d'une détermination pré-
alable *des prebl&mes dont la solution passera par la
négociation du sens dans le processus discursif. En
résolvant ces problames, 1'apprenant sera en. mesure
T, d'appliquer 3 des données 1angag1éres nouve]]es la com-
p&tence de communication qu'il a acquise avec sa langue
maternelle et i1 se trouvera impliqué dans 1'apprentissage
?omne accgmpagnement obligé de la production du_discours.
p. 19-20

In chapter three of the thesis we shall look at this particular O
ﬁpefspective of ]anguégg 1eafning put forwﬂfd'by Widdowson and the
‘ imﬁficétions_it will hdve on the design of th; course.
’ Table 1 shows tﬁe assumed language needs of thE‘popu1ation.' This 1is

not an exhaustive 1list. Here the population is divided into two~catégor$es+f-———
long-term visitors (residents) and short-term yisitors. Thelmeans of
transportation are also differentiated as.ereﬁieve 1Anguage needs are

influenced by the type of tourist one is and how one trave]s to Florida.
‘The settings "that call for the use of Eng11sh are grouped into a "getting

there" and an "in F]or1da" category. "0" 1nd1cates that no English is

needed to carry out the task’, "1" .that.very little English is needed,
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Table 1. Informal.Needs Identification

Settings / Pepulation car | “plane bus short-term long-term
visitors visitors .

~.

GETTING THERE
buying plane tickets - 0
at the airport in Mtl. - 0 . ~
1
1

at the airport in Fla. .- 0-
cus toms 0-1 0
buying gas . : 1
car repairs ° 1-2-3 - -
accident ' . 2-3 - 0
motels i 1-2 - 0
restaurants 0-1-2° - 0
tourist attractions 1-2 - . 0
: getting information 2-3 0 -
reading road signs 2-3 0 0

. IN FLORIDA
getting to place of resid. |0-1-2 0
. shopping for food . “
shopping for other gopds - .
shop. for hardware/Tumber -
dealing with trade people -
hairdresser's . ‘ '
' doctor/hospital ° '
o y getting information . . 1
giving information ) 1
tourist attractions )
socializing . ) <
soc. with Eng. sp. people . £
car rentals ’
contacting airline Fla.
contacts with Eng. sp. . 9
neighbours -/
Jrestaurants 0-1-
0-1

[ S R L NG N ]
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clubs/discos , X

’ gapbling (horses-dogs..)

golf .

beach - . \
¥ church ‘ ' o 0 0

: television 03 0-+3 ]

- radio : 03 0-3
newspapers . © 0s3 . 0-3

FL

a) "0" indicates that no English is needed to carry out the tasx, "1" that
very little English is needed, "2" that some competence is needed, "3" that a
fair command of the language is essential for the situation in this setting,
"." indicates that such settings are less 1ikely to be encountered by this
part of the population.

. b) 1In order to be more precise the ratings would have to be given for
) situations and settings that would be more specific - that could include speech
acts. ;

c) Although very similar on the surface, the ratings for short-term and long-
term visitors do not represent the reality. Short-term visitors have fewer
opportunities to- find themselves in those settings.



the language is essential for the situation in this setting. Since each

\
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wo that some competence is needed, and finally "3" that.a fair command of
situation is particular and can be influenced by/a multitude of factors,
the ratings given hére can only be suggestive.

A look at Table 1 reveals that more Eng1ish‘is required more often
by some people. But before we go any further, ii is ‘important ta remember
tﬁat all the situations that do require the use of English - either ‘
understanding, speaking, writing or reading it - demand that only one
person be able to use it, if more than dne person is involved. As we\said
ear]ier, more often than not, when people go to Florida and do things fn

couples or in small groups (as is usually the case), the load of the

communication is often borne by the person in the group who speaks English - *

the best, therefore reducing considerably the need for English for the'other

!
!

people in the group.

L3

. Transportation

Understandably, it is people who go to Florida by ¢ar 'who need to use

English the most. Noé{on1y do they have to be able to read road sign;;and

A <
buy gas and oil, but they also have to find food and accomodation in motels

along the way. While driving to Florida, French-Canadians cannot expect the

game 1evei of comprehension and 1inguistic tolerance and the same

helpfulness from native speakers along the way as they can from Floridians

since they only go through the other states, stopping only here and there.
Oh the other hang, virtua\éy no Knowledge of English is'required

from people who travel by plane or by bus since all the important

information is given to them in French.

cs
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' Types of tour1sts : , ) o ot

i

f The type of tourist that needs to use English most often is the

; person who owns or rents a house, a mobile home, a condominium or a motel

; in Florida. -These people spend between two and five months fn:F]orida

{ every year and usua11y have the use of a car. This part of the population
is the one that part1c1pates the most in F1or1d1an society. mengr

j ‘property requ1res tha; a persan take care of it. Consequently, property
owners have to deal with natine speakers of English from whon they cannot
expect a kndw]edge of Frehch. Fer instance, §omebody who owns a mobile
home will have to ca11 sérvicemen to empty sept1c tanks and to fill up gas

. tanks. These part-time res1dents also tend to shop for food hardware and

other goods where Floridians themse]ves,go, 1nstead of shopping on the
[ ,

‘totirist .avenues. - | .
Next in the scale come§xthe person, coub]e or family that goes to’

Florida‘for.a few weeks. Their use of English wil} depend on what they do

while on holidays. If they rent a car, it is easy to see that situations
in wnich they will have to communicate in the L2 willisharply increase.

Last come the people whokare part of group fours. It is possible for the

'latter to spend their nolidays withqut really being forced to use English:
'To summarize, we could say that the longer the stay, and the more

"established" tne 1iving situation in Florida, the more English one is

L4

1ikely to need.
‘Segtings:
' The eettings that require a fair command of Eng]ish are often'found
in events that are unexpected or situations that are not typica11y tourist-
Tike. Being 1nVo1ved in a car accident being 111, shopping for lumber,

/
for instance, are sdituations- that the native population finds itself in

i
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and for which‘Frehdh-Canadians are often not prepared. On the other hand,

activities such as eating in restaurants, going to Disney World, or

‘shopping for souvenirs, all take place in settings where the.oerson

catering to the tourist has either gome knowledge of French or the

experience of dealing with non-native speakers of English.

" Although only a few situat10ns absolutely require a fair competence
P

" in English on the part of French-Canadians when they are in Florida, most

-

"French-Canadians whose knowledge of English is 1imited express the wish

\
that they could understand and speak English more. Having to rely on

-'somebody else to g;; 1nformat1on and do the conversation is something that

most people dep]orﬁi;V Not speaking .the language implies a. 1oss of freedom
and independence to which adults are not accustomed. Comments like: "J'au-

rais tellement'voulu lui parler i mon voisin. Oh se souriait et c'était

Tout", are part of most people's stories when they come back. However, we

also hear: "J'parle pas 1'anglais mais j'réussissais’ a me faire compren-

S

dre", confirming the well-known fact that some communication can take place

even with a very limited command of the language’. Evidence of this natlre

might seem rather obvious, but it is important enough to be brought to the

1

learner's attention at the beginning’of a course. Seen in this perspective,

9 . e >

“Yanguage learning becomes a build-up of skills on an already-existing base

Tather than an éntirely new area of knowledge to be developed, and this

would be true even for the real beginner. As we shall see in chapter

" “three, we consider this "a]ready-existing base", i.e., the learner's

communicative cunpetence in his/her mother tongre as a very important
factor tn the design of our ESP course. It is our'opinion that teaching

communication strategies at the beginning level will be very useful. They

". sould sefve to help the beginner in maintaining communication in spite of
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a lack in linguistic abilities. '

. Another conclusion that can be derived from the study of Table 1

is that some of the settings call for a‘geﬁeral knowledge of Epglish

Ay

- socializing, for instance - and others for more specific types of -
Tinguistic abilities that are related to specific settings, such as

shopping.

It is in Chapters three and four that we shall take these elements

- into further consideration.-

!
Y R




throughout the centuries, and more partiéu1ar1y in the twentieth century,

. . | \\ ' \ )
CHAPTER TWO. ‘ e
; ) e -
[ ) THE BASES’ OF LANGUAGE TEACHING i ) y
‘ y One of the striking features of the history of language instruction
i

is undoubtedly the great diversity bf'methoq°1ogies that have attracted
- the attention-and support of educators. Methods aﬁd approaches have \ “'
succeeded one another, each sh1ft usually accompanied by a denial of the | - ‘ .
va]idity of the methods and approaches that preceded it.
The twentieth century, for instance, has seen the grammar
’ translation approach more or 1ess disappear in favor of the direct
| method which, in turn, was exceanged for the audiolliﬁgual approach.
% . The latter is stii1 used today but is Tosing much support due to the
. rise of so-called "cognitive" approaches that have surfaced in the last
\) fifteen yeers.

It is interesting to note that aside from the grammar-translation.’
approach which finds its roots in the teaching of Greek and Latin, the
approaches that have so far'dominated tﬁe twentieth oentury'ere’by-
product% §f psycho]og1ca1 theories. The resemb1ance between audio- s

. lingualidm and behaviorist theory, for example, 1s not coincidental.
Rudio-Tingualism is an approach’ to language teaching that fipds its

principles in behaviorist psychological theory. The decreasing popularity A

of behaviorism in favor of cognitive psychology, observed in the f1e1d
. -7 - . S



other words, on 11ngu1st1c, psycho1og1ca1 and educat]ona1 theory, the

e ﬂangu;Ee teaching or learning.

!

a

il

of psybho]ogy, also finds its equivalent ¥n the shift fromu"method“ to

today prroaches ‘such as Lozanov's Suggei}ology* Gatte

P

]

' 1
"learner that characterizes language teaching and language léarn1ng

§ﬁb 's Silent |

Nay, and Curran's Counse11ng Learning are examples of methodo1og1es

N
which were des1gned fo11ow1ng certa1n trends found in different schools

of thought in psycho1ogy

The concern of methodo]og1es with psycho]og1ca1 factors related

to ‘language fearning does not imply that linguistits of education are

1ess important components of 1anguage teaching~approaches, but rather

that any method of language FES§h1ng is ln fact based, or shguld be .

g
based, on what is known about the nature of the language, what is known

about the nature of the learner and on the aims of instruction: _in

three being what Prator (1979) refers to-as "the cornerstones of -

Method" (p. 5).

This, toine, is .in perfect accordance with Howatt's (1

problem" (p. 1).

It is not purely a 1ihguistic pro

!

. -

»to the effect that: "writing a 1angua§e teaghing course ‘is

-~

¥
4) statement

pedagogic

blep or a psychologica1

one. Approaching the writing of a 1qhguage course as d pedagogic brob]eﬁ‘

implies that, in order to be complete, a lapgoage coorse'should take into -

account linguistic principles, psychological principles and other infor-

mation known about the learneks and their needs.

‘Moreover, since writing

a course involves making choices, the personal experience of the writer

A

assan eddtator and a.learner -can be put to profit since the decisionsf_

»-

. cannot all be based on verified theorf

So far, there is no substantial

empirical support for the adoption of one particu]ar theory of second

[

4 e

-

o

&°
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2> Our aim in reviewing the 1iterature on syllabus design is to list

_

.elements of the various apbroaches, are the most suitablebfor the

(1971) defines “syllabus" as
ot

1ectures" (p. 993). Corder s (1973) definition makes the content of a -

.

the most frequently used types of syllabuses as well as the more recent

[ , .
approaches to syllabus design in order to find which one, or which

1

course and population considered here. Language acquisition literature
pnovidés us with e]e&ents that characterize faﬁfts of adult second

hangu;ge Tearping, and therefore additional information which can be
L

used-to inform the process of syllabus design.

°
~

THE SYLLABUS

-

~ . 2
o The Living Webster Encyclopedic Dictionary of £He English Lanquage

"a brief summary or'out11ned statement

of the principa1 points of a d1scou{se legal brief, or course of

- syllabus more explicit.- The definition follows his analogy between

sy/}abus design and rndustr1a1 design: ’ / .
- A finished syllabus is the overall plan for the

. learning process.. It, too, must specify what

:components, or 1earn1ng {tems, must_be available,

or learned by a:certain time; what is the most

efficient sequence in which they are learned; what

items can be learned "s1mu1taneously“, what 1tems

are*available from stock, already known; and

the whole process 1§ﬁdeterminéu by considerations

-of how long it takes to produce or learn, a.component,

or item. The process is uader continual scrutiny by
means of stock checks, or tests and examinations (p.-296).

Therefore a syllabus must not only specify what will be taught and
learned, but also the order in which the items are to be presented.

This ordering of items is what Mackey (1965) refers iq,as Jgradation"

\

in the syllabus: >

. REgardless of the principles on which they may be .
" based, all methods include 1) some sort-of grouping
of their material, and -2) an arrangement of it into

y

>

.

~ar
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some sort of sequence. It is by comparing the

grouping and sequences of material that we can .

see how one gradation differs from another (p. 207).

" Grouping refers to "what goes with what" in a language. For )

<

example, to approach the ‘teaching and learning of lexical items of a

4 “

1ad§uage, §y11abus designers may want to use principles of a§soéiation
such as contrast "night—day"ar‘derivatioh\"1ong-1ength"., On the'oihér
hipd, the sequence of items- found in arsy11abus réfers to the necessity
fok decisions as to what item comes before what other -item. The .
lexical sequence of a syllabus could determine the introduction of
cdﬁc;ete nouns before abstract nouns, for instance.
As we shall see in the fo11owing'§ectjon of the chapter, different
approaches to'syllabus design offer qff%e}ent\types of grouping and = "f
 seﬁuence; which are d?ten accompanied by different types of presentptioﬁs |
of items to the learners, i.e. the means by which something is communi-
cated to somebody. o ’
If we. consider the matérié1s‘of a language teaching course as the .
end product of a particular brogess of syllabus design (e.g. Lewy, 1977,l
L 6), theri the materials are theﬁselves an amalgam of 1) theory of
language, 2) theory of 1edrning, and 3) aims’of instruction. Thus, we
can at@emp% to synthesize the'process of syllabus design by showing |
.+ (below) the~Materials as the result of a blend of theory of learning,
theory ofu1angu$ge, and aims of instruction a mode! adapted from Howatt
(1974) and P;ator‘(1979):
| 8- F1gur£1 _
Materials as the product of {he three bases of language teaching

Theory 2[ language

. 5 [_mATERIALS - |
' Theory of learr'ing Aims of instruction
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Aims of instruction. This refers to the goals which have beéh

i ' | ddopted for tﬁe learner. In the present case; theldescription of the
- ﬁopu]ation given in Chapter One constitutes one of the bases on which
- the course goa]s are founded. We have taken into consideratioﬁ who the
learners are, why they are learning the language, as well as other
1mportant factors such as their ages, their motivation, the1r previous
':\ ) ‘ f]earn1ng experience and the particular settings they may find themse]ves

- ,= ‘ .in.- These considerations have direct implications on the design of thé
| course.

Theory of learning: Any teaching technique consciously or uncons-

ciously reflects, to some extent, the view of 1earning adopted by the
o .- creator of that technique. In our opinion, the personal opinion learners
form about a course, whether consciously or unconsc1ous1y, may be based

on this relationship which in turn is, in fact, derived from a theory of

> - . ,
~%\\\ . learning. Although extremely difficult to evaluate due to its complex
AN ' N ' .o
RN S nature, this re1at1bnship is a major determinant in the possible success

. or failure of the teaching and learning process. It 1slthrdugh‘what

goes on in the classroom that .the learner can see and feel how the course

Research in the field of applied 1fnguisticsr§ti11 has nat de termined

abuses. Howatf (1974),

|

] . : . i ,

i .. was designed and how she/he is considered by the.designer and teacher.
% énough unambiguous signposts for the design of syl

Z> in the absence of adequate_theqry, Judiciously proposés the use of formal
© study‘3§ psychology and the ‘teacher's -personal experience and common

sense as ‘bases for decision making in the area of syllabus design.
/.

According to Howatt: - Y

taken together, the results of study and experience -
' constitute a body of method which can be put into
& effect by developing teaching techniques to suit the
special circumstances of a particu1ar teaching situation (p. '3).

]



However, in practice, webcan often gbserve the use of approachésh

L
<

which are more concerned with showing blind faithfulness to fhadequate //[
‘theory.l In our op1n1on, the lack of success of certa1n methods of lan-
guage teach1ng‘cou1d be traced back to the1r-1nherent 1nf1ex1b111ty.

- Methods often forbtd'the,uée of the mother tongue in'class, or‘grammatical
! explanations/én the part of the teacher, orowi11 not a]]ow note-writing -
on‘the part of students, for instance: We also find methods originally

designed for certain types of situations used for purposeS‘othef than
those for which they were orag1na11y conce1ved .they cou]d be methods
des1gned for young 1earners used for adu1ts, or fore1gn 1anguage teach1ng
) materials used unchanged for a second 1anguage context Abso]ute atti-
tudes, or m1suses, do not reflect the understand1ng of opinions 1ike
Howatt's. It is_ our belief that 1n 1anguage teaching and 1earn1ng no

‘&princiﬁﬁe is absolute,

Whereas the aims of instruction.can be accurately described and their
‘adeduacy'verified “and wh®reas a certain description‘of language can be

'chosen on fairly so11d grounds and be adhered to by the designer and

teacher, the adequacy of teach&ngniechn1ques and foreseen 1earn1ng strate-
'g1es on the other hand, can only be guessed at. No set of comprehens1ve 1

and def1n1t1ve anSWers has yet been fOUnd conEerning the way adults ap-

proach’ the learning of a*language. Therefore, teach1ng techniques can

only.reflect hypotheses about~language learning and consequently must
"tEmoinff1exib1e and open to change on the basis of observed results.
~ What is probably true about Ianguage learning .is that people do not all

approach it in the same way. It-1is not unreasonabie to assume'thatﬁthere
may exist differences in the way peop1e learn a second language. The o
‘ 1

preferences learners 'exhibit for particular types of teaching or learning 4

4




v

e

-~

activities support this.assdmption.

"to prefer learning by deductive procedures.

1

directly and then try to use language ¢

Theory of 1angugge

-23 ¢
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upon the availability of descriptions of 1anguage.

- Just as some'individuals prefer to.

| Tearn a/particu1ér_subjett through ihductive procedures, others appear

Hence, we should be open to

. the possibility that some learners may tefer o be given language rules
Enfbrming to these rules, while

: others may prefer to deduce the rule from examples of language in use.

The content of a course is highly dependent

Ahy course will tend

to reflect the grammatical units and aha1ysis employed in thatvbarticular

description upon which it drew.

Trim (1975) and D. Coste (1976) acknowledge this tendency of us1ng

' of the chapter, this is espec1a11y true for structural syliabuses.

As we shall discuss ip the next sect1on

J.L.M.

theoﬁetica] frameworks almast unchanged for practical uses by warning

..and Un Niveau Seuil (1975):

e

. o
There are various descriptions of language, each having its own

‘perspective on how it views the system.

. the threshold level.... is NOT a recommended
(still less a prescr1bed or quasi-officially endorsed)
minimal vocabulary and set of structures for a language,
with some useful hints on how to use them in situations
:... thef threshold Tevel is a kind of standard reference

. level (J.L.M. Trim, 1975, pp. x-xi)

Ala fbds prthoriqué et Tacunaire Un Niveau Sguil ne

c_saurait 'devenir une nouvelle bible prescrivant des
contenus & enseigner partout et par tous. Un Niveau
Seu11 a 6té congu et doit &tre utilisé comme un fns-
trument de référence... il doit &tre interprété de
mani&re souple et adapté par les utilisateurs (D. Coste,
1976, p. 4).

¢

" their readers about the real nature of Threshold Level English (1975)

However, for our purpose, it is

1mportant to mention that in the term "language", as used in this disser-

. _tat1on,

are 1nc1uded aspects of usage", i.e-"... one aspect of perfor-

g)mancg, that aspect which makes evident the extent to which the language



used demonstrates.his knowl edge. d¥ Tinguistic rules", and aspects of

language "use", i.e. "... another aspect of performance: tﬁat'which

makes evident the extent to which the language used demonstrates his

abi]igy to use his kn?wledge of Tinguistic rules for effective commu-
nication" (Widdowsén, 1978, p. 3).

'A syllabus designed to provide learners w;tﬁ a knowledge of Tanguage
that they-can put to eommanicét%ve use must include a description of
language createq in a berspective of ¢ommunication. Moreaver, in order
to be coherent the cpdsen comm&ni%ative description of the language Qi]]
have to be preseﬁted to the.learﬁérs in a way that systematically and

_eas11y‘;pab1es them to learn and’ use "the 1anguage in a communicative way.
Even though a]l types of fore1gn language teachang sy]]abuses mayq

have been deSIgned~w1th s1m11ar objectives in mind, whether this was

'expressed 1mp}1c1t1y or exp]1c1t1y by their creator%, it is 1mportant to

examine each of them 1nQ3v1dua11y to see how this objective is carried

Sk .
out. This is the task we sﬂé]] now turn to. N

SECOND/FOREIGN LANGUAGE TEACHING SYLLABUSES
- THE STRUCTURAL/GRAMMATICAL SYLLABUS . ) ‘

i

In a structural syllabus the items are categorized Vinguistically.

It is probably-because Tinguisti¢s has so far prbposéd the most detailed .

o

description of language fhat most syllabuses are organized this way. 1In

a3 : . b,
a structural syllabus language items are usually introduced one at a time.

‘The'object behind the presentation of the items is to learn the formation
rules that guide them. Whereas in the days of the audio-1ingual approach
“the actpal context in which the items weré presented did not seem to be

‘ df primary importance, the emphasis being on the overlearning of the item

s
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in a minimal linguistic context, more recent structural syllabuses‘show

the recognition of the importance of cgﬁtextuaHzing the: linguistic
\ '3

structure in order to give the learner the variety of contexts in which -

the structure is usually found.

Structural syllabuses offer numerous 1mp6f‘tant advantages to lan-
guage teaching. Tfyield of education displays many requirements such
as the di;/’isio‘n of”subject matter into, different grades or levels which
mus t be/f,ofﬂowed consecutively’by the students, and ‘the need for eva-
luation of the students' knowledge by means of objective tests and exa-

» -

‘minations. If we add to these requirements the restrictions imposed on
the teaching and learning of foreign languages by time constraints and
class sizes inherent to the world of education, it is not difficult to

' find explanations for the popularity that structural syllabuses have met
wi \in’schools. Structural syHabu'Jses offer a precl‘seeé"“and clear-cut
g:.laa]'sequencing of; language. By using a structural syllabus it
appears to be easy to determine exactly what should be known by the
students at a certain time and what there is left to be 1ea?ned.i .The
types of teaching techniques and exercises usually used in these courses
a_re easily adaptable to the construction of tests&\ that are coherent with
the teaching done in class. S‘uch tecﬁniqges as repetition, substitution
and transformation drills facilitate class work as well\as individual
work and are ofteﬁ accompl ished with the use of recor&tapes. Record-
ings simplify the work of the teacher and enable studénts to hear nativé

[y

accents, sdmething which is not always ﬁossib]e in foreign language
. teaching contexts. Finally, forbidding use of the mother tongue and of
translation also reduces the problems encountered in foreign language -

teaching saituations'where students speak different. languages. B

o

[
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In a structural sy1\1abus the new items are normally introduced in

a dialogue or situation. This constitutes the part of the lesson where
students are exposed to language in use, or to what is. often refered to .
as "real language". However, discourfe analysis studies have shown that
what is often offered as examples of real 1anguage, i.e, the dialogues, ‘
does not correSpond much to the way people actually speak. The students

o

are then a_;ked~to repeat and duplicate exactly what they have heard.

//

“The degree of accuracy in the phonologica'l aspect.of the repetition
varies from one method to another. Some urge teachers ‘to ‘accept only a .
near. perfect duplication of the utterance whereas other methods are
sometlmes rather vague in their approach to the phonological aspectif
the language. | ‘ ¢ '
Depending on the specific techniques used, the dia1ogue can be
fnrther exploited by exercises of memorization, exp]anation, transformation’
and transfer, Th1s is usually foHowed by tables wh1ch present the ‘for-
mation rules of the structures 1n schematic form, The rules are thEn
practised by the teacher and students in guided drills and exercises
Few texts encourage grammatical explanation as such on the part of teachers.
_The unit 1s then completed by the introduction of new Texical items in |
reading texts or stpries and usually concludes with exercises that can
be done at home by the students. |
The same erocedure {s followed in the next unit which, 1ike all
units, 1s usually identified by a unit number and the-specification of .
the most 1mpo'rtant structure of the unit. For instance, Unit 2 could
bear titles such as "Simple Present Tense" or "Jonf goes to school”,

| indicating that the focal point of the unit is the simple present tense.
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: The structural syllabus has received numerous criticisms and
attacks in the ]a:;:t decade, most of them originating in the disenchant- .
ment with the audio-h‘ngu?ﬂ -approach. It must 'be pointed.out that au‘dio-'
lingualism and a struc'tura1 syllabus are two different things,.even if .
they are c;ften confused. A structural syllabus in use can, in fact, Be
very different from the application it récéived in the audio-lingual
appr(;ach.

Althou.gh it is not our inten;cion or part of our task -- nor do Qe :
belijeve i1t is 'currentl_y feasible -- f;o prove or disprove the ,vah'd'ity of
di fferent éppn}aches of syllabus design, i; is not p§ssib1e to ignore
the main criticisms made towards the structural syl1abus in the last

decade, ‘since they are directly related to new developments in the field

of applied linguistics. Indeed, new concerns in the field, -such as dis-

+«Course analysis, second language acquisition, error analysis, and syllabus

design, have brought to the surface important elements that justify and
support informed criticisms of the syllabus. h

Corder's (1973) first specification concerning the organization of
syllabuses, related to the Tinear and cyclical sequencing of lessons, ig

relevant for all types of syllabuses but finds a good target in the..

1

structural syllabus., According to Corder:

On the time table in the classroom, language teaching
appears as a linear sequence of lessons, but this does
. not mean that language learning is a matter of learning
a sequence of more or less discrete items in a Simple i
linear structure... (p. 296). o

The linear sequencing of items in a structural syllabus has'obviou's
édvantages, as we have seen earlier; but this sequenhing is at the base

of some of the mc;st sexere.criﬂcisms against the syllabus. If we agree

that language is made up of interrelated items that are both dependent
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upon and independénvt of one another, and that language Tearning is not
just a cumulative process, a simple 1inear sequence for a syllabus cannot
be appropriate. ~This_does not mean that points should not be introduced
one after the other, but rather that although there is a grading of
items to _be done in a syllabus it does not automatically imply that éach
point is “'learnt" at the place in the cours'eﬁwhere,i't is introduced.
Corder instead proposes a cyclical syllabus .in which items are reintro-
duced, each time related and integrated with othe;' material already
presented and learned. Although expressed in a different way, this

point of view is also shared by Howatt (1974):

. The implication of these ideas for language 1earn1ng
is that. we canhot reasonably expect full control of
a new bit of language at a first encounter... we Tearn
new bits of language gradually by experiencing them
intermittently in different contexts. The concept
behind a1l this is that of a "cyc'l1ca1", or "spiral"
experience of new language; i.e. we continually
experience a new word or phrase and endeavour to’

-assimilate it. by trying it out on people and 11sten1ng )
to the way other people use it (p’ 20).-

Implied.in Howatt's statement is a hypothes1s concerning language
learning, f_hat of integrating language gradually by trying.it out and“a-
ﬁmcessing the feedback. This way of relating syllabus design and
language learning is often implicit and sometimes explicit in the sylla-
bus desjgn and language déve1obment Titerature of recent years. Whe reas
" in the pa‘st,‘it appeared that syllabus designers were content'with -the
accurate and 'scien'tifi!c‘descrip‘tfon of language they had - often for‘éet-
ting that language learning m'lghi not follow the same processes as those
established by a linguist's descriptive grammar - syllabus designers
today approach their task in a different way. By taking into consider-

‘ation the language, the learners and the particular need for the languaée

e
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f ‘ » ,. on their part, syllabus designers propose to be closer to the concept

| - of language and language learning as such. J j v,
! The congruence that now seems to prevaif between concepts of lan-

A . ‘ 'guage teaching, as observed in.the new syllabuses that have lately )
bgen proposed, and concepts of language learning,. as éxpreésed by con-' .

temporary researchers, can be 111ustratea by drawing a para]]e]cbetwgen 2
Howatt's process-uf language learning described above and Krashen's ‘
(1976, 1978, 1980) Monitor Theory, even though Howatt's view prece%fd
the first mention of the monitor model in the 11teratyrel' | - ‘

¢

. Although Howatt does not distinguish between language that is

."learned” through actual study and language that is facguired”.through .
"natural language use, that is, by rules interna]i;ed in ways similar . - »

, to the way éhi]dren acquire language: subgonscious]y..." (Krashen, 1978,
p.’lfs), it is not unreasonable to think that what Howat£ refers to as “_

"assimilation" - trying out language and listening to Tanguage use - is

a process that, in.fact, resembles very much Krashen's description of

the Monitor Theory. ‘Eoth concepts imply the presence of language input
that can come from formal or informal environments and a process of °
language internalization that is derived from conscious study or uncons-

- cious assimilation of the language. Both views bring into focus the

and communicative competence. T - R
Howatt's statement also implies a view of errors that differs
greatly from that of the traditional structural approach.  Audio-

ﬁﬁhgu§lism, for instance, displayed an intolerance of errors such that

the presentation of items in a 1essdn and drilling on the part of teachers

N
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were accomplished in such a way as to avoid the ‘production of incorrect

forms by the students. Errors were seen as dangerous because learners

could learn them. Thé result of tfds careful manipulation of the Tan-

)

0
guage the learners were exposed to was that learners were presented with .
* .

a minimum of language contextualizing the str‘uctt_:r'e‘s and were often made
to use the language exclusively for pu:poseg of 11ng~u.1'stic manipulat{on.
Divergent views concerning the importance of errors have lately
attracted the intere;t of researchers who have come up with the idea
that ’%’ar from being signs of failure in the language .teaching and learn-
.ing .pro'cess, errors constitute observable actualizations of language

‘that show a person's level of competence ina L2, i.e. a person’'s own

internal grammar. Furthermore, incorrect forms provide data from which

hypotheses about 1anguage learning can be derived (é.g. Corder, 19675 ~ '

Richards, 1974). "Ihterlanguage" is.the term that refers to the language
of a learner at a point in theilearm'ng process (Selinker, 1967). It is
by examining the interlan_guage of L2 learners that similarities in the

type; of‘\err-orrs tan lbe found; these similarities, in turn, .can justify

generalizations about L2 learning. The concept of a natural or built-in,
s;i'l«abus' has erperged following this new perspective on errors. In Corder
(1978) the prinéiple 1s-explained: , o ;

.The concept of interlanguage presupposes that .

. interesting and important generalizations can :

be made about the process of second language

learning,.specifically that all language :

learners do show similarities in their acqui- . ° ;

sition of a second language and consequently -

in their interlanguage grammars at various

points along the continuum of change or developt
. ment. This.{s the hypothesis of the built-in
0 syllabus... (pp, 76-77). :

N . B




could even be further sp cifie’dp by elements supplied by contrastive N

The implications. of the preceding consi'de'rat‘:iﬂon's -for syllabus design
and langua#e teaching are not negligible. Syllabus grading'could
follow the route traced by possible universal ities of interlanguage ard

analyses. of languages. However, more important.for our task are the

' actual pedagogical implications of these finding;." If incorrect forms

are considered as elements that can help language development by making

appropriate use of error correcEion techniques, the traditioné] view of

¥ °

‘ err‘ors and the manipulation of Ianguage it 1mp'l 1ed have to be abandoned. "

Fl

Learner's could be encouraged to take rlsks and teachers could be
'

’ prepared to accept errors as signsoof language development. On the

other hand, 1f such a perspective is adopted, it must be ackno"v'ﬂeaéed B
that the task of evaluating language hear.’nipg by means of tr"aditionalh‘
tests and examinations betomes a much more complicated one.

These new perspectives on language 1earn1ng have* mitiated changes
in important aspects of language teaching. The focus that was tradi-
tionally on language ~°teach1'ng and on a "scient1 fic,' description of
language hes shifted to the language learner. Language teaching is
therefore made to accommodate 1angu‘age learning and.considerations
about language now also come from the 1earne:"s own performance’.
According1y, the’teacher's and learner's rolés take -on new dimensions. ‘
The former pmvider and manipu'lator becomes a fac111tator and the ®

traditional recipient of language teach1ng becomes the f'lrst agent

* n his/her own 1anguage development process. . -~

.
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"7 'To sum up, it must b‘ew said that the criticisms directed towards the’ ’
struc‘tural syllabus 'usua'Hy refer to strong apph'cations of the structural g
approach" that” are not really found as sych today. The structural sﬂ
labus in use-today - as is reflected in popu]ar new texts such as Atérl-
can Kerne] Lessons .(Longman, 1978), shows the evolution that the syHabus ‘

’

'foﬂowed Structural mater1a1s ha\% been enmched with the 1ntroduct10n

of mean1ngfu1 drﬂls, and with much en]arged contextualization of 1tems

‘The recognition of the 1mportance of teachmg the four skills from the
o -

. beginning.is obkus as is the need for expos,ure to authentic matemals

d

and for Fonmuﬁncatlve-type act1v1t1es to practice the "use" of language.

: These changes and impmvements counterbalance other attacks against the;
- ~ ‘/4‘ 4 .. N ’ - - ‘
syllabus, suth as its ignorance of the communicgtive Aaspect of Tanguage.

¢

Nevertheless, ‘the t&pe of séquencfng,found in the strhctura] sylla-
bus, identified by Nﬂkfns (1976)' as a synthetic approach to sy'l?abus
design in that: "the content of téaching is in ‘the . first p1ace an ordér-
ing of the forms of the hngu1st1c system M (p. 3),. st1H has to

contend with doubts as to the nature of the. gr-ounds on wh1ch one ltem

-

.can be said to be simp'ler than another, therefore Just1fy1ng qkrank in =

the sy]'labus, and w1¢h its appropmateness for types of courses other .

'7
than genera1 ]angbage courses., o . ‘ '

o

we shaU now turn to the s1tuat1ona1 sy‘i]abus which 1og1ca11y seems

' to answey someéf the crit1cisms made against the structur,al approach to

i

.syﬂabus design ' VAR ¥ < o

9 3

s

THE SITUATIONAL SYLLABUS S .o

.

v 0t

" The concept wh'lch under]ies the s1tuationa1 sy'Habus is well
summarized by Wilkins (1976): \ o < e

g , The argument for the situational syllabus is “fairly
>, straight-forward. Although languages are usuaHy described .

. as general systems, ‘language is always used in a social
context and cannpt be.fully understood’ without - reference
to that ‘context. Our choice of Tinguistic forms may_ be

( | .“ -;
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;llanguage te\fhing but an appendlx to the structural method..: The 1dea is.

I

/ _ .'33'.
restricted according to certain Jeatures of the
social $ituation and, in any.case, we need the
language so that we can use it in the situations.
that we encounter. Therefore, rather than
orientate learning to ,the subject and its
content, we should take account of the learner
N and his needs" (p. 16).- . . .

In a situational course units bear labels such as: "In the restaurant®,

"In the taxi", or "Going to-tha theatre". ,These labels reflect predic-

tions of situatio e learner 1is 1jke1y to find him/hersel f in. If

the method ds audio-yisual, pictures w111 accompany each utterance 7

pronounced by the characters in the recorded d1alogue wh1ch constitutes ’

the core of the .unit. The aim is to feach the Tanguage that is necegsary

to perform in those situations.

Situational courses are appealing to students because of the obvious
1

- relevance they appear to exhibit. They shou]d be eff1c1ent because they

present 1anguade used in situations ,that are 1ikely to be encountered by the

*-"learners. They should also stimulate the students' motfvation by providing

examples of langbage in®use as well as opporfunities for students to use it,

Although, in theory, these éharacterjsti&s should be found~in_ all

. » \] . :
situational syllabuses, a look at.actual methods designed, around situations
often reveals that situational cqﬁrses actually have a structural basis.

. This is trué.even'ﬁér very elaborate methods such as the Structuro-Global-

.

1N
Audio-Visual- methods * American English by the Audio-Visual Method (Filtipo-

¢, R. and Z. and L. Webster, Didier, 1962), and 1ts(éq0iva1ents for other
]aﬁguages. which present a gradaiion similar to that of traditional struc-
{

tunai texts, in spite of a clearly s1tuat1ona1 format Situatioha] courses
A RN - )

‘ thus can prove to be structural courses in drsgu1se Jupp and Hodlin 0ﬁ975f

go as far as to say that "The s1tuat1ona1 method is not a fu11 theory of

N

v

that structures should be sxtuat1ona11zed” (p. 12). *

” ' - 3

-

Kﬁ,// ¢

-
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Van Ek (1976) also shares this point of view. For him, situational
courses, whether they are classroom situatigna1; centre ofvihterest
sikuationa1, or %tory-]ine situational, are all applications of a structural
framework. © The imﬁ]ications of major structural considerations oh a situa--
tional sy]]abus’can be numerous. The sftuations can be 1imited byyiinguistic
‘restrictions, and can‘consequent1x present the learners with 1angu§ge that
is unauthentic: Another probable danger is the overriding df the
_situat%ona1-aspect—ef’the course content by structuro-linguistic concerns;

In a teaching situation such an-averriding could come to nu]fify the
motivational element we mentioned earlier.

"b‘ *The lack of specificity of the situational syllabus seems to come from
the rather ambiguogs meahing of the term "s{tuatioﬁ“ itse]f.‘ On the éurfaee,
the concept of situation'ﬁ?ght seem obv{Bus. It could embody the physical
characteristics, the language inte¥actions and the grammatical and lexical

. forms that afe likely to occur "in the restaurant”, for instance. However,

these elements are not precise enough to serve as bases for the grading .

- of a syllabus. In fact, the concept of sitﬁatiOn is a éomp]éx one. - It has
received'$uch a}tenfion lately, namely by the researchers for the Council

of Europe who provided a taxonomy of situations in Threshold Level English

(Van Ek, 1975).

By situation we mean the complex of extra-linguistic
conditions which determine the nature of a language act.
‘ Properly speaking, situations are strictly personal and
BN unique... We shall henceforward distinguish four components
of situations:
1. the 'social roles' which the learner will be able to
play; '
2. the 'psychological roles' which the learner will be able
, to play; p
‘ . 3. the 'settings' in which the learner will be,able to use
: ‘the foreign language; _ : -
4. .the 'topics' which the learner will be able to deal with
in the foreign languge (p. 17). ) ’
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Even 4f the existence as such of §ituational syllabuses has been
questioned, the1r adequacy for language teaching is still defensible.

Not all people engage in language learning with the aim of becoming

fluent in a gehéra] way. If general fluency is the objective, it would

be difficult to justify the use of situational courses as they have

traditionally been presented. However, if a more Timited aim is invol-
ved, the use of a situational syllabus can prove adequate. Wilkins
(1976) concltudes on the possible uses of the situational sy]iabus:

A'situational syllabus will be valuable insofar as a
Tearner's need is to be able to handle language si-
tuations of this sort, The limited aims of a tourist,

a. waiter or a telephone switchboard operator might be
provided for adequately this way. However, they would, -
by definition, be unprepared for anyth1ng "out of the
ordinary" (p. 18).

. “'Since the language spoken in a situation is not strictly dependent

" on the physical environment surrounding the communication, but rather

on the intentions of the speakers engage& in it, a situational syllabus
could perhaps‘serve language -1earning best by being incorporated hs an
essential component of other language teaching syllabuses such as the
structural syl labus we first described or the semantic sy11abﬁs we "shall

now turn to.

THE SEMANTIC SYLLABUS

In this thesis the herm "semantic" will be used to refer to sylla-
buses that have also been called not1ona1, not1onal functional, or func-
tional. The term "semantic" offers the advantage of being broader in
meaning than the terms "notional" and’"functlonal", which are derivatives
of concepts found in this approach to syllabus, design, i.e. 1ahguage.
notions and functions, and also of being related to the global "philoso-

phy" underlying the approach, In Notional Syllabuses (Oxford University

Press, 1976}, Wilkins makes the following specifications about his ter-

minology:
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In this text the terms notional and semantic are regarded
as largely synonymous.. These are to be interpreted as
" referring to the ph1losophy of: the notional approach as a
whole and not to any one part of it. The_use of the term *~

semantic is therefore deliberately extended beyond what is ;-

conventionally held to be within the domain of the field’
of semantics. In this sense we might equally well refer a
to semantic as to notional syllabuses (p. 24). ]
Earlier in this thesis, Mackey (1965) was quoted for his statement}
concern1ng the gradation of syllabuses. Mackey considers grada{1on as’ '
the aspect which characterizes, and thus serves to differentiate, types

of syllabuses. His statement is certainly appropriate if e want to

characterize the semantic syllabus and see how it relates to the two other-

types of syllaBuSes we described in the orevious sections of this chapfer.
Mackay (1977) says:that the semantic approach #o 'syllabus design is.
“characterized by focussing upon the notians the user is communicating.

rather- than exclusively upon ‘the forms of the ldnglage he s employing”

(p. 85). The semantic syllabus approaches the problen of. describing lan-

guage and foreign language learning in a-way that differs from the struc-
tunal approach in that it takes the intentions of communication as its
starting point. "Accordingly, a new'terminology has emerged yhich shows
the §new" concern oarried by this approach. AUthors:talk of the "uses"
we make of language of the "communicative aspect“ of language, ‘of the
"functions" played by language, of the "notions" expressed through it, of .
the "skil1s" of language use, and so on. In fact, the semanti sy]labus.
s often synthesized in questions such as: “What will the Tanguage be
used for?", "What is it that peopfe want to do with language?" (Wilkins,
‘1977), ox.“what do we want the learner ;6 Be able to.communicate by
means of 1anguage?"&(Mackay, 1977). - .

The semantic sy11abus is a development on what has preceded it in the
“field of curriculum design. The emphasis that is now being put on the

communicative use made of language is not, 1h'fact, a‘tota11y new one. In

™

»
\
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, practice, language teachers have always triéd to make their studen'ts use

‘the language they were taught by using var10us techniques such as the

- énacting of d1a1ogues or the creat1on of sﬁ1ts, for example. As Mackay
’(1977) p01nts out, the concern w1th\!9at peop]e do -through language was
present in the field as early as 1954 when A.S. Hornby included in his
pedagog1c grammar of English a section ent1t1ed "Various Concepts and

i

3 How to Express Them" {p. 86). However,:a syllabus type framework for

the desién of ‘courses based on this peispective was: not available until

¢

‘ l ) 1972 when Wilkins presented such a fraﬁework in The Linguistic and Si-

i - v tuational Content gjlﬁhe Common Core ig_g.Unit Credit System (Council of

Europe, Committee fbr\Out—of—Schoo] %%ucation and Cu!tura1 Development,
Strasbourg, 1972). MWilkins regards ﬁié own contribution as: _ <o

.. having been principally /to have provided a taxonomy -
. - through which semantically oriented language teaching . . <
‘ o can be systematically planned and, secondarily, to have
' . helped to revise our understand1ng of the.nature of -
language learning and teach1ng in the light of these
innovations (1976, p. II);

We shal1vnow turn to the descr1pt10n of the semantic approach to,

sy]]abus design. o

[
4

\Although some commerc1a] mater1als are_available on the market and
I

“functional” courses are being ?1ven today, the re]at1vg1y new use of . : ﬂg'
semantic concepts in language géaching and the absence of a body of re-

search on the imp]ehentation o% the semantic syllabus through actual . -

texts, does nof allow for theﬁsame type of critical analysis tﬁat we used

; for th; description of the sg#uctura] syllabus. Howéveri the relevance

/ . .
of the syllabus has been queétioned and ha$ also been revised to some
/

B I .
extent by its original prop?ignts. We shall therefore quote authors who

4

' /
: challenge the syllabus since they help us form an opinion on the relative-

+ . . -
//

appropriateness of the approach for different teach1ng/learninq/s?tﬁations.

. »
/ ///'/ !
H . - .



<38 - .

In Notional Sy]!abuses Wilkins begins by differentiating between

two types of approaches on which the gradatidn of a s&]]abus can be based:
the synthetic approach and the analytic app?bach. For ﬁi]kins, all syl-
labuses are ;ituatedlsomewhere along the cdntinuﬁm between these two ap-
proaches. . As we saw in our earlier discussion of fhe structural syllabus,
. 5
Wilkins sees the latter as the.archet§pe of a.synthgtic approach to sylla-
" Bus desigq as it is "in the(%irst place a limitation and ordering of the
forms of the linguistic sys%em" (p. 3). We mentio;;d some of the most
* important reservations ma de concerning the structural syllabus and will
not repeat them here. However, we shall quote Wilkins in a general com-
ment which summarizes his views on the structural/grammatical syllabus.
It is not generally denied that what is learned
through a grammatical syllabus is of value to the
' learner. It is rather suggested that this is not
: the necessary or the most effective way of designimg -
lamguage courses and that, in any case, language
learning is not complete when the content of a gram-
matical syllabus has been mastered (pp. 7-8).

Thﬁs, for Wilkins, the synthegic approaéh underlying the grémmatica]
sy]fabus is ndt, in fact, necessary or effective, nor {s itlcompTete. He
could interpret *necessary" and "effective" as referring‘to the misconcgp-
tio% held that syllabuses must duplicate the description of 1anguagé sdp-
plied by Tinguists, and "complete" as referring to the lack of aftention X
paid by the approach to the communicative aspect of language, thus bffer-
ing only a partial view of ihe whole ofv1anguage.

Wilkins believes a syi1abus must be designed to-.accomodate the de-

velopment of both grammatical and communicative competence and inve;tigaé‘

tes such an avenue in Notional Syllabuses: "The aim of thé present study -

is to find a better way of taking account of the'cdmmunicative_aspects
of 1an§uage than is.possible within the framework of a grammatical syl-

Tabus" (p. 11)." f : .

-/‘

~i
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As a solution, Wilkins advocates the use of an analytic approach to -

syllabus design: ' ; / ¥

Analytic approaches are behavioural, (though not ‘.\lb .
. behfviourist). They are organized in terms of the

purpose for which people are learning language and

the kinds of+language performance that are neces-

sary to meet those purposes (p. 13).

n

Here, the dedication of the syllabus to the uses people make of language

is unambiguous.* What remains to be done is to'develop a description of

~ language which corresponds adequately to language in use so that it can

ﬂge incorporated in a language teaching/learning sy]labus. Such a des- :

.cription of language is a requisite for the app]ication of an analytic

. approéch‘and is emphasized by Wilkins:

v The problem of putting an ana]yti& approach into practice
is largely one of finding a way to express what it is
that people do with language, so that the unavoidable
"process of 11mitatioq or selection can take place (p. 13).

A siguétional syllabus would be an example of an analytic approach
to syllabus design if it were based on a behavioural analysis of si-
tuations, using a set of parameters for describing the significant
features of situations. However, as we mentioned earlier, situational

y N

courses are often structural courses which are presented in the context

of situations and not situational—courses in the full sense of the term.

Whereas structural coursés introduce units deéigned around chosen

linguistic items, and label them accordingly, nofiqnql courses label

their units using behavioural metalanguage. %his(does not mean that the_
- < )

Tinguistic content of a unit is forgotten however. In fact, Wilkins suggests

that the 1inguistic content of any unit be stated. But the major difference

between the two syllabuses {s that the 1inguistic content of a notional

unit ié derived from a behavioural analysis and not established independ-
ently of it. Therefore, the grouping and sequencing of items in a semantic

syllabus will undoubtedly differ from that of a struq}ural syllabus since,

&y Lo N
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for a ‘given function of language, the introduction of Varipus structures
might be necessary.

Thus, the notional sy11abu§'is Qifferent from other syllabuses T~
Bécause it takes the,communicative facts of 15ngua§e as its starting point
and goes on to examine the language neceSsar& to perform communicatively.

/
Wilkins considers the syllabus to be potentially superior to the grammatical

and situational syllabus because of -its wider sgggg which embraces both

’grammatica1 and situational factors. Moreover, Wilkins argues that the

concern with producing communicative competence by concentrating on the
functions of language, should, “in itself, be an important motﬁvatioﬁa1'
factor for the learners. J

In a-semantic syllabus the proces§ of grada;ion will vary depeﬁd{ng
on the kind of course dealt with. Fo} a geﬁéra] language tourse, one
should include thbsT concepts and functions which are;1ike1y to be of
widest value. For learners-needing a more specialized ‘language, the
gradation.is based on the types of .content needed to expfess a ndmber of

functions” related to a number of situations. However, whatever the type

- of course considered, "The process of deciding what to teach is.based on

considerations of what the learners should most usefully bg abﬁe to
comuunicate in the foreign language" (Wilkins, 1976{ p. 19).
We shall now examine briefly thé type of met%ﬁanguage used in a

semantic syllabus in order to characterize the type of analysis which

. underlies it and observe how the syllabus is operationalized.

~

‘Wilkins distinguishes three types of meaning that can be conveyed
in the uttering of a sentence: 1) propositional meaning whﬁdh, in-the
semantic syllabus, is  found under the heading “"semantico-grammatical"

categories (e.g. time, quantity, .space); 2) modal meaning, found under

o

TN



T e e e

-41-

"categories of modal meaning" (e.g. obligation, possibility); and 3) function

of the sentence, which refers to the use to which a sentgnce is being'put_by

the speaker, and is found under "categories of communicative functions" (e.q.

judgement and evaluation, éuasion, argument)’ ‘These categories arise from
"the fundamental distinction between what. we do through language and what we
report by means of language" (Wilkins, 1976, p. 41).

In Threshold Level English. (Pergamon Press, 1975), Van Ek submits an

, inventory of‘language functions and notions which are seen as essential for

the attainment of what is considered as "the lowest level of general ability
to be recognized in the unit/credit system" (p. 11). "A unit-system is a
learning-system destgned to tater for individual learners... It breaks

down a global learning-task... into portions, or units,..." (p. 6). Thres-

hold Level English ts, 1n\fact, an attempt at enumerating the possible lan-
guaéé;content of a course using the\frameyork proQided by Wilkins. In order
fo de fine 1an§uage-1earning objectives, 'including tﬁe'items to be learned,

% model is proposed which specifies the following components:

1. The situations in which the foreign language will be used,
including the topics which will be dealt with; .
(e.g. stranger/stranger, neutrality, foreign country
indoors, accommodation, boarding house, topic = rent?h

2. The language activities in which the learner will engage;
(e.g. the Tearners will be able to complete hotel
- registration ‘forms).

3. The language functions which the lea}ners will fulfill;
. (e.g. imparting .and seeking factual information: asking).

4, What the learner will be able to do with respect to each
topic; (e.g. learners should be able to give and seek
information about themselves and, if applicable, others,
with regard to: name, address). L.

6. The_general notions which the learner will be able to
handle; (e.g. notions of properties and qualities:
spattal and temporal; location).

6. The specific notions which the learner will be able to
* handle; (e.g. personal identification: "what's your name?").

7. The.language forms which the learner will be able to use;
" .(e.g. asking: question-word sentences with: what, when,
for productive use).

—



A—

- 42 -

8. The degree of skill with which the learner will be able
to perform; (e.g. that as a speaker the learner can
make himself easily understood by a 1istener with nati- .
ve or near-native command of the language)<

As can be seen by the eight steps that have been followed in order

| to specify the components to be learned by a group of learners, and the

examples we chose in Threshold Level English, the content of a semantic

syllabus can be as detailed and specific as the content of a structural
syllabus. The grouping of items is made principally on the basis of
avai]abi1i;y and coverage, rather than on the basis of frequency or

range of a particular item, and the sequence of presentation of the ma-

, ¢ ..
“terial depends on the particular needs that have been identified for a

Qarticuiar group of learners. ¥ |

* Although the gradation within the semantic syllabus, as exemplified

by that of Threshold Level English, follows a logical line coherent with

the principles elaborated by Wilkins, it cannot be said to be simpler to
use, from a practical point of view, than that proposed by the structural
syllabus. For some, the use of such an approach to determine the content

of a course is unrealistic and unnecessary. 0'Neil (1977) criticizes

‘ \
this approach:

My thesis here is simple. You cannot judge materials or
a lesson through reference to narrpw functional/notional
criteria alone. An approach based solely upon such cri-
teria 1s likely, ultimately, to be sterile and unpalat-
able... the idea that "everything I write or teach must.
be seen to be of direct value to the learner in situations
. we can predict he or she will encounter” is based on a
delusion. Secondly, it cannot be carried out. Thirdly,
“if you try to do so, you will debauch the concept of"
(communication itself (p. 8).

0'Neil quotés Dakin (The Language Laboratory and Language Learning,

'1973, pp. 6-7) to suppoft his own view of communication: "Communication

is essentially peréonal, the expression of personal needs, feelings, -

,

experiences and'knowledge,‘in sitbations that are never quite the '
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~ same" (in Holden, 1977, p. 8). For O'Neil, since it is impossible: for

anybody to have prediéted what each learner will want to say in a si-

. tuation, what teaching needs is,a stronger concept of something which

~

should be at the center of any approach to language teaching, that of
"generé]ising grammar lTearning”, a concept advocated by Wilkins and

- ¢
which 0'Neil interprets as being the same as what Chomsky re-emphasized

iﬁ the 1950's. We shall consider this-concept in greater length in the

" next chapter when we elaborate the\pringiples we have chosen to guide

the design of our course.

\

Van Ek does not supply any information as to the actual techniques
. N l
that should be employed in a course to present the content of a semantic
syllabus to the learner. Just as repetition and substitution drills

were considered to be productive devices to foster the deve}opment of

Jinguistic automatisms in the strong application of the structural syl-

labus, and just as the memorization of dialogues was seen as:a way of
helping the learners develop their speaking abilities in the situational
syllabus, it is important for materials writers and teachers to know
what type of interaction has been retained by the proponents of new ap-
proaches to language teéching, in this case, the semantic approach. ‘
Wilkins (197@) does consider some implications for the process of
teaching carried by the semantic syllabus. For him, if:
We adopt procedures that are congruent with what we
regard as the proper objectives of language teaching...
We need to introduce new forms of Janguage learning
materials and we need to have at our dispo¥al new
techniques of assessment (p, 77),
- ] . . T
So far, 1t seems that the application of a semantic syllabus should

always be seen in a perspective of communication in which a producer and

recefver interact and‘change roles alternatingly. The use of authentic

~

«
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materials is eﬁ;hasized in all areas and particu1§r1y for the development
of aural comprehenston which, in the case of the semantic syllabus, is
seen as occupying a primary position over productive skills, in the early
stages of language learning. Since it is not easy to provide ideal spoken
materials, the use of audio-visual eqﬁipment is s ehbﬁs necessary. Finally,
the use of extended discourse, in the form of dialogues is cpnsidered
crucial since:‘
... learning baéed on a n;tional syllabus demands a
lTinguistic context for utterances that is larger than
the Sentente and might well be founded on the typical
sequence of language functions that recur in!natural
Tanguage use (Wilkins, 1976, p. 80).
In a course based gn the semantic approach, learners have to par-
1cipate actively in role-playing activities whﬂch can be based on the
dialogues described above, and on problem-solving activities which require
that the learner provide personal insight to the solution of a particu]af ’
problem. The increasing popularity of such activities can be ebserved in
their inclusion in recent texts and by the inter%st they create in
conferences for language teachers. ‘
Whereas in the traditional applications of tﬁe structural syllabus
the knowledge of learners was evaluated by means of discrete-point tests or
by oral assessment techniques thch usual]y dup11c§téd the drills used for
developing language abilities, 5therpinstruments aﬁg necessary for testing

within the framework of a semantic syllabus. Here the task of testing be-

comes more complex since the criteria are no 1onger\so1e1y grammatical but

also cover other areas of linguistic performance suc\ as conceptual, modal
and functional meanings, that were referred to earlier. Wilkins sees
adequate tests as being-tests of integrated instead of isolated skills. //

Recently, such works as B.J. Carroli's (Testing Communicative Perfbrmanc#,

/
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Oxford, Pergamon Press, 1980) have 1nvestigaéed the testing\af communicative

) T e

performance and have provided elements for thg design of a criteriqn-o;ieni-.y
ed.gnalysis and a norm-based approach to handling of the data.

The preceﬂing considerations make exp]icii the various important
demands that the use of.a semantic'framéwork, or communicative framework,
imposes on the‘fie]d,of second/foreign language education. INot on1§’&6es

it involve new types of classroom interaction that require talent and in-

genuity on the part of teachers who, more often than not, have to deal

- _With groups of thirty studénts, but it also imb1ies a new way of assessing .,

3

Tanguage skills which differs from the techniques currently used and which
demand of the proféssiona1§ concerned that they be ready to accébt whai o

may seem, on the surface, to be subjective testing instruments. o

As a concluding remark, we would like to mention that, in our opinion, P

. in order to be fruitful and to be more than a passing vogue, the'use’of a

more communicative approach for the teaéhing of foreigh languages, mostly
if it is accompanied.hy the adoption of new semantic texts, sﬁould be

evaluated during, as well as after, ils implementation in the curricg]um,
Only theh.can one have the proof of fhe quality of the 1hp1;mentation‘of

>

the new syllabus as well as dafa that can pe used to evaluate the adequacy .,

_of its different components'for the tasks théy should perforin.

In this chapter we have examined what are usually-referred to as the

¢
bases of language teachingf//he have emphasized the opinion advariced by

-many wﬁiters‘-— Corder (1973), Howatt (Y974), Wilkins (1976)'ahd Prator -

(1979) -- that in'order to be complete, a syllabus must take into account o

factors that are interrelated in any language teaching/]eqrniné situation. s

IS
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These factors are related td aspects of theory of ianguage, theory of
4 . . » . ' ’ '
learning, and to the aims of, ]anguage instruction. Each.of these- three

bases was examined 1h order to define its- part1cu1ar role. in the 1angdage
teaching/]earning process. - o .,\_ A o T e

I

In the second part of the chapter ye dlrected our attention to the

descrlptvon of the three types of foreign language teaching sy]]abuses we

’

be11eve to be the most influential today. 'The descr1pt1ons focussed on’

the pr1nc1ﬁ1es gu1dtng the sy]labdses as wel] as on their use W1th1n the
« s classroom. -Different references»were used to under11ne major -areas of .
debate he1ated to each sy]]abusd‘ An effort was. made to analyse the sy]- “
1abuses in a way th;t showed both the type of 1nteract10ns they 1mposed
on 1anguage teach1ng apd 1earn1ng and the View of 1anguage acqu1s1¢1on
they‘carr1ed. Such a dua1 focus was considered .desirable for the
completion of our- task. -, - .
As ‘was mentloned at the beg1nning of the chapter our aim in rev1ew1ng
| these three types of’syqlabuses ‘Was to finq‘the aray of major opt1ons -
. ‘available to us to help decision Mak1ng for.syllabus design. The pr1ncihles
adopted to guide the conception of the cohree are presented in the next :
-chapter. -As such, they are gu1deposts derived from a personal\combinajion E
ofﬁghcrretical Factors found 1n\the three ‘approaches we described rather

than on any single“ope. . o : L . L

LA . !

- .




-CHAPTER, THREE

3
N

A “a

' ' Syllabus designers, material - writers and teachers usually Opereze

under some sort of control or structure. Guidelines are set by govern-
ment bodies schoo] boards .publishers, or agencfes and offer some ’g.uid‘: 4

¥

ance as weH as limits, to the educator's, range of action.  The cons-

' tr.amtfn the syllabus des1gn be1ng discussed in this thesis are somé-
f

what different. Obkus]y soNactors have. already been determined
which, tg some extent, set restnctwns for the course. the population,
the rationa‘le for the ceurse, 11m1ts of time and space Howevef, unlike
most :h-stances of curriculum des1gn we are awarded total freedom as to
the approach, method and techniques to be used, si‘nce we do not have to
account for our decisions to an administrative body: .This is what die-
t'inguj'shes the present p}ocessy from mo\stv of what currently exists in the
warld of education. Ne;/ertheless',' we are working uﬁder a §e1 f-imposed

constraint: that of preparing materials that could be readily appﬁcabTe

de

. in an actual teaching/learning situation. ‘ ’ : .

v * ) e
A price must be baid for the absence of administrative control over
the conception of the course however that. of stating a general "philoso—

2’ .
phy" for the course, that of e1aborating a set of guidel Tnes, and that. of

conceiving a coherent body of techniques ar&i mteriaIs. U1t'lmate1y, $he

:product should prove to .be somewhat origﬁmﬂ, otherwise this wou1d mean

4
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there was no justification for the desigh of this course in the fips}f
p]ace
¢ L3
we shall f1rst consider the general aim of the coq&se and the concept
" of specific purpose in language teaching/learning as app]ied to this
'project.. This should set the project ih its own perspective. MNext
| will gome‘the principles we have chpsen, or elaborated, to guide the
design oflthe course. These hi]] be approached in the ‘1ight of the )
three bases of language teaching/lea’fing we referred to in the second

chapter, namely, linguistics, psychology and education. Then we shall -

turn to the criteria selected for grouping and sequenciné of "the syllabus

content. Finally, we shall provide the'guide1tnes~aé to the type of A

0

‘cfassroom interaction and teaching/learning techniques to be faVoured"fpr.

the imp}ementation of the syllabus.

. THE NEED FOR A GLOBAL APPROACH |
As we stated in Chapter One, the aim of the present thesis is
to de51gn a couhse in-English as a second 1anguage for a popu]at1on Of
French Canad1ans who go to Fipr1da regu]ar]y The e]ements conta1ned
in this genera] aim can “serve two purposes F1rst, they set boundaries and
: they prov1de a point of focus. ‘for the design of the course ;tbelf ahq
for the preparation of the materials. Second, each elenent'that mahes up
N the aim carries, in itself, enough information potent1;\ for the e1aborat10n'

of a global approach on whjch to_base the design of the course.

By approach we mean a sort of bias, a personal view -- that should

be constant -- that will give the course a colour of its own. In fact, . ol
- ' , \ .

¢

all courses can be said to hate théir own “pehsona11ty", a h]end‘of theory
| and its'application in a specific set of materials. In our opinion, the

> o /
properties and qualities of a course should be the result of conscious o
. ' N ’
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- _and Mountford (1978) identify two characteristics possessed by courses

< .49 - /

' choices made in the light of a global approach edgﬁted for a specific

/

instance of curriculum design. . ya
Our choices will be made according to what we consider 1mportant in

the composition of each element that makes up the general aim, j.e. what

is meant by 1) "a course" in 2) "English’as a second language" for 3)

‘2 "population of French-Canadians" 4)’"who go to F]oridayregu1ar1y"

By "a course" we mean a specif1c product of app11ed Tinguistic,

' psychological and educat1ona1 princ1p1es, limited in time and space.

-The term "Eng]lsh as a second/language" deflned as "the situation where

two languages are used for different purposes in the same community"

(Hoyatt 1974, p 2), e?n be mislead1ng, as could be the term "English g
as a’%ore1gn language which implies "that there is a fa1r]y clear dis- >
tinction in people’ s minds between a home community and a foreign commu- |

nity, each speaking a d1fferent 1anguage" (Howatt, 1974, p. 2). JInstead, o

e be11eve we are dea11ng'w1th a b]end of both concepts which woudd be

better dese;ibeﬂ as "English as a n6n~netiv§ language which is familiar
to the/ﬁearners". Therefore; “a course" in "English" for a "population
of/ rench-Canadians", i.e.t a particular group of peeple who are undoub-
tedly'hll‘unique, but who share common cha%acteristics which can be‘as-
sumed to affect language 1earning. A group of peaple of a certain age,
sﬁaring the same mother tongue, tﬁe‘same cufiture, who have been exposed to
a ceryain type of education and to a certain amount of English so far in \ "
their 1ives. And f1na11y, “who go to Florida regu1ar1y“, which constitutes )
both the reason for language learning and the se:%ing for its future use.

: These four e{ementsffgnstitute a body of factors which enableé us to (,

\

©

refer to the course as a case of English for specific purposes. Mackay
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labelled ESP:

This "field" of English language teaching possesses two
important characteristics which tnfluence profoundly

the methodology not only of materials production but of
classroom activity: firstly, the close association of

.~ special purpose language teaching with adult learners, .

or, at least, learners at the post-secondary level of

general education; and secondly, the important auxiliary

role that the English language is called upon to play

in such cases {p. 2).

If these characteristics of ESP courses subsequently influence both the
production ofjmateria]s and classroom activity, they can be said to
create conditions for language learning, which also contribute to the
environment within which the making of a specific approach for the course
is to be conceived.

In this course, the'use we will make of what we know about the
learners and the setting for the'uselof the second Tanguage, combined\\\

, with the linguistic, psycho]ogic}] and educational principles we have
chosen to adhere to, shall be influenced by the desire to attain our main
objective: that of designing a course.fﬁgt would provide adult learners
who have French as their mother tongue with a basic communicative COﬁpe-
tence in Engliéh that would enable them to- funftion more efficiently as
tourists or part-timé residents in an English-speaking environment.

We particularly like the concept of specific purpese, as described by
! )

_Mackay and Mountford, and will eﬁdeavour to make our course "genuinely" .
~ ESP. This does not mean that we want to follow a particular framework of,
ESP type of course desigh. however. What is 1mp11ed‘}ather is that we
think we are dealing with an ideal instance of English for specific purpo-
ses and that we shall take advantage of this. Not only are we working on a
course ‘where "learning aims can be defined 1n terms of these specific pur-

poses to which languiée'will be put" (Mackay and Mountford, 1978, p. 3),

but we are also .dealing with a course for a specific clientele, 1iving,

( R

’ N t

‘ -
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a specific kind :f 1ife in a specific setting. In fact, there are many.

specific.things gbout this instance of curriculum deéign and it is 1in the
, .

account we will ltake of these speci%ics that the course should acquire
/

its "colour". f ‘

.
!

We shall now turn to the principles, or guwdellnes we have adopted.

‘They have been arrived at by trying to v1sua11ze how language learning

could best take place within the boundaries of the course, using what seems
." - - , 4
to be particplé?ly relevant in current theory and also using occasionally

what is sometimes forgotten or what has been forbidden in the field of
. / :
language tehchidg/]earnihg (the "dogmatic dos and don'ts of not so long ago"

9
Taggart, 1980, p. 20).

"\ This/ W111 be fac111tated by the fact that we adopt a specific purpose

\
perspective for the design of the. course, a perspective, we be11eve, which

a]]qws for much greater freedom in methodo]ogy than does general course

des1gn which may require the writer to take the Tearner from po1nt A to
point Z over a period of five years. | |

;Ne see the course as an entity, complete in itself, even though it
will, in fact, only deal with a 1imited portion of the Englieh’language:
Therefore, the course should not be considered as the first level of a
series of courses to be offered to beginners aiming at general fluency.
It is .. rather a course for people who want to improve their eommunicative
skills }n English, anq will include materials designed for people who have

a very limited knowledge of English syntax. We think, however, that the

- framework could also be used for learners who already have a basic command

of English since its design is not linear and allows for the introduction

of other 1anguage ftems that are not covered in the course.

p A
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GUIDING PRINCIPLES

[

.The Living Webster Encyclopedic Dictionary of the English Languagé
(1971) defines the word "principle" as: . L
" A general truth; ... a  method or rule adopted as the
basis for -action or conduct; ... the primary source
from which anything proceeds; ... a law on which others
are founded or from which othefs arerderived (p. 757).
The following ideas certainly are not truths. At best they are be-
‘liefs. They are ideas that have intuitional appeal and which seem to
reflect the current "state of the art" in the area of curriculum desigﬁ
and second language achiﬁition. This is why they have been "adoptedf
for action or conduct".
In the same way that each individu&] idea retained here does not

claim to be a fully fledged principle, the set of ideas does not pretend

to be comprehensive. However, the ideas do cover a range of factors

which take into account the three Qimensions encountered in method, i.e'.,~

lingufstic, psychological and educational, gnd are considered io be suf—

ficient for our current pu?ﬁose. )
. Although method is derived from fﬁrée distinct areas of knowledge,

.and principles can be elaborated that come from each of ‘them, 'it is not

easy, 1n practice, to order a get of’ghide1ines supporting an actual ;

course into three distinct'éategor1es. Applied to a teaching/learning

" sftuation, linguistic, psychological and educational principles blend

and—intefagt to become operational. Therefore, we have chosen to

present the principles under a single heading starting with those per-

taining to 1inguistic concerns to move on to principles that are derived

from,psycho1ogica1 and educational theory. »
In the following section we shall state some general prinqip]eswh1ch

are seen as basic in the areas eomposjﬁg method. * As enunciated in 'the

A

~
iy
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Webster's definition of "principle”, these:}e the "law(s) on which

others are founded or from which others are derived". We will enumerate‘
these secondary ideas as they ’wi'H clarify the orientation of the> di f-

ferent tasks and aspects involved in curriculum design. Ultimately, the
various gyuideh’nes‘ which are proposed should form a coherent, if inevit-
ably incorﬁp]ete, body of method. The translation of the principles into

the actual course will be carried out in.Chapters Four and Five,

#1 TEACH LANGUA‘(‘%E AS AND FOR COMMUNICATION

This principle is at the heart of the course., It is taken from Wid-
dowson (1980). It emphasizes the communicative character of language
that should be preserved when language is presented to the learner, as
well as the desired outcome of the teaching/learning process. The choice
of this principle as the focus for the course goes be}o\nd the current po-
pularity of the concept in ‘the field of'language tea’chirg.\\we believe

that the specific purpose involved in the course we dgsigning is

exactly a purpose of communication. In our opinion, the need for such a

course is the result of a reélization made by this popu!'atio of learners

" that comes from having experienced, while in F1orida, difficulties in

communicaf'lng with people in their environment. Consequently, if they .
approach language learning as a so'l ution to their communication problem
it appears logical that the course they take should aim at teaching lan-
guage both as and for communication. If this is done, the materials and
their use in the course should prove to be- pedagogically productive.

They should‘ appedl to the learners by their explicit resembl\ance to lan-
guage in use and they shquld foster the development of communicative lin-
guistic skills by presenting 1an}age as communication and encouraging the

expression, on the learners' part, of language for communicative purposes.
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An important question surfaces at this'point, however: H;; can we
present language.as communication to beginners? At first sight, t;;ch—
ing language as/Communication would seem to imply the use, in the class-
room, of documents wh{ch presént language used naturally, without eeda-
%ogic modifications. This point has been considered by Widdowson (1980,
pp. 18=-19). We agree' wiith his conclusions to the effect that if the ob-
jeciives of language learning have to do with the use of the Tanguage as
i effective communication, it qoes not automatically follow that a syllabus
be made up exclusively of authentic matfria]s. ,For pedagogical consider-
ations we may decide to use different types of linguistic data to expose
the 1eargers to what we feel is moée important to recognize at a given
level. However, we shall try to use authentic materia]s‘as much as pos-
sible and facilitate its decoding by allowing the learners to tap the res-
sources they feel they need‘in orqer~to understand, ‘and' to learn. We shall
elaborate more on this idea when we consider- principles related tolearning.
nith respect to the terminology to.be used to present and to com-
ment on language, we shall use a metalanguage which derives mainly from a
very broad use of notional-functional terms as well as terms founc] in struc-
tural descriptions of language. Although the method will be eclectic in
_essence énd shall draw from the three approaches we described in theprevious'
chapter for the classroom techniques ;o bg used, the.focus it§e1f wi11rema§n‘
constant: the-objective is to teéach the communicative use of'lanéuage.
At this stage of course devefopment, two notions are particularly useful
~ to deteymine with more precision what is 1mpl%ed by the term "communicative
‘use" of language: that of communicative competence and that of "competence

of transfer". The former shall be appzoached in the path traced by Corder
(1973), Widdowson (1978, 1980, 1981) and Wilkins. (1976, 1981). By examining

rid
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briefly what is implied in language performance and the gommunicative
use 6f language, criteria can be identified which will #%ci]%tate a gra-
dation of items in the syllabus adequate for the development of a com-
municative competence in the target 1an£uage. This conception is fur-
ther reinfbrcea by factors which are particular to the situation we are
dealing with, ;hch as the proximity of the L1 and L2 codes. |

It if this proximity between French and English which incites us to
talk about a ;competenée of language transfer". In our opinjon, "com-
petence of transfer" is in fact a part of the broader copcept of “com-
municative competence". Competence of transfer refers to the Possible
and deéirab]e positive uses of language tragsfer, that is, the ability
to make use of or exploit transfer of the knowledge one already pos;es-
ses of how to communicate using Tanguage. In the next seéction we shall
discuss what implications these two notions have on the course and we

A}

shall also examine the various uses of the mother tongue‘in fhe teaching

. and learning of the L2.

It must be remembered that theée two notions a;e examined here in
their applicability to the particular situation we are considering and
that although they may be relevant to other situations, or to Tanguage
learning 1in general, the scope of the dissertation does not.allow us to .'

consider these other applications.

. COMMUNICATIVE COMPETENCE

USE_AND USAGE

In his critical description of "the grammatical syllabus Corder (1973)
states: "The leéfning of something must: surely involve the ability to
use it acceptably, 1.e., discover its function" (p. 310). Further in the

book another statement is made which makes explicit the type of use

s
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-intended above: "The object of!]anguaﬁé learning is to be able to com-

municate" (p. 312). For Corder communication is the observable outcome

of the psychological process referred to as language performance. It

" 1nvolves both receptive and productive skills.

»
Wilkins (1976) agrees with Corder as to the aim of language learn-
ing. For him people who speak the same language share a communicative
competence which includes a grammatical competence -- the aspect which

was stressed in the grammatical approach. For Wilkins: "The learner

.'has to learn rules of communication as well as rules of grammar” (p. 11).

Widdowson (1978) also acknowledges both these aspects found in lan-
guage performance when he introduces fhé notions of usage and use. How-
ever, Widdowson goes beyond this theoretical.distinction by providing
guide]ineS for the grading of items within a syllabus in which the com-

municative aspect of language is’emphasized. This is done by examining

the two kinds of meaning found in the manifestation of the language

system as usage and its realization as use:

Sentences have meaning as instances of usage: they

express propositions by combining words into struc-

tures in accordance with grammatical rules. We will

- call this kind of meaning signification. The second

kind of meaning is that which sentences and parts of

sentences assume when they are put to use for commu-

nicative purposes. We will refer to this as value (p. 11).
Widdowson advocates the design of language teaching courses with refer-
rence to use, instead of usage, since the knowledge.of rules of usage '
is automatically implied in the communicative use of language. In this
respect, Widdowson suggests that items with the highest potential "value"
be introduced first in a course since they are the ones most likely to

be needed by the learner.

/

5
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The preceding considerations enable a more precise specification
of the general principle we first proposed; we shall teach lanéuage

as and for comunicétion by following these rules:

-1 IN TEACHING, FIRST EMPHASIZE ASPECTS OF LANGUAGE'
#2 USE, THEN ASPECTS OF USAGE

#3 | WHEN SELECTING AND GRADING LANGUAGE ITEMS CHOOSE o
THOSE' WITH HIGHEST POTENTIAL VALUE PRIMARILY :

B
)

As mucﬂ as we believe in the importance of communicative realizations.
of language in a language teaching.course, we also think that language is a

system and must also be presented as such. Language is organized. It

shows evidence of rules governing its formation. A functional presentation
: 4

.of language in a course does not erase the necessity of some kind of learning

of the rules governing language. If the sometimes totally exclusive focus

on,the form or structure of language (usage) that characterized the

structural approach did nqt constitute an ideal model for language teach‘ing
- even for the syntactic component of language - the problem of devesiop'ilng
a communicative competence, whicﬁ of' course includes grammatical competence,
is not automatically resolved by adopting a new set of terms for describin§

]'Sn'guage. This is what Widdowson stresses in his introduction to Teaching

Language As Communication (Oxford University Press, 1978):
"We do not progress very far in our pedagogy by simply
replacing abstract isolates of a Tinguistic kind by those
of a cognitive or behavioural kind." (p. IX).
What we need is an appiroach which has a botentiﬂ of facilitating the

internalization of grammatical rules without abandoning the concei‘n for the
communicative use of language. ’ ‘
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The need for this is recognized explicitly /by most researéhers we
referred to in this thesis. For Corder (1973)/the task of the
designer is to teach items which are rel ated/to ;each otlhef to enable
the learner "to discover underlying regulafifies, or, as wercaﬂed them..‘.
"significant generalizations" Zp. 306). . Interestingly, as pointed out
by O'Neil (1977), Wilkins (1976) is the one who specifies this
notion of generaltfzation as appli ble to a semantic
syllabus thus making it clear that/the adoption of a semantic approach
to language /teaching. -~orof any broader communicative approach for

that matter =-is by no means & refutation of the importance of the

gf:ammatica’l- component of la g\uage. For Wilkins:

' "Language teaching depends on our ability to make general-
izations about 1anguage structure, otherwise language learning
would be the acquisition of individual,.sentences or utterances...
In the case of/ the grammar, one achieves generalization by
focussing on/the most productive aspects of the grammatical

) . system, aspegcts where on the basis of a few examples a rule

can be formulated which then applies very widely through the Y\
language./ In the case of the functional aspects of language,

v one lookd for a recurrent association between a given function

generaljzing grammar learning we have formulated these rules:
TEACWIN& ASPECTS OF USE WILL BE DONE BY PRESENTING LANGUAGE .

FIRST AND MAINLY USING A METALANGUAGE WHICH EMPHASIZES THE
' FUNCTIONS WHICH LANGUAGE FULFILLS

5 WHEN PRESENTED TO THE LEARNERS, THE METALANGUAGE
SHALL BE KEPT GENERAL AND SIMPLE

LY
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\ AFTER HAVING PARTICIPATED IN RECEPTIVE ‘AND PRODUCTIVE USE OF
\#6 | LANGUAGE IN (A) CHOSEN FUNCTION(S), THE LEARNERS WILL BE GIVEN
\~" | _EXPLANATIONS AND PRACTICE ON THE LINGUISTIC FEATURES WHICH

\ REALIZE THE FUNCTION

; <

i
\ - ’ ' . ) ¢
: \ In their emphasis on the importance of helping learners internalize

.

gkanmatica] rules, Corder (1973) and Wilkins (1981) mention some factors

w*

" which may help attaining this goal. Corder, who seems to favour techniques
which aim at having learners discover the rules, stresses the Jimport'ancel
of developing recepti ve skills before productive skills:

| . obv1ous]y some exposure to language is necessary in

order to discover its ru]es,%nd consequently some learning -~

c(;f rece;))twe skills must ogically .precede productwe activity." *
° p. 321 : - ‘ .

- .

In his address at the 1981 SPEAQ convention in Mdntreal, Wilkins
{(Note 2) made concrete suggestions for the implementation of communicative
teaching in the public school-system, a setting in which the usual procedure

of identifying learners' needs, establishing notions and functions to be o

taught and Hstilng the linguistic forms needed to carry out the functions, ’
camot, in practice, be fodlowed. These suggestwns are seen as relevant

even for a specific situation such as ours. Wilkins suggests that genera]

»

characteristics of language such as statements, questions and requests be '

o

stressed in the ‘early stages of language learning, a]wayg using language
“that is_highly contextualized. The second suggestion m%‘de dealt with the
misleading traditional ;radation of skills. Wilkins sees the optimal
sequence as being: reading, writing, listening and speaking. This sequence
is based on a learner’s perspective, in that it starts with the language
activities' that are easiest to engage in. Factors sudr;-as time’constraint,

t

: avai]abﬂ'ity of materials, and-classroom restrictions j’ust'ify this grédation.
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fore1gn language.
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In our opinion, what Wilkins in fact;ggfﬁiz out are the serious '

3

prob]éms -1€arners are faced with when trying to speak us1ng a second or

v

reper§b1re, under severe time constraints. In a c1assroom setting,

speaking processes can only be stimu;\fed if students are frequent1y '

exposed to "condi tions that encourage the use of this productive skill.

. In peality, many factors are at play which make oral skills d1E>ch1t

|

to: master.

!

Jhe specific purpose involved in the course-considered in this .

" thesis and the highly Timited number of classroom hours to be* had

go against the integral apb]ication of'wilkins"sequence of skills here.” *

" However, it .is our opinion

-

- ¢ ' ...l t:' . ‘
o \ ' ’ /

ﬁAJOR EMPHASIS SHALL BE PUT ON THE DEVELOPMENT OF ORAL RECEPTIVE

‘ . 'AND PRODUCTIVE SKILLS

#8

- . ¢
« - X P

A3

THE LEARNERS' LISTENING ABILITIES WILL BE TRAINED MOSTLY OUT
QE;ELASS USING RECORDED MATERIALS. SPEAKING SKILLS WILL BE
EMPHASIZED DURING CONTACT HOURS -

/

GENERAL CHARACTERISTICS OF LANGUAGE SUCH AS STATEMENTS, QUESTIONS
AND REQUESTS SHALL CONSTITUTE THE LINGUISTIC FOCUS FOR THE COURSE.

'THESE GENERAL CHARACTERISTICS SHALL BE PRESENTED AS CONSTITUENTS

d OF THE LANGUAGE FUNCTIONS COMPOSING THE COURSE

&Q

*ALL THE ACTIVITIES MAKING UP THE COURSE SHALL ‘PRESENT LANGUAGE
AND LANGUAGE ITEMS IN RELATION:- TO SOCIAL CONTEXTS THEY ARE
. i LIKELY TO BE APPLIED IN

T‘ .

To speak a learner must draw from his/her own ]1ngu1st1c ;
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. #1 IN FLORIDA SHOULD BE DISCUSSED
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So ‘far we have considered princ{b]es that deal with the linguistic
componeﬁt of methéd. TheselprinctPIes $how the importance given to the
teaching of communicative ;spects of language performance and to the
deve]opment of both receptive and productiye sk1\1s However, in order

to make the process of communication elaborated so far more complete, we
need to add another component wh1cﬁ§hs also at p]ay in communication, i.e.,
the eu1ture of‘fheﬁbopu1atioﬁ speaking the target language a§‘ﬁm¥'be
exeerienced by the learners in their social transactions in Florida.

For the scope qf this course, cu]tural‘informat{on eha11 deal oﬁﬁy J
with aspects whicﬁ are direct]y relevant to the language syllabus presented
in the course. For instange, the teacher could have~the learners relate
experiences they had when eating out in cafeteria style pgstaurants in
order to make tth reaiize that‘when they are in such a setting factors
are at p1ay which contr1bute to giving the visitor a feeling of being
10 t, unab]e to respond to the emp16yees sometimes rggihbehav1our ' a.-‘

Therefore, . ' , 7 : .

3

WHENEVER APPROPRIATE, TRAITS PERTAINING TO LIFE AND PEQOPLE

We are aware of the dangers of stereotyping involved in such a principle,

" but we do not feel that.this justifies itsnot being incorporated in the

course. ¢ "’ I ’ . :

COMPETENCE OF TRANSFER N *

L] .
>» In Chapter one we pointed out the“fact that some communication can

.4 .
take place even with a very limitedﬂcOmmand of a language. We also mentioned
that this was often 1nd1rect1y recognized by French~Canad1ans in Florida

in their,accounts of s1tuat1oﬁ§ where they made themseYves understood and

\ a
[ - . o «

t

T
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where they, themselves, understood a message even though they "didn't:
speak English". Such situations are good examples of the important role

VoL, '
played by the para-linguistic components of communication such as gesture

and f;cial‘expreésions. Much of our eVenygay oral cqmmunication depends
., on para-]inguigzic cues. However, we would also like to think of these
situations as examples of the underlying structure of communication in
a second or fbreign 1ah§uage.
The view we adopt of communication is that which stresses the
H:éotiation of mean%ng implied in it. IU this perspective, speaking a
target language is seen a§ the éncoding in a L2 of an actual intention
'of‘signification. ‘A speaker wants to communicate ap idea or a feeling
; a meaning - in a code which is not his/her mother tongﬁe. It is in
this perspective that we approach the‘active role played by competenée of
"transfer in communication.
In our opinion, the adult learner Who is involved in coﬁmunicating
’/:7mh another speaker using the language spoken by the latter, -—thé L2 --
can be Seen,as trying to encode in a language the meanings s{?ﬁ wouTq Tike
to gep acf;;s" In oral production the speaker has to rgly on
his/her ﬁyB‘LZ repertoire, The latter can range .from é ;omp1ete ignofance
of the L2.code to a fully deQé]oped knowledge of it. The aspect wé‘wou1d
like to emphasize . is théf a speaker never ;tarts’frdm level zero when
communicating in a L2. People a]reédy have a fully deﬁe]oped and operationaT
too]ﬁatytheir disposal which is used unconsciously in any situation of'_, .-
. communication: the conﬁunicative competence they possess in iheir own native

’ language. Competénce of transfer thus refers to‘the use made of this

knowledge in communicating in a L2.

.

-
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‘Shou1d make.the learners /aware of the clue

63 -
Competence of transfer is an "ability" in Candlin's (Note 3) sense

of the term. _It is something which learners already make use of.-- It

differs from a "skil1" which refers to the conscious means used by a

‘Jearner to discover or convey meaning, such as using a dictionary. for

Candlin, abifities cannot be taught; they cqh'only be "called up". This
d1stinctjon is useful because~it makes clear the fact that what we refer
to as‘“comoetence‘of transfer".ic an ability shared, in various degrees,
by all 5peakers * | | | o

If competence of transfer is an ability and as such cannot be
taught, 1t can, on thesother hand, be recognized by the syllabus designer .
and in turn, by‘the Tearners. Is it not rather odd to see that methodsQ
and fully deveToped series of texthooks which aim at teaching a Ianguage
do not eyen recommend that”the teacher spend flVe minutes of a course to

d1scuss with the learners what is implied in communicating us1ng a second/

fbre1gn language? It would seem rgther obvious, for a group of adult

- Tearners in any case, that some clues or-views on how communication takes

‘place be discussed at the beg1nn1ng of a course which aims-at teaching

learners how to cahmunicate us1ng a foreign 1anguage

In our opinion, some ttme should be'spent discussfng what goes on

in communication. " The teacher_should try to show the learners, by osihg

]

‘examples that they cantcommunicate - end probably‘elready~have'done so -

*
w1th a speaker of the target 1anguage without even knowtng one word of
\

that language. Such an_activity should ph:juce two results.»F1rst, it

we'look fbr and use to convey
#

mean1ng Second {f the discussion was accompanied by activ1t1es which hequired

the Tearners to paﬁticipate in some kind of reconstruction of such situat1ons, ]

v,
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it should help the learners gain confidence in their potential to
communicate using a L2, even if they have a very limited command of that

1anguage;:)1t is from the preceding considerations that the following
P

‘princi 1le/is derived: ¥

#]é LEARNERS SHOULD HAVE THE OPPORTUNITY TO DISCOVER THAT THEY
. ALREADY HAVE COMMUNICATIVE ABILITY IN THE TARGET LANGUAGE

\

-« §

We referred to communication in a L2 as negotiation of meaning using
the L2 code. In practice however, an intermediate step betwéen the
. "cerebra]" source or representation of communication and 1ts actua:\vzatwn
in the L2 code is followed: this step is the mother tongue of the speaker.
We think that adult L2_speakers use their L1 to‘conceptha1;ze the meaning
" theywantto convey or understand in the L2. Thie hse of their L1 1e‘not

a choice on their part.  We thfnk it is‘abso1ute1y natural and normal that

“an adult épeaker should approach commuhication the way s/he ord1nari]y
does it, using a fully deveHoped mechanism: the mother tongue. '

In the realm of comhhnication in a L2, the firstf]anguaée of 42 learner
is’ the only point of reference the . learner can use. Dependence on this .
po1nt of reference should vary w1th the 1eve1 of competence reached in
the L2. The Tass qne'knows of the L?, the more one relies on Qne 3 natipe
lahguage.‘ Since the learners involved here are beginners, we postulate l
that they will rely quite heevi1y on French when‘cennmnicating in and |
\ 1earning English. .This unavoidable tendency is in fact reinforced here by

» v -
t

‘four factors other than the more cognitive one we already mentioned.
Fﬁrst the 1ncreasing intoTerance for ambiguities which usua]]y develops
Lnithlge should push them to réfer to French - the code they know - to

c}arify ambigu1t1es.. Second,‘the fact that the learners are seldom alone




. of other people they know;'a situation which usually inhibits 1inguis
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in Florida when they engage fn communication with speakers of English also

reinforces the tendency fall back on French since the actual necessity to

use the L2 often occurs as an "exceptiona1 moment"” in a 1ife led in French

with other French- Canadians The use of aspects of French will range from
transfer of patterns of communication to the employment af specific French
words. )The third factor 1s also related to this grouping behaviour which,
we think, goes against L2 use on the oart‘of the learners since they have

to-engage in communication using a code they do not fully master'i front

behaviour. The last factor which supports ths reliance on the mother tongue

when communicating in the target language has to do w1th the proximity of
French and Eng]ish as linguistic codes. French and English- share thousands
of cognates and also share structures which arelquite similar: These simi-
larities are_feit and very often are consciously known by the learners and
consequently are made use of. Thus, if using one's Li‘to-communicate can

be said to be a naturai phenomenon exhibited.by‘all L2 speakers, reference

'to French to communicate in English is a natural extension of this phenomenon

_since it is derived from the hypothesis -- productive in this case -- that

the second 1anguage is simi]ar to the first. As reported by Hakuta and

]

Cancino (1977) for researchers invoived in error anaiysis studies this

postuiate reflects the attive process of hypothesis testing which is consi-

dered an important device for the acquisition of a foreign language

In our opinion if communicative abi]ities can be transfered from

* one language ‘to another and if reference to one's first 1anguage is natural

-~ and we beiieve it is -~ then techniques must be devised to show the

“learners how to take advantage of these resources, This is what is

v

implied 1n the next principle.
5 . o
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. LEARNERS 'SHOULD BE TAUGHT HO“ TO MAKE POSITIVE USE OF THE
#13 COMPETENCE THEY HAVE ALREADY ACQUIRED IN THEIR MOTHER TONGUE
‘ * . AND OF THE PROXIMITY BETWEEN FRENCH AND ENGLISH

Making use of the first language does not mean ustng translation as a
" basic activity to develop comoetence, nor does it mean that a second language
course should be taught in a language other than the target language. We
think that this prin¢iple covers, in tact, three different aspects of the ,use
of the mother tdngue First is the level of communication. At this level,
making pos1t1ve use of the communicative competence one has already developed
in one's mother tongue means, as postulated by Widdowson (1981):

. appliquer & des données 1angag1éres nouvelles la

‘comp&tence de communication qu'il a acquise avec sa
langue maternefle... (p. 20). .

LY
or-explained in other words by Widdowson (1980):
... to_make the learner realize that the foreign

language operates by means of the same communicative
~principles as h1s own _(p. 25). ‘

In the present ESP course this w111 be done by selecting the linguistic
content of the course according to the "problems" or situations the learners |
have tofso]ve or take part in when they are in Florida. If the syllabus
focusses on situations encounteredfin the targbt language setting and uses
these as major components for the course, learning the L2 is thus the neces-
sary task to be accomp1isned by the learner who is trying to negotiate mean-
ing to sustain and comp1ete communication 1n the [2 In our opinion, it must
be pointed out that the actua1 concept of teaching and-]earn1ng a language for -

_specific purposes really acquires its ful1 va]ue when the  learning pf a lan-
guage i1s approached in the way described above i.e., by concentrating on the
"prob]emé" encountered by the learners in the L2 environment. Contrary to

general course design, the specific settings and situations involved in a Esp”

course constitute a source of pertinent and motivating types of problems

t
4

v e rlee.




o

L
A

~ areas of language that could be developed very rapidly by encouraging the
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which can be used to teach the language. Moreover, using actual situations
.of communication as starting points for language learning should engender

.

appropriate conditions for a genuine interaction between the teacher and

. learners. .

We think-that jhe type of transfer mentioned by Widdowsen will be

nting the content of the course, i.e., the language, first

!

facilitated b{ pres
as a set of functions which are carried out by }anguagg. The learners will
thus be first faced with Tinguistic activities which must be accomplished
"in another che‘rather than with a linguistic item or stfucture which they
are asked to master. The latter. technique could result'in 9éeing 1garners
trying to find the L1 equivalent for a struéture of the‘L2, a process which
would bring learning closer to translation than to transfer.
The secpnd area‘covéred by the prin;ip]e is that of language. Making

o’

use of the proximity between French and English refers to the specific

learners to associate elements of their L1 to that of the ‘target language

they ‘are learning. For our course we will focus mainly on cognates. French
and.English share thousands of words'which for the most part, have kept the
same meaning. .By enEourag}ng the learners to draw from Fheir L1 repertoire
when communication fails, and also as a skill for building one's vocabu1a}y,
we be]ievé linguistic competence can be developed much more rapidly than
would be the case if’thé L1 and the target 1an§uage were approached as
completely dissociated entities,' Moreover, encouraging reference to such
abf]ities is only é recognitidn of what learners probably already do when
trying to learn a L2. As such, it does not constitute a new approach to.
language teaching and learning but simply a ;ystematization of an already

existing process.

T e I T e i S SRR e e
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_ It is by making use of what one already knows at the two.levels Sf
Eompetence of transfer we have juszimentioned.that language learning becomes
a build-up of skills on an already existing base rather than an entirely
new area of knowledge to be developed, as we stated on page15 of this
thesis. ‘

From the postulate we put forward to” the effect that adult learners
most likely possess'anq use a transfer "ability" (Candlin's sense of the
term) when 1earﬁing and communic&ting in a second/foreign 1;nguage, is

_derived this principle: ' o

#14 REFERENCE TO THE “"TRANSFER ABILITY" OF LEARNERS SHALL BE EMPHASIZED
IN THE COURSE IN ORDER TO DEVELOP THE LEARNERS' COMPETENCE OF TRANSFER

Specific activities related to transfer shall be used for three distinct
areas of the syllabus:

1) for the broader concept of usingi]anguage ?s and for communication,
transfer shall be approached by showing learners th;t communication
is achieved through functions which languages fulfill and that‘ﬁ_
fhese necessary functions are common to both French and English. -

Tﬁerefore,,the equation between 1angu€ge acts in French and in
}ng1ish is appropriate;

2) for the actual c1assrooﬁ;%nteraction to be privileged, transf;f
shall be encouraged by presenting learners with. problems or
gituations - typical of the expected use of the L2 in the target

. ]angdﬁge setting - which must be solved or carried out usiné English;

3) and for the language items needed to carry out the functions. For

this 1ast'point we believe it is.useful to distinguish between the

use of transfer for the syntactic structures of the L1 and L2 and

for the léxica1 jtems of the two codes.
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For the syntactic structures of the L2, transfer shall be approach-

ed by presenting the structures -- realizing a typical request, for ins-

‘tance -- as being particular to the L2, therefore to be learned as dif-

ferent from the L1. We shall présent structures as "wholes" first, to
later stress their generative power. Th1§ idea is related to the concept
of "routine formulas” and "prefabricated utterances” as reported by
Hakufa and Cancino (1977, p. 309).

With respect to these undecomposed chunks of language we believe

_ that imitation is an important process in language development and that

it is often reflected in the idiosyncratic use of such utterances in the

speech of L2 learners. Therefore, when introducing functioné which are
usually carried out using prefabricated utterances we shall encourage

the Tearning of the utterance a§4§Jygé!g_jirs;ﬁgggﬁghen show its cqhsti-

tuents. We believe that this approachfmay be closer to the process of
progressive decoding which may characterize language learning.' In this
perspective learners are seen as recognizing, in the speech of L2

speakers, structures which often recur in certain situations. Through

‘memory and imitation learners then incorporate these structures or ut-

terances in their own speech, trying them out to achieve communication,
and progressively decomposing them toﬁu]timately reach the level where
they can fully inflect all the constituents of the utteranéé.

For the lexical %tems of the .target 1angua§e, transfer shall be en-

couraged by presenting words as concepts and by showing that a large

number of English words correspond to similar words in French describing |

similar concepts or realittes. Learners will also be shown that word
derivation is achieved in quite the same ways in French and in English
and that word derivation is an economical and productive strategy for

Tearning vocabulary. Finally "risk-taking" strategies shall be stressed
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by encouraging learners to refer to their French lexical baggage to com-
pensate for the missing components in their own L2 grammar.

The third and last level of application of the motﬁer tongue of the
learners 1s that of the use of the mother tongue of the learners by both
the teacher and learners in class.

The use we shall make of the mother tongue of the learners in the
course derives directly from the following principle which pertains not
only to the linguistic but also to the psychological and educational

components of method.

415 WHEN ENGAGED IN A COURSE, LEARNERS MUST UNDERSTAND WHAT THEY
_ARE DOING AND HOW THEY SHOULD APPROACH LANGUAGE LEARNING

With respect to this principle, the mother tongue of the.learners
shall be used in class for purposes of presenting the course to the
learners, for clarifying the nature of learning activities{ for gxp]ain-
ing a difficult problem, and for any discussion -- affective .or other --

that necessarily accompanies teaching/learning courses which are open

* to student feedback.

So far, we have considered pr{nciples which relate mainly to the
linguistic component of method. In order to specify how the general ‘
principle of feaching language as and for communicatiop could be achiev-
ed -- a pr%ncip1e which in fact constitutes the global approach for the '
course -- we examined the concept of communicative competence in relation
to the course to be outlined. We discussed the areas of use and usage
and the place of grammar in the codrse. We proposed the exploitation and .

development[of a competence of transfer as an important producti;e tool

for the population of learners cohsidered here.
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We shall now move to other principles which aim at specifying the types
of interactions to be emphasizéd in the teaching/learning process. These
will come mainly from applying views held in the psychological and educa ioqé]

areas composing method. We shall conclude by providing a framework which

synthesizes the different constituents interacting in the making of /the
set of guidélines on which we choose to base the course.

In order to help the learners understand how the course is/structured
learning objectives will be ;tated at the beginning of each uynit. The 1¢arning
objectives shall not only specify the "abgree of capacity to perform
terminal behaviour" (Wilkins, 1976, p. 15), but shall algo explain
learners what has to be learned and how learning w111 e approachgd in
the unit. Therefore, the stating of objectives at ﬁ; beginning of each
unit is a way of helping learners understand what/will be dope in the coursé
in addition fo making explicit the Tinguistic s/unctiona1- yntactic-

structural) content of each unit. 'Consequen y:

#16 LEARNING OBJECTIVES WILL BE S KTED AT TH BEGINNING OF
EACH UNIT, IN THE STDENTS' DOC ENTS AND WILL BE EXPLAINED
BY THE TEACHER IN CLAS

This .procedure not on1yrespec{§princip1 s 4 and 153 it also should help
learners feel they are actually learning by/pointing out wha} is being
learned and how bragressﬁgn is achieved. /As such the stating of objectives
is a methodological device which brin together the concern of the course
for the listing of the parts of the target language it emphasizes, for their

pedagogical presentation to the 1garners, and for the learners' natural and ' >

- logical expectations towards the course.

The organization of the/syllabus material according to criteria of

"surrender value" (Corder,/1973, p. 318) i.e., the focus on the most useful
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functions of the language (principle # 3), combined with the stating of

objectives should make learners realize they are gaining communicative skills
in the target language from thg very beginning of the course.

Another important aspect of any teachﬁng/leafhing activity is also
related to the stafing of objectives: that of refigw. Howatt (1974)
considers review as an essential component of a {ggéaggb teaching sylilabus.
For Howatt: "The lack of opportunity for constant revision is the most 'Y
glaring defect in foreign language teaching courses." (p. 18)3 The
adoption of an approgch which is primarily semantic, rather tggp structural, | \\\
as well as the use of a "spiral" or "cyclical" progression rathé than a
1inear one should heip get around this problem. We believe language must be

continually re-experienced in order to be deve]opea. This is what‘justifiesf

‘ the next principle: \

#171 SYSTEMATIC REVIEW OF LANGUAGE FUNCTIONS AND.VOCABULARY | .
SHALL BE PROVIQE® FOR IN THE COURSE

- If the stating of objectives can serve to fulfill different important
_aspects of language teaching and learning and if language development-needs
consfant review in order to be stabilized, it is also important that a 3
course should provide elements that give the materials and activities aﬁ; §
aspect of continuity and coherence. |

In the course considered here, coherence sha]l derive from the constant .
bias for a certain type of interaction favoured in the coursé and found in
the activities, a bias which is a correlate ‘of the "specifics" iﬁvo]ved in ,
this ESP course. Continuity will be created by the introduction of a storyline
and of characters that will be'present throughout the units. The storyline

will also serve purposes of grading and $quencing since it wiN constitute
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calling for selected lexical items. The choice of character ﬁypes will
try to réflect the population the course is intended for.

.
A .
. .
-

CHARACTERS EXPERIENCING VARIOUS SITUATIONS WILL BE
USED TO PRESENT THE CONTENT OF THE COURSE AND TO LINK ITS UNITS

#18

-

This course is designed to enable FFench-Canaaian adﬁ]ts to fdnction

re effectively in a setting where Enjlish 1s'spoken. The objective is
thus concerned with fhe real world. However, here the actual development

f communicative linguistic sfi1ls has to be~acéomplishe& in an educational
etting, iib\{ a setting different from-the real world. Since the popula-
tion of learners considered here is one of "beginners" we think this arti- -
ficial setting can betfer serve language learning tﬁah tpe‘LZ environment
they find themselves in when in Figrida. Beginners often.lack the tools to
easily take charge of their own langbage deQé]opment in a ;arget_];ngﬁgge
setting and we have shown that this par?icu]ar difficu]ty is greatly in-
crggsed here by psychological ‘and socio10gic$1 factors such as the age,
homogeneity and nesting patternhof the population. Therefore, &;\Ho not

see the artificial setting in which Tearning will take place as detrimental

to the goal éimedfat. In fact, we support the contrary. (See Krashen (1976,

1980) for his discussion on the "comprehensible {input" hypothesis).
By approaching thgbcourse as spécia]i%ed training to be given to a
specific group of lgarners and by controling different variables that may

affect language dévelopmeﬁt’such as the linguistic.input provided by the

the pretext for the introduction of specific functions, in chosen contéxtsln

teacher and the materials, 1earning'activities designed to.foster the develop-:

ment of specific skills, énd’by focussing on the most conmunicative]y pro-.

'

ductive components of language, a minimal communicat1ve competence can be de-

veloped which will serve the learners fbr immediate J‘hguage use and also
for further language Tearnings : “y

>

v
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We believe lhnéuag; tfaining cin,bé better achieved if the premises
governing its teach?né and learning are ﬁide explicit at théiiegiﬂhing
of the course. The clasg}oom is not the "real world" and should not
pretend to be what ?ﬁtis not. It woqﬁd‘be an impossible task to try t6
recreaté Florida ;nd thedinterattions experienced by tﬁe population

ot . - i . s
visiting orjtemporar11y Tiving there in a classroom. Therefore we think
© A, , s \
that thi¢ should be made clear beéfore engaging-in language teaching and
ﬁearning. Neverthe]ess,‘if the é]assroom can never be Florida, it can

be used to create an environment in which the Tearning of skills neces-

, S . . . .
sary for communication in Florida can be activated. In this perspective
. i '

Tanguage teaching and learning becomes a "game", a proces§: It'is by
specifying and Justi}ying thewru1es governing this "game" thqt‘lg;guage
teaching énd lTearning éan become more efficient. We believe that the
comprehension and acceptance by learners and teachers, of the types of
classroom %nteraction that'will guide language training can only help
make the process mord effective. ‘ R

For tik present course, such mutual agreement should be- facilitated

by the independepce and motivation character%zing the learners' decision

to engage in a language learning course and by the concern of the course |

with enabling Tearners to use what they ]ea}n both within and outside
thé clasﬁébéh. In the case of the presen% course, language learnjng {s
a process which will first take place in a classroom, i.e., a setting
di fferent frém'the real world. It is in a classroom Setting that

leanqé{s will get ready to benefit from other settings.

- J
THE RULES GOVERNING THE, WORKING OF THE COURSE SJALL BE /
$19 | . EXPLAINED AND JUSTIFIED TO THE LEARNERS BEFORE ENGAGING

IN THE ACTUAL TEACHING/LEARNING PROCESS /

]

”»

o
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' ) Earlier we referred to the course as being "training". In our opinion 1

a' course carr&ing this type of speéifi—c purpose b_ears crlaractgristics . ‘
-associated with training activities: Tkhe course is 1anguaqe "'traim'ng“ in ‘

that it aims at enabling learners to funcgion in a foreign environment. ’It
o is concerned with the acquisition of basit skﬂ]}s,t'o be later used. We- ‘
a ' would also Tike to think of the course'as training in the sense that-its

" completion should provide the learners with the necessary toO®s ta further

At

-

‘1angua§e 1earn1’ng’ individually, without the help of a teacher. The gmphasis

*

o gﬂfefri so far to aspects of teaching and learning should help the learners

become effigiJent and independent languad® learners.by showiry them what
i /"-—.— :
i 4 " . resources to tap, what behaviour to adopt to foster language development.
& .
.In this sense, to use an-analogy, this ESP course is not very different from

fitness training courses which afm at giving people the in%ormation and
1 : :

trafning they need to incorporate physical activities in their'daily life,

in a systematic way. Thus, the course is also concerned with long range -

o
0 outcomes in the-types of strategies learners™will ‘use when they are in
i ~) N . * , * . .

Florida.

- ‘ L]

&
T
i
»

- ' . THIS ESP COURSE IS A LANGUAGE TRAINING COURSE!
- \ #20 | IT ALSO AIMS AT SHOWING LEARNERS HOW TO FURTHER .THEIR OWN
o _ LANGUAGE DEVELOPMENT QUTSIDE #HE REALM OF 'THE COURSE

The principles ’elaborz\:ted so far undoubtedly place important demands
« . o'n leérners.' Nhef:eas these demands could be co(nsidered unrealistic in the
~ «

“ ) . Co.
o world of general education --where studeats are often required to take

courses which they have not chosen -~ they can be seen as reasonable he'ﬂre /
because of the independent motives justi fying the learners’ Mecision to take

s
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'discrepancies in skills were traced back to the years where the learners were
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the course. However, reasons for the nurturing of rather high expecta-
tions are also found in the constitution of the course itself. Some
choices made by the designer should be felt and appreciated by the

learners, reinforcing their motivation to learn,

ot

These are related to the expectations and experiente of the lear-
ners. Adult’learners approach language learning with expectations and
experience. The expectations of learners should find their‘counterpart
in the general objectives outlined for a course. If Tearners want a
course which will enable them to commupicate in daily éituations in.En-
glish when they are in Florida, the objective of the chosen course should
be related directly, or at least indirectly, to that purpose. This cor-
respondanoe between learners, expectations and course objectives should
be adequate here. However, if exp?ctations and conrse objectives meet, _
ﬁt must be remembered that these constitute the beg1nn1ng and end of] a
process. In our opinion, the means to reach the’ ends should also b
cohewent with the participants in learning. In the present course

<

special effort .shall be made to reepecf the experience of learners| More

S M e e e

particularly, attention shall be paid to 1) learners' past experie te as

learners in the general education system, 2) the TeaPners' experience of {

life in Florida, and 3)'tp the 14 fe experience of learners in general. ‘ ‘
' In Chapter One the fact that French=Canadian adult learners often

arrive ‘to their first class with an almost non-existent abilfty to under- t

stand oral Engl+sh but with a readﬁn; knowledge of English vocabulary

which is equivalent to that of an intermediate student, was pointed out. Such
{

elementary and high school students. In the 1930's and 40's second language

teaching was done through the gramma¥ trans1at1on Tethod and the Iearning

-
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of vocabulary was accomplished using 1ists of words for which students

were given, or hag to find, the equivalent dn their first language.

Although this approach’'did not train IeaphéQs in oral productive or re-
ceptive skills, 1t nevertheless enabled speake;s of French to recognize
an hnpréssive number of English words. In addition to English as a se-
cond language, the teaching of ﬁost subjects in the curriculum was also
accomplished making extensive use of long-term memory on the part of the

learners. Many adult students tell stories of having to learn the Sun-

~day gospel by heart. Teaching and learning also meant the memorization

of rules and examples. It is thérefore not surprising to observe cer-
tain preferences Lxhibited by adult learners for teéhniques which dupli-
cate the ones that prevailed in those day$. Ignoring or rejecting those
preferences on the basis of their beingtobsdlete or out of date, or be- '
cause they are forbidden in a given appr6;ch, will produce, in our opi-
nion, negative results. We believe it is important to respect the past
experience of learners as learners. For the course considered here, w
this meénsg;hat even though translatidn and the memorization of vocabu-
lary 1ists will not be used as such, these will not be forbidden. On

the contrary, some activities will constitute the opportunity fbr.leaﬁ-

ners to make up lists or to verify their knowledge or comprehension by

using devices they prefer. .

! .

For the same reasons, the teachers shall be encouraged to give gram-
matical explanations to the learners if these are required. The object .
is to learn English by whatever means the learners use.

As has been shown by Candlin (Note 3) the type of abilities used by
Jearners -- to decode a text in a foreign language fgr inépance -- may var}

greatly from onetIearher to the next. Therefore the role of the syllabus

.designer is to offer activities which are not monolithic 1in the types of

- \ / o , L
j J
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processes they céll for in order to cater to the different learning
styles of the learners. In practice, in the course, this objective will
belreached by offering different ways of attaining the same goal with
respect to differenf components of the course.

The learners' experience as Bartatimerresidents in Florida will
constitute an actual component of the course. Each unit will provide
speci fic occasions for the leérners to bringlto the course parts of their
experience in Florida. This will be do;e in such aspects as providing
factual information concerning Flofida, their 1%ving.situation there,
their way of getting there, and so on. Whenever appropriate the teaching.
and practice of commun#cative.language functions in class will find its
final step in the learners' use of_the functions in situations they have
defiped themselves according to-the knowledge and experience they have

L3
of Ehe target language setting. The course _will also try to answer,

learners' needs with respect to their experien;é\in Florida by asking
them from time to time to recall specific occasions when ‘they experienced
difficulties due to their 1imjted communicative ability. The syllabus

‘ \designer'é concern with respect to this aréa of the learner's experience
of~F10rid§ and of'their experience of life in general can be summar{zeg
in the following question: "How am I going to make use of their expe-
rience?" ‘

' \. The general 11ife experience Jf learners shall be put to use‘sy using
techniques similar t6 the ones described above and by trying to have them
relate constantly what they are learning to events which happened to them

l
' in the past or which may occur daily., This constant concern with relating

" the content of the course to their own Tives should contribute to have
the course perceived asvﬁmmediateTy relevant,
The preceding considerations are implied in the following general

principle:

, -
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| LEARNERS COME TO LEARNING WITH EXPECTATIONS AND EXPERIENCE,
# 21 | BOTH MUST BE RESPECTED. ACTIVE USE OF LEARNERS' EXPERIENCE
SHOULD BE A CONSTANT CONCERN IN THE COURSE.

The last set of criteria we would 1ike to consider has to do with
evaluation. For the purposes of the course designed here, evaluation
shall be strictly formative. The object of evaluation will be to provide

the learners, and the teacher, with information concerning their own pro-

. gress in the language. As implied in Scriven's (1967) distinction between

formative and summative evaluation, evaluation shall be carried out on a
rggu]ar basis throughout 'the course and not solely at the end of the |
teaching/learning process. To use Lewy's‘(]9§7)Itermino1ogy, we shall
focus mainly on the tryout and ‘quality control facets of the developmental

stage of the program: phases in which the adequacy of the course mate-

_rials is verified by the collection of evidence through observation,'

teacher agnd learners' judgements and discuésions, and student products.

Learners will be eyvaluated.in their ability to communicate in the
target language. More precisely, evaluation tasks will be constructed
to verifynthe Tearners' degree of'abi]ity to engage in receptivg and
productive activities which call for the use of the language functions .
and 1éxica1 items covered in the course.

For each major constituent o; the course some form of evaluation or
verification could be done to verify if the learners can 1) understand a
mes§age, in the ta}get language, which uses the function or structure
stressed at that point, 2) reproduce ;r duplicate the use of a specific
compdnent of the course, 3) make personal communicative use of the item.

Aside from short tests or quizzes which may be devised to ensure that“

) \ ‘
learners have indeed learned specific lexical items, evaluation will bg
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carried out using communicative tasks similar to the ones employed to teach
the content of the course. These tasks will usually call for the use at
least two of the traditional four skills (reading, writing, speaking, listen-
ing), since skills will rarely be taught or learned in isolation.

The view of errors we adopt was described in Chapter two of the thesis.
Although they can't in practice be strictly divided, fluency shall be stress-
ed first, before accuracy. The pPeasons for this choice are twofold: firstly,
the specific purpose involved in the course is one of communication. And
communication does in fact take place even with the use of incorrect forms
‘on the'part of speakers. Secondly, experience and research have shown that
teaching and learning done using methods which aim at error-free performance
from the outset may well not be productive both for fluency and accuracy in
Athe speech of learners.

Lightbown and Malcolm (1980) who' investigated the relative accuracy of
grammatical morphemes in the oral English of French-speaking students come
Yo the conclusion that teaching grammatical strd‘&yres in a linear sequence
requiring morpheme perfect performance produces rather limited results. We
égree with the authors' conclusion concerning this type of teaching and quéte
them here since their statement summarizes the rationale for our choice of
another approach to foreign language teaching and learning, even though they
are .referring to younger learners: |

The goal of grammatical accuracy in the speech of learners

.+ whose total exposure to the lanquage is, at best, less
than 175 hours per year is clearly unealistic. What is
worse, however, is that the interests and abiljties of
the young learners are being ignored or frustrated. For
example, the constant re-use of a very limited vocabulary,
for purposes of practicing grammatical structures whose
functions the learners do not really understand, must
leave them with the impression that they are doing the
same thing over and over again (p. 62).

Since Tanguage must be experienced constantly in order to be internal-
fzed, - a progressive process - errors are thus an inevitable and normal

1

part of language learning.

14
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In the concept of the course, errors interfering serious]y‘with the
., communication of meaning will be considered first. The performance levels
aimed at will vary with the recurring appearance of the items in the course,
The ‘constant reappearance of forms of request’ throughout the course - to
use an example - should result in a more accurate use of the form towards

the end of the course.

ERRORS ARE CONSIDERED AS AN INEVITABLE PART OF LANGUAGE DEVELOPMENT.
#22 THE TEACHER'S CORRECTIONS WILL FIRST BE DIRECTED TOWARDS ERRORS
WHICH INTERFERE WITH COMMUNICATION.

The last principle to be presented in the set of guidelines supporting
the course is one that we consider essential and which is, in fact, a
requisite to all the principles mentioned so far; since teacher behaviour

plays a predominant role in language learning:

THE TEACHER(S) WHO INTEND TO USE THIS ESP COURSE SHALL NOT ENGAGE

#23 IN TEACHING BEFORE HAVING -SHOWN THEORETICAL AND PRACTICAL

COMPREHENSION OF THE PRINGIPLES UNDERLYING THE INTERACTIONS
FOUND AT THE HEART OF THE COURSE

{

>

. — " In our opinion, the successful implementation of a course or set

of materials, depends greatly on the teacher's pefsona]-cohprehension,
acceptance and integr;tion of the principles which support the course.

Since the present course integrates_elements which constitute an attempt

at making learners more independent:.we believe the actual teacher training
stage, which should necessarily accompany any hajor changes‘in a curriculum,
;s even more required here.

It must be pointed out that whereas in-service teacher training can

represeqt a formidable task in the field of general education, when a new
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approach is introduced in a curriculum, the limited applicability of the
course designed here and its status as an individual course to be offered:
outside ‘the provincial curriculum greatly facilitate the meeting of this

requirement. o4

The principles stated in this chapter have been arrived at by trying' .

to incorporate in the conception of a'course factors which we consider
influential for language learning and which originate from the three cor-
nergtones of method discussed in Chapter Two; i.e.; linguistics, psycho -
1bgy and education. The objective was to conceive a course based on a
global perspective of language learning. It is by endeavouring to main-
£ain~the focus of attention on the learners that we proposed to bé cohe-
rent in the approach we désigned. Some concrete results of this speciﬁ'c‘ -
concern for the learners can be observed in the principles listed in this
chapter. Principles related to the teaching of the comrﬁunicative use of
language are derived from the specific purpose we believe to be the object
of language learning on thé part 6f the population. Princibles advocat-
ing the use of certain téchniques for teaching and learning are products
of postulates we have put forward concerning language Tearning as applied
to this specific population. This s how idea; such as "competenge of
transfer" were obtained. Finally, principles rjel ated to teacher behaviour
and to evaluation were stéted that show the designer's concern with edu-
cational decisions pertinent to this speci ficinstance. of sylfabus des‘igﬁ.
In an informal address at Concordia Univers»i ty, Montreal, in October,
1981, David Stern (Note 4) presented a foreign language curriculum model |
\;hich attemptsott_i incorporate all the dimensions involved in foreign 1an-
guage- teaching and learning. Although the model is primarily intended for
general educa-tion‘curriculi and not for specific purpose course design,

we have chosen to present it in conclusion to the chapter because of the
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global approach it casts on language learning - an approach which we fa-

voured .in this thesis,

Composed of four distinct syllabuses, namely a language syllabus ’(LZ),

Stern sees a foreign language curriculum as being

a

culture syllabus (C2), a communicative activity syllabus (L2/c2 )”and a

general language education syllabus.
receive major or minor emphasis with respect to each syl labus.

. are objectives of profiéiency, knowledge, affect and transfer.

Four categories of objectives may

These
. Finally

Stern states the main strategies that should be stressed in each syllabus

to reach the chosen objecti ves.

§upp1 ied by Stern.

Figure 2 is the duplication' of the model

However, we have chosen to modify it to fit the si-

tuation considered here by putting a major emphasis on the objective of

trans fer for the language syllabus (indicated by horizontal lines in the

I

model ) . .
Figure 2 .
A FOREIGN LANGUAGE CURRICULUM MODEL (D. Stern, 1981)
CONTENT OBJECTIVES , MAIN STRATEGIES
Proficiency [ Knowledge | Affect [Transfer
Language //// SRR | | | m értl:ztltlz't;c;la:ctice
—

Syllabus (L2) .

Culture I | 11~ | NN i | Analytical:
Syllabus (C2) y // | || | 1N | ’, Study (knowledge
L 20 0 T dhat @)

Commun jcative // RN | ('] 11 1] Communicative
Activity Sy]]abus% | Activities
(L2/C2) // | | 1 Moy SRIN (I (Experiential)
General Language | | | | | I[| 1| 1! IRRE ey Comparative

. Education Sy1labu TR |l | // (Crosstingual/

Crosscultural)

i

NOTE:

Diagonal 1lines indicate suggested nia,jor emphasis.

Vertical Tines indicate suggested minor emphasis.
The horizontal Tines show the major emphasis we have chosen
to give transfer for the course designed here ’
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In the course desi'gned in this thesis the language syllabus is made
up mainly of speech acts or. functions for which 1inguistic structures
“
are used. The culture syllabus is related to the community speaking the

target language, i.e., North Americans living in Florida. The communica-
< .

tive activity syllabus is incorporated in the curriculum right from the

beginning, - and not postponed until later stages - to make the learner
a participant in real communication.  Finally, the general language
education syllabus, which for Stern is a way df relating the foreign lan-
guage to other subjects studied by learners in a setting 0f general
eduEation, would refer here to the aspects of gene¥1 T1ife exper?'ence of
learners we mentioned earlier in ‘this chapter.

) )

The model illustrates an approach to- foreign language teaching and

learning which differs from single concept teaching.' We believe it has

merit because it does not treat language as,a "drill and skill" subject, .

[ XEad

but rather as a comp:Iex entity.
, It is because language is a human phi-::nomenon f.‘hat language teaching
syllabuses must take into.account all the areas of variables which may
influence language learning.' This should not only make language easier
to learn, it should also help to pregerve'the genuine identity and

function of language in the context of a course.

:
.
, .
g ?
s o

R
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CHAPTER FOUR

)

Ir; the previous chapter we presented 23 principles which will, serve
as guidélines for the design of a set of materials for the course. As was .
formulated earlier, these yepresent the "best gtiessés" we made basef on
research, experience and common sense. Although a certain amount about
teaching and learni\ng a second/foreign language is known, much is not known. .
" Instead of capitulating 1:\ the face of the unknown, the syllabus.designer
~ has to make personal choices. The principles enumerated in chapter three

[ . ' t
constitute our choices.

\

The present chapter aims at translating the principles stated in .
Chapter Three into an actual course. The objective is not to list each R
individual item to be covered in the course, but rather to provide a

description sufficiently specific to be operétional. -

We will first consider various technical aspects Surrounding any

course, namely: 1) "the duration of the course and frequency of meetings‘.;m‘\

~ 2) class size, 3) the physical setting, and 4) the didactic material and
&equipment. These aspects will be considered to accomodate. the *specifics”
.imposed. on the cou;'se by different factors. In the second section of tbé
chapter thg teaching/learning activities taking place in cias’s and thgg:; '

accompl ished by the students as homework will be ;.-nunerated. Four of these

»
[§
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.~ the limits of a term and also to meet the regular requirements of

.and Cegep systems and by universities. ' : o NN
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activities will be described*in detail in chapter five. Finally, the
chapter will conclude with specifications concerning principles 3 and 18
which relate to the language content of the course and to the introduction

of a set of characters to 1ink the course units. | 29 A i

TECHNICAL ASPECTS o o

Duration of the Course and Frequency -of Meetings

.
L]

According to Richard's (1979) survey referred to in chapter one, the
\- W f
great majority of ESL courses offered to the general public in the Quebec '

City region"are 45 hours long. This enables colrses to be éiven within

certification imposed by the Ministry of Educatio'n in tbe secondary §e;1001\‘_\\

To respect criteria of app]icabﬂity in the real worild we maeptioned
tn the precious chapter, it is important to situate the course as one of
the many alternatives the general public is offered at the beginmng of

the school %ear The course designed here will be s1mﬂar to other second

language courses in many.ways. It will call for regisiratlon and payment

of tuition fees on the part of students. Learners will also be 1nterv1ewed :
for purfoses of placement. Individuals who already possess basic

comnunicative skills in English will be d'irected toward other courses, which t

could.alsd have been designed along ESP Hnes

However, the course will be different from other courses in'that it Sy
will involve 36 contact hours. The reason for a reduced number of hours - l

comes from 1) the number of hours 12’ will spend doingself-te'aching

% i ‘ , A




. Offered in an\area where a trained teacher is not available locally,. the

4to be cove‘ed and student homework Wit be given lat\er in ‘this chapter
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activities at home, 2) the specific and intensive natuve of the training,

and 1)\ the early date of departur.e for Florida for many of the learners.

Optimally, the course should be taken as intensive 1anguage |
training to precede the learner's annual sojourn in Florida. It is our * <
opinion that: Tearners will appreciate the inte ive character given to the
course since it should favour a more profoui{i‘:voivement on their part.

Offered in an area wher:e a trained teacher is available, the course could

I'd
be offered in two forms: '1) as nine-week course with two-hour sessions

_twice a week, or 2) as a six>peéek course with meetings stretched over five

" - i 4 >
two-day periods (e.g. fivelFri afternoons and Saturday mornings).

course Would most 1ikely be offered in its second version only, since it

reduces travel requirements and expenses.: o ) .

. We believe that 36 contact hours will be sufficient to train the

learners to use the limited number of language functions covered in the
course {see principles 2 and 3). However, we also belfeve that this aim’

could not be achieved if. the 1earners’ Hstemng abﬂity was not trained

>

out of class, thus reducing the courseload to be coVered dpring contact

hours (sed principle 8 More specification concerning the 1anguage functions

L3

.

Whatever form the cour* is offered in we do not think any meeting

" should be much ’Ionger than 2} hours. It is difficult to maintain the

-

attention of learngr/s?o*:\for 1earners to be attentive. for 1ong periods of

time when their L2 skf11s are very limited. However, \the use of different

¥

Kl

actiyities for each neeting as well as the&sible uses ofiikhe Tearnerst . \

!
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mother tofigue in cTass should maké 23-hour sessions feasible.

- - s 2T

-Class Size ~C ) ; ~
+. Considerations of a financial nature één’be observed throughout the

\

world of education However, it is in specific areas such as class size ’

{hat the 11m1tat1ons 1mposed by\f1nanc1a1 concerns on educat1on can most ‘be
(
felt by teachers and 1earnErs For subJects such as Eng11sh as a:segond/

'fore1gn 1anguage the number of students in a group is an 1mportant

" /
-

variable for learn1ng since the deve]opment of communicative sk1lls depends

»

on the possibility for the learners to use the language they are learning
k ' N ' ' ~. [
while they are engaged in learning activities. Like other- courses, the

“coupse designed here Tannot escape financial requirements.

’ . .\\ )
We consider that 16 students per class is a number which can
adequately .satisfy the demands 1mposed on the course both by pedagogical
and financial factprs. 16 students per group a]]ows for interesting

classroom interaction - if one thinks of the' worth of the experience

5 v N\

learners can bring to the coursé - and for a high potential of active':
fnvolvement for the 16 1earnefs; by making use of pair.and -group work.
Furthermore,'16 students perfc]ass should_constitute an adequate figure

i ' .
for the financing of a course, keeping tuition fees at a reasonable Jevel.
v - IS . ~ s '
Physical Setting . \ : ‘ 'y

- \

.

" Much attention has been .paid lately to "environmental factors" which ,

¢

place environmental factors at.the center. of their considiratidns (e.g.

<

.\.‘

.surround L2.¢ourses. In fact, certain hethods of L2 tgachihg‘and learning"

i
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. , " Lozanov's Suggestopedia). Others incorporate directions relating. to

‘ . ) ‘e me 3 ’ "“\\ N > QI\
« specific dspects of the teach¥ng/learning environment such as the seating

arranganent fop teachers and“sxudents'(American English by the Audio-

Visual Method teacher s Guide, Girard L. and D Lambert‘Oue]]et
\Dipier 1974 p. 12). .

‘ : . .‘ ’ ! e ' ‘ - . . .
We think %hat this course copld be offered in schools and community

W

'% . .centree 4.e. in rooms which have not been designed'especiai]y for A "‘

7 .communicative 1anguage teaching-Yearning. Therefore ourérecommendationé - ‘
z;]]‘be kept simp]é."vThe physical en!iponment should a1}ow for the use of . - .

J S : audio-visual eqaﬁpment, for'paiﬁ and proup work, as well as for writing

on the)part of teacher. and students. Since the teacher will also t.

N ~ 1

participate in activities to be don€ by the learners ih class, the presence - \Q

§ of a ‘teacher's desk in a room does not imply that ‘that is where the teacher ‘i
. 3 N
i

' should remain dur1ng the class. ‘ ’

» \"\' e \ X P’ L A

.Op the contrary, participating/EEhaviour shall be encouraged on the
: . pa}t of teachers as well as the use of pedagogical techniques preventihg the

development of "routine" in the course. This can be achieved by showing !

o H
N .

teachers how to vary tﬁe“presentation of activities which in fact have the-

same purpose The answer often 1ies in a greater involvement of learners

’ I

as part1c1pants in the teach1ng of a course

”

Trying to make the best use of what is:évailable, the cpneern here ‘ i

. will be to create an atmospﬁere of-intimacy and participatiop in the o

| c]assroom by modifylng rlg1d arrangements which may prevajl in the room

&assigned for the course. In certain institutions the use of the . - ‘
€bnference room or of a small lounge, 1nstead of tradit1onal classrooms,

»

T “would better suit the nature‘of the course.

ro o~ ~ [}
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Didactic-Materia1 and Equipment _ | -

\ * L
The' Students' materiat would consist of 1) a document in which the.

" content.of the.course woqu Beipresented, inc]u@ina m6§; of the activities

t’.’\

“tobe-done in clacé, 2)- a workbook to‘fccompanﬁ 3) the two c-90 cassettes )
on whYEh would be recorded the materials for act1v1t1es focus1ng ma1n1y .

- oh 11sten1ng Skl]]S The students would also be required to purchase a -

pocket-s1ze b111ngua1 d1ct1onary such as Cotlins French English English-

French D1ctxonary (Toronto, 1980. 50,000 entr1es) as we11 as a copy of an

Eng11sh magazine which- reflects’ one of the’ learner s main interests. The .
students use of sthe-dictionary would be systematica11y encouraged throughout
the course. and two exercrses dealing with b111ngua1 d1ct1onary use wou]d be
provided Jn the course. The f1rst exercise would be done in c1%ss and the

second one as an.assignment to be done at home. The maga21ne would be used
R . . » o ‘ \ i ¢

[}

for two vocabulary building and reading comprehension exerciceg&‘ s

World 1§na'good example of such puincattons. . -

%

o, - (' v
. *  Supplementary materials could also be recomm®nded 'to students who want

to have other tools gt their d1sposa1 to further language 1earning on’ their
2

own. These would include.a un111ngua1 English pocket dlct10nary such aé

The Random Hou§e Dictionary (New York, Ba]Jantine Books, 1978. 70,000 5

entries, 1070 pages) and a subscription to,a magazine which useé'eimp1if1ed \

language without reducing the interest of the contént. National Geographic's
. M ..
;o 3 R

»

Aside from the printed material described above, the students wiil’
need to have the use of a cassette player at home to complete listening and

pronunciation activities recorded on the two cassettes. for the course. ' We



’

do_not think this constitutes an unrealistic demand on Tearners.

has shown ,that most\gdu1t learners have access to a cassette p1ayer'in‘tnéir

qwn.home.

Voo T

The teacher's material would gons1st of the sg?e documents as the '

iy

tudents with a teacher's guide which wou]d be supplied at the time of"

teacher training. The teacher would also be encouraged to subscribe to

. publications like the one wg mentioned earlier and to look for other

magazines exh1b1t1ng similar qualities. Since these pub11cat1ons are often

unavailab1e\1n stores, the teacher could:lend his/her own copies to the ..

hd v a

students. . s

>
By “

Fn addition’ to the%e documents, the teachers will use a series of

" slides sbow1ng Floridian sett1ngs and environments typical of the places

N LY N * R "~

French Canad1ans stop. dr1v1ng on their way to and from Florida. The

rationale for the use of slides is not only to prov1de a "real world
background” to teqching/fearning activities but also to create starting
/ N s - .

points from which cbmmunicptiie tasks can proceed., Whenever possible live

' R Ry
recordings of actual exchanges betWeen participants in t}pica1 situations

o

of communication illustrated by the slides wi11 .be. prov1ded In the

H
’ o

absence of such authent!b material, typical exchanges will be duplicated

in dramatized recordings. A s . .

The aud1o visual mater1a1 will be obtained during the autho 's. next
visit to Florida using professiona] equipment and zgglying technic 1 ‘

. knowledge acquired in specific training in the conception of ahdio-Visnal
materials: for teaching purppsee, ena'ustng experience develdped in the

coturse of summer contracts as eNPhotograbher for' the Quebec Catholic School

Board.

Experience

.
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The equipment needed to teach the course would consist of 1) a

"biackboard 2) a prOJection screen, 3) a s1ide proaector equ1pped with a .,

remote contro unit, 4) a cassette p]ayer,énd 5)a 16mm projector, which

could be borrowed or rented, for the showipg,-on one occasion around the

25th hour of the course, of a six-minute animated film tp be uséd esla“

\
\

.

platform for the expression of personal.opinions on the part of students.
. v c g

TEACHING/LEARNING ACTIVITIES'IN CLASS AND AT HOME g

. It is our goal to make the 36 contact hours as prodﬁgtive-as p0551b1e
for the deve]opnent of communidative skills in English.. We think that for
this caurse productivity should der1ve~from the alignment_of the aspects :

chosen to receive maior.emphasis during classes.

Class time will_first be devoted to the actual practice of .- )

‘communicative fynctions by the learners. This will be done mdst frequently :

N

by using a procedure whith first presents the 1earners with an audio visual
rendition of a situation of communication which “focuses on one, two’ or three
maJor communicative functions A comprehension/exp]anation phase would

B

follow, or could even precede this first step. This” phase which could be

+ carried out in French “aims at making the learners aware of the communicative

.aspect of the exchange receiving attention ‘This would be followed by

exercises of duplication of the originai exchange ranging from the repetition

of individual “segments to the enacting of the situation first presented.

Then, activities designed to gradually have the 1EarﬁErs qppropriate these

' means of communication to themselves would follow. Thes€ would require the

.

learners to use the 1ahguage items covered in the course for their own '
purposes. - Thereforé, the procedure follows a progression from the

duplication of a model to the personal communicative use of items of language.

[
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Although_this is.the genenal approach to be -followed, it must be

pointed out that variations will be introduced. The§e could, for instance,

-

requiré.tﬁe students to engage in communicative interaction before having

beeri introduced to the functions and'lekical items in thé way described
above. Such techn1ques would prevent the estab11shment of fixed routInes
of classroom brocedures and wou]d constitute actua] means of having-

learners (and teacher) realize- if the requirgd elements are available to. -

-

the learners. The communicativexfunction constituent of the course
referred to so far will be accompanied by a topic-related lexical constituent
which would develop progressively as different topics and settings surface

wh1ch are at the source of and wh1ch contextua11ze the 1nteract1ons : ..

Another aspect to receive emphasis in the course relates- to the

transfer of the French communicat1ve sk111s of the learners to their.

» 1

 competence in English. Best pictured as being paralle] to the two

J
constituents already mentioned, this aspect of the Qourse aims at having

learners use skills they already possess in their L1 to achieve better

communicatidn in the target language. Not only s the design-of many

rr@mwmmmeimmmmmfm—mwm
means used by our learners to‘manage verbal-interaction-in-French- could - -
also be used to help them complete an actual exchange in the L2 which'cnu1d
otnersze‘be,unsucgessfu1. Thus, even if communication in French and

English 1s‘carr1ed out using different codas, the actual sfructure of what -

could be ca1léd "sociofverbaf interagtion“ is relatively the same. Acéordingly,

it is important that 1garners be given the tools they may need to have some

controlrpVer the communication’they are engaged in, even jf'thejr
competen;; in'fnglish'iS'm1n1ma1. For instance, by examin'inahexamples‘ofi ./

[
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- the'sifuation could'make the native speaker'realize that the message is

&

.
NESL .« -

- ~

situations in which communication is unsuccessful, and by having learnef;;

provide suggestions as to how the non-fluent speaker of Eng1‘1'sh pl:ctuned in °

N '

¢

“not. understood, knowledge and experience can be gained which may later
f ¥ . -

_ serve the learners when they “interact with Eng]is‘h-speéking people” in,

Yy e

ﬁorida‘ It is not unreas’onab"le to assume‘that‘the Tearners would be more
eff1c1ent commumcators if they knew how to tell a person to speak more,

slowly or to speﬂ a street name, to use two examplgs ) . \

- -—

Final]y, aside from the time needed n any teaching/learning .
51tuat1on for the discussion of prob]ems encountered by students in class
or at home - workmg on ass1gnments, c]ass time will also be devoted to the
explanatlon and pract1ce of the grammat1ca1 structures real 1z1ng the

funptwns studied in the course. -This ’cype of explanatmn and pract1ce is

'_seen as a way of 1) answering -actua) student questwns relatmg to grammar,

2) hel p1ng learners unde[‘stand the ru‘l es govermng the formation of

specific structures, often with high generative power, such as ques'tions

2
t

using the "do" auxiliary, and 3) providing learners with a basic

grammatical metalanguage which they may already have .been exposed to in

earlier training orﬂw—hi‘ch they may benefit from if they take other courses

or study op their own usfhg traditional “texts.

At _Home ' - ' .

Contrary to most courses offered to the general 'pubh'c in the area

-
[

of adult education, the course designed here will require a fair amount pf

work to be done at home by the students. This is necessary if thg course

is to be more tpan just a Hmited,introduit‘rant\oc?tmunicatwg skills in-

L
[

4

.
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-
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: Enﬁish‘rath'er than éctue] training tolunderstan&oand‘ use the 1ang'u'agé.
By d_oing' regular work at‘home, preferably in two week]y sessions between
: meetings, 1earners will  contribute to their own language d,évellopment to a
greater extent than is usua'lly the case @duﬂt courses. This approach
should gain the acceptance of learners because it is coherent’ w1th the
N aspect of intensive train‘i'ng implied 1thhe.coprse‘- an aspect which v(:e
consider necessary_ for 1an'guage development b} 1ear;ners'at this Tevel - and

because such a demand'can be answered by the motivatwn wh1ch wﬂ] have

Lo 1nc1ted them to engage in a 1anguage 'Iearning ceurse. Moreover, the work

)

the Tearners wm do at home at their own’ pace, in the1r own way, wﬂ]

contribute to the ach1evement of the obJectfve of training 1earners to

learn the L2, stated fn principle 0. -- C - >

To corifor‘m to the requ1rements of principle 15, homework' and

.

ass1gnments will be exp'lainedh to learners in a way which Just1f1es the
completion of the *work by showmg them how the act1v1t1es .contribute-to -

develop1ng the skills they need to communicate Ain Eng]ish

~ The work to be-done at home by the students wﬂ] cons1st most]y of

.

exercises wh1ch aim a,t 1) developing oral receptive skills, 2) training

., Students tq approximate native pronunciation of Nor)'th-American En_g‘l ish |

‘*-(souhds‘and intonation), _3) nroviding additional opportun'ipti‘es “for 1earners
to‘us,e the language functidns and lexical items emphasized in the course,
4) developing the English lexical re?entoire of students, and 5) showing ‘

. 1earner:s how to épproacﬂ the i'eading of .authentic documents written 1n

English.
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In the student's workbook designed and illustrated to accompany
: the cour‘se, the purpose of each activity wﬂl be stated in French below
the headlng identi fying t-he act'ivity The purpose will be formulated to
.show the way(s) in which the actwity contributes to the attainment of
t;re object‘ives identified for each Gnit— When the exercise needs to be
exp]amed the directions will be given in French When the task is

N Y

-familiar to the students, simple. command-type directjons; will be given in

.E'ng‘h's.h. The workbook shall also contain French summaries of ﬁhe principal

points Ye]ating to ‘Tanguage usage and language use cove(ed'in the course.

Table 2 summarizes in schematic form, the different aspects of
“ language teaching_ and 1ear~_m’ng»which shall receive attention during contact
hours~and in the student's work to be done at home. The tab]ei Tisfs. the
t.ypes of exercices which have been envisaged for each of the éspects to be\

. , ,
covered in the course and. is provided here to facilitate a global vision of

_ the tyﬁé of work to be found in the course. The 1list is strictly te,htétive.

It will undoubtedly need to be modified following the tryout of the course.
four of the activities listed in table 2.will be elaborated in further

deta.il in Chapter Five.

.~ Table?

Activities for classroom intera-(:.tign and home study

o L]

IN CLASS .
(:ommunicatwe functions 1 : - .
Duplication of a mode*‘ " , ’ ,

- repetition (group and individual)
- enacting of roles (pairs or groups)
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‘. Varfations on a model: ~ '
- transformation -of model 'according to the-
- ‘ changés first brought by the teacher,
R 9 then by the students;
) : ., -.different topics, settings; . Y
s - - change of elements inftuencing
" : : - gramma tical categories. * \

Pfactise of functions in corr&ﬁunicative activities-

oo . = problem-solving act1v1t1es,
. .- usé of different visual aids provided
Vo .. in the text ;

) ‘ ) ‘ " use of materials provided by the students,

-, " < practice in the use of the te]ephone
(with a tele- tramer)

. Transfer of communicative skills
* Reflection on communications : '

B ' . - = initiated by discussions, in French
with students:

: " ". - by audio, visual, or audio-visual
material showing unsuccessful
communication; :

- by actual instances of pr'oblems of

>~ communication occurring dunng course
activities.

©

v

Provision and practice of possible so]utlons

, o : N - found in the learner's experience o¥

o communication in French;
\ ‘ « .~ transferred into English;
- with the help of student suggestions,
audio-visual illustrations, or teacher 3
suggestions, ’ ,

Granmatiq’ial structures . ' e
Answering student questions relating to grammar:

- by providing additional examp]es in
, ‘ English;
< T - by asking for student opinions on the
‘ : rules governing the structure, in French;

) ’ e - by having the learner refer to pertinent

information provided in the text;
¢ - by answéring the question and giving
explanations, in French,.
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Helping 1earners understahd formation rules:

'

' - by providing opportunities to pract1ce ,
the structures.

Providing Jearners with a basic grammatical meta]anguage:

- this should come as a result of the “
consideration of the two preceding
pointsy -

L4 a
' [

AT HOME (using the cassettes and workbook),

Y

Orail }eceptive'ski1ls

Training'for comprehension of specific verbal interaction ,
particular to identified settings:

. physical response to recorded messages
(var1ety of accents, registers, and
rates of delivery);

- transcription of oral information;

- French summary, in schematic form, of

. an oral message in English;

- delayed repetition of ageoral message; .

- identification,.in French, of information, ///

. moods, and opinions, found in the

' regording of ‘authentic exchanges between
speakers of English;

- checking of multip]e-cholce answers, .
written in Frefich or in English, to .
questions related to a message or}

. exchange recorded op tape;

. ’ - providing French answers.to questions
asked following the playing of a weather
forecast, a news report, or of other -
such authentic recordings.

./\

¢

Training for general comprehension

lecturette technique;

transcription of recorded exchanges; \. -
‘ ; songs with blanks to fill in; :

. S possible use of some educational matgria]
designed around topics dealing with

nature and resources (weather, energy,

etc.) by 'the National Geographic Society.

. Pronunciation: ~ 4
' Y - repetit1on (for sounds, stress and
. ' intonation); -
Y : - recording, by the student, of a*short ’
B - passage read in English, and recording
of brief exchanges between two students.
- This would be corrected by the teacher
vy for formative evaluation.

4 . , ! » . 5

L]
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Functigns and structures: b
7 /o . - playing parts-in 1ncomp1ete recorded
: exchanges,
/ C oy - reacting in English to situations
/ described to the learners in French,

on tape (e.q. ... 1 parle trop vite.
, Que dites-vous ?);
' ~ - meanifgful contextualized drills for the
: " practice of structures (used to ask
. questions, express negat1on make ¢
. requests..

’

Lexical rebertoire:

«

v, - - identifying cognates;
- making up.a personal "d1ct1onary"

. - use of pictures, found in the workbook

and supplied by .the students, in which
‘ » things, places and people must be

’ .. identified;
-~ - = practicing the use of lexical items

introduced in the course material;

’ ~* ' - exercises of word derivation;
’ - encouraging student participation in the
o *  development of a "word bank" for the

y : course by having them enumerate
: words they consider essential in certain

S settings (brain storming; could be done
in French and in English).
p " Reading skills *
/ - different exercises on short texts which

would show learners various ways in which
the decoding of a text may be approached:
identify cognates, main ideas, key words,
unknown words; make guesses concerning
s . the meaning of a passage; limiting the -
. . use of the dictionary.

"PRINCIPLES 3 AND 13

Principle 3 '
‘ Principle 3 states that the. selection and grading of language items
A Y

- in the course will be based on the potential value of ldnguage items, and

that the course will focus primarily on ‘those items which have the highest

potential value. The principle is further specified by principle 9 which

A
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‘states that general characteristics of 1angu§ge such as statements,’
questions and requests ,s'haH constitute the linguistic focus of the course.

‘ Principles 4 and 5 show the way in whictl.the language C(;ntent o'f the —
course will be presented to. the 1ealrner i.e. by using a metalanguage \;lh)’ch

* emphasizes the. functions which language fulfills. The following 1ist shows

# in a general way, which language functions and general characteristics of .

language will be covered in the course. It is in the contextua]iz;tion of *
these items and in the types of interqctibn f;ivoured to have Iear'ners ‘]
practice the 1a_ngua§e presented to them that these general language
functions will acquire an i'den;:i;:y related to the specific p(;'rposes, ‘

,identified for the tourse, - - _

The sequencing of the .1anguage content of the course will generally
foH/ow a progression fr;om what could be considered the minimal J;cterance to -
: realize a fun-ction (e.‘g. "milk", for a request) to a basic reperi:oire o.f ‘
structures which would enable learners to conmunicat; using'a rggister ’
_complying with “the genefa] r.'equirements for poh';ce address. As shown by
, table 1 (p. 12),-the majo'rity of settings calling for the use of Engh’sh—qn
~ the part of the French-Canadian \popu’lation are settings which usually ask
for the use of polite forms, since they involve verbal interaction bet;deen_

a

strangers. The sequencing of the language syllabus wou‘Id be cyclical,

r

constantly reviewing the basic functions and expanding their forms of

.

realization. .

At the final stage of the course the learners should be able.to

demonstrate ability to éngage in verbal interaction (rec‘eﬁtive and

productive) in English in situations calling for the use of the following

_~ functions:

3
) g ’

\
e .

&
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ASKING the time distance, for an opinnon, identity, location, for

directions, for Jnformatdion, Spelling, reason, preferences, for clarification,

repetitisn; !

. . = "s T . -
REQMESTING money exchange, food; information concerning rates, ﬁﬁ}ces,
\ ' ' .

» .

schedules, services offereq;

REPLYING (g1v1ng informatior, acknowledging, agreeing, disagreeing,

X -
reacting,confirming) to a request, a suggestion, an invitation, an offer, -
Y . L] .

_and accepting an apology; N

STATING (describing) facts, opinion, plans, time, wishes, preferences;

- . . PR 3o \

SUGGESTTNG p]ace; food,'activity;”' ‘ . .
»* !i ;'/ T .
IDENTIFYING things people p]aces ownership,

INTRODUCING people tQ¢meople, a topic (tc 1n1¢1ate conversation),

-

Q\' INVETING peopie to a ﬁ]ace, (offering) food, things, help; ul

and other functions which play important roles in the susteqance of discourse

such as: exciaiming, checking, expressing one's 1nabiiity to understand,

\

and taking leave

N P \
Y Ifa mpre'traditionai'grammatidai description of the COntent'of the

€

course were giyen, rather than one Yisting functional-or interactional
»
categories, the following broad inventory would be obtained:

« -

QUESTIONS (yes or no type and information questions using question

o

words) using "be" and "do"

F

STATEMENTS expressing answers agreement or disagreement opinions,

-

as weil as describing places and people;

) . b .
- o R N N -
] - .
- ~ . Ed N >

B N

-
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REQUESTS ucing basic polite fo¥ms (cou1d I have...?, could you show
me...?). S .’,) T - o B
" As for verbs tenses, the objective of the course is to reach a. . -

Tevel where learners can differentiate between forms .

of verb-endiiigs and can étart monitoring théir use of-third person singular

. marker in the present tense. For receptive skills, learners should start

* ’
{ ~

) recognizing the pasf, présent or fqture ‘aspect of an utterance. Fpr
_productive use, - 1earners are expected to indicate if they are referring to the
past, present.or future by us1ng such words or express1ons as "yesterday"
or "next week" éreced1ng or following a.message conveyed in the present
tense. If possible, the. basic.frequency adverbs "always", "never",

"sometimes", and "often" will be introduced. . ‘

Principle 18 .

- R ' ) ‘o

<
I

Principle 18 is concerned with the introductTon of an ,

storyline_featuring characters who wf'ﬁ‘experience various situations. These
)

characters wauld be introduced fn Unit One of the course and would first -

.

consist of ; married couple in tnEir early sixties. The coup1e would be

, _shown preparing for their second annual two-month stay in Hol1lywood Beach,
F]orida, in a condominium they rent from a French Canadian friend. The
couple would come from St- Appol1na1re a municipality 14 miles north-west of
Quebec C1ty They would be in a phase of early retirement, the act1v1t1es R
of their dairy fa being }2ken oVeY by their recent]y—marr1ed son.

Husband and wife would be very close, forming a strong coup]e but both would

be strong-minded and opinionFted. . h

-

~
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| uses Eng11sh at a level of f]uenCy s11ght]y higher than the ]eve1 a1med at

A~ . -0 - .

: Other characters would be introduced such as another couple, slightly

younger, residing in Montreal. For the first time this year they would

share their mobile home situated in Miami with the lady's sister who is “from P

+

. Chambord, Lac St-Jean. The fivé\characters wou]dbmeegtg; a jai alai game

'and become friends. Tbe couple from St-Appolinaire would know only a few”p .

words of Engl1sh and would somet1m§§ be shown trying unsuccessfully .to: *

achieve commumcatmn° The coupﬂé from Montreal would be rather fluent in

English. The widowed sister wou]d possess basic communicative skills in

€ C - . v '
“English. These different levels of fluency on the part of the French- :

Canadian characters would allow us to use both French-Canadians and native

speakers of Eng11sh as sources of authent1c fully developed d1scourse The
sister from Chambord would serve as an example to show' that commun1cat1on is -

!

feasible with a 11m1ted command of the language, and as the character who

as. the objective for the course.

Eng]ish-speeking neighbours from Canada and the U.S. would be

introduced as well as other characters depicting‘people Frenchréanadians / ‘ .

interact with in their daj1y activities in F1orida; » ) o
A visit by a daughter with her “grandparents'grandson" would take

place and a car would be rented for a two-day visit to Disneyworld. Letters

4 d

to and from loved ones 1n Quebec would be written and phone calls would be”:

made . A link with the Quebec reality will be kept throughout the course .‘~,

\

S1nce we be11eve learners will prof1t from exercises which will reqU]re
that they descr1be "their" Quebec to the Eng]lsh speak1ng peop]e they meet. e

Needless to say that the topic of winter in Quebec w11\ be 1nc1uded

A i
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'fhe storyline would follow the usual phases of getting ready to. . .

/

leave for, 5?orida (by car and by plane) of flrst arr1v1ng in the "new"

environment and finally of 11v1ng daily lives punctuated by typ1ca1 events.

Pedagogically, the use of clearly defined characters in the set'of
materials is seen as a way, of 1) linking units, 2) introducing and . .,
justifying course content, 3) directing the learner's attention to the
source and to the 1ntention of\conmunication, 4)'show1ng language in use,
5) providing recognizable, synpathetic and poessibly self—resembling
characters to whnn the learner can rejatg, 6) facilttating the contribution .
of learners to the course by putting charactﬂrs in situations which may -
remind them of personal experiences they have themse]ves had and which cou]d
be used as varlat10n§\for additional settings to contextua11ze communication
act1vities, 7) s1mp11fyﬁng the task of d1rect1ng the learner's, attent1on to
the kind of performanse we-would Tike to initiate in a particu} r activity

uiassigned as homework, and 8)#1imiting’%he work and expense\of 5 pplying

s ’ -,
7 photographic, illustrated, and recorded support to be included in the

- course materials.

-~

W . .-

-
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In this chapter, samples of four teaching/learning activities are
presented. They illustrate some of the types of classroom interaction

foreseen for the course and activities formhomé-study.

r

Activity 1 is the enacting by students of ‘the audio-visyal situation -
"C & C Steaks" Part dne: Activity 2'consists in a general analysis of |
" & € Steaksh, to be done in #rench by the teacher and gtudents, which
. aims. at having studentg\identify the fun;tioné cerredain the exchange.
Activity 3, "The Dominican Republic", is based on the lecturetle techni que
(Newton, 1974). It-integrates the fobr skills and would norha]ly be used -

for purposes of deVe1opiBg general oral comprehensidn Skillsu However, it

-

whl1 be presented here as an activity which aims -at having learners realize

that “English and Frgnch share cbgpates. _Finally, activity 4'§howsfene way

in which the training for comprehension of speci fic typeé of verbé}

interaction can be accomp]isheb;
L} ‘ ‘a\‘

2

ACTIVITY 1: C & C STEAKS

Paul and Thérdse, our couple from St-Appolinai;e, are at C &'C Steaks i

~

,Qith Raymond, Jeaneite and<Marguerite. Paul and Thérkse speak very 11tt3e

English. - Marguerite can make herself understoéd rather éqsily now, Raymond

and Jeanette §peak English fluently.

? | ©. 2105 -

¢

N
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be heard in fhe-bgckground-qs the P.A. system.announces..é

o
™~

The sound of different conversations, in French and in English, can »

1

Slides (Colour
drawings)

Crowded,
entrance of

C &*C Steaks

Paul with’
'Thérdse

Waitress

q§1tress
Paul- &
Thérdse

Margerite
(at a round .

MWaitress

Raymond with
Jeannette & |

table) N

Raymond

Marguerite,
Paul &
. Thérese

e

Jeannette & . Jeannette . .

(A woman's voice)
Thérése « e e e

.Jeannette . . . .

Thérdse .

4

. <

Waitress (mid-twenties,
smiling) .

Paul to Thérdse . . . .

¢« s = -

Thérdse a Paul - . B

Jeannette ... .

Waitress , . . . . .

-

Raymond to Jeannette and ’

Marguerite

Marguerite
Raymond .

g

+ YCate, party of five™.
: "Qu'est-ce qu'elle a

: "Party of five,

: "C'est comique, ¢a, un

* "Follow me, please".

: "Y'en a des b]onde§

: "Would~you like a drinﬁg

: "... un appéritif".
: "What's the C & C

: Mt's, rum,.

: "Ca vous intéresse 2"
: "Quin. '

: "Oui,‘gava 1tair nLn".
. "AIY right.

Sound tracn‘\\\ -

dit 2"

Ca veut
“dire: groupe de cinq".

party".

"Good evening".

en Floride"..

S

before you order ?"

Special ?"

grenadine,
lemonade,on ice, with.
1ime". ‘ .

~

We'll have
two C & Cs and one
Budweiser, '‘please".

W
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Paul &
Jhérdse
Waitress

Waitress '
Paul

Paul to
friends

Paul m'mméwf..l,;
Therese to Paul . . . . .
to Waitress . .

Waitress to Pau[. « e e

. Paul . e e s

Waitress . ./4‘? C e e :

Rau]x(jofiﬁg) to friends

: ~"0n%JC & C please".

"TOi ‘?n . ’ .

3

"J'vais commander".

)

"And for you, sir ?"

"Aaa... No C & C ...aaa
"Beer please...
Budweiser".

~ "Yes, sir".

- "Here's our menu. I'17
" be back in awminute".

"I am nervpus, in”

o English",

Teacher introduces the activity;

2. Audid-vﬁsﬁaf situation played twice; -

v

A

"3. Group repetition of English utterances during short pauses in
two or three additional presegtations of the -situation; .

teacher explains the meaning of utterances which are not: .

totally understood by repeating them slowly. The teacher should
be able to clarify the meaning without reférring to French;

4. Staying where they are, students form groups and tny to

diplicate the situation by following the slides only;

. 5., Then, without any audio-visud] support, groups go through the

complete sequence two or t
class;

hree times as teacher gfes around

6. If the number of students allows the teacher to play a part in
a group, s/he should do so.

o -

s

2>
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ACTIVITY 2: IDENTIFYING COMMUNICATIVE FUNCTIONS . ' L

¢
.

"C & C Steaks" Part One introduces two functions: offering and '
requesting (or asking for somethigg). Offering is realized by "Would you
" .like a drink ?" and requesting by three different forms: "We'll have two

C &.Cs:..", "One C & C pleése" and "Budweiser".

In,bur opinion, it may prove useful, béfore goinq on to Part Two, to
héve.the class identify the point of focus in the situation they enacted.
By asking gquestions, the teacher can.direcp the‘students' attention to the
setting (restaurant), the person who addresses the characters in English -
A‘(wéitress); and the nature of the usual‘exchahges betyeen a waitress and
customers (asking, offering, requgst%ng). 'Students then coﬁ\d be asked to

recall how offering and requesting were realized in.the situation.

This reflection phase would require only two or three minutes of class

. B £ = < .
time and would ensure a better comprehension ofﬁ;he purpose of the activities.

.It could sometimes precede the presentation of the audio-visual situations -

. aesigned to introduce specific functions or could even be'skipped if the

. ) "6 7
students' ‘comprehension was obvious. '

Part Two d$\c & C Steaks would show the waitress serv1ng six
English speaking cuStomers at the table next to Paul's. It would introduce
other fonms of reaﬁizatlons of the same functions, such as "Hhat would you

- ’

like to...?7", "Dp you w#nt...?" and "I'd like a...". P
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ACTIVITY 3: THE DOMINICAN REPUBLIC | o

.: PThe'Dominican Republic" is based on thé “1ectu;ette“ technique
described by Newton (1§7h). The lecturettes are w}itien in two forms, full.
and siﬁpli%ied. For our’ purpose "full" refers to prose which can be '”é?‘
'considered somewhat difficult to unﬁerstand for the 1eafners, and .

C “simb]ified" means a péraphrase written in easier form,ﬁith a limited
- i, ! voéabulary. Each of these 1ecturettes (4) is recorded pn tape in two forms:
EJFIjberate and regular. "Regu1ar" is the normal speed for a public 1ecgyre.

- ""Deliberate" is a slower delivery. This makes a series of four var1ations:

v

- a) simplified deliberate; , | ‘ ]
b) §}mp1ifiéd regular; ' \ ‘ ‘
‘c) full deliberate; - - . ' . -
< d) full regular. ‘

. The. students are given copies of the four versions and are asked to
fi1l in the blank spaces as they l1sten to the recording of the first’

version of the text without 1nterrupt1on Once a version is finished, the .

_#T__;»f sgudent has to answer the test acégmpany1ng that particular version. - The
students follow the same procedure fbr the'qext Qers%ons. §e1f-corqéction
of thg teﬁts is required, using the Snswer sheet which‘is provided with the
ac;ivity. Varfations can be iqtrﬁduced which may require correction of the

tests after each version or-which may allow the students to stop the

| recordifig when they encounter pfoblems.

Aside from training oral receptive skills, lecturettes can be used to -
\ - . oo ‘
*ntroducg new vocabulary, to provide cultural information related to the
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setting of the use of the L2, or can serve as reading material.

In the next section, "The Dominican Republic" is reﬁioduced in its
complete form. However, since the relevance of the activity for the
training of receptive sk111s can be eas11y observed we have decided to use.

the simplified vers1on of the text to illustrate another important aspect

of thE\cggIEe\1.e., the use of cognates.

.

t

As was mentioned earlier in this thesis, we pelievefthat the Texical

Id

repertoire ofl1earners could expand faster if they were shown the eitept
to" which French ;nd English share, in fact, the same words. ' Furthermore,
the use of a very simple-activity such as the one described next should

"prove even more worthwhile for French-Canadians since their code has been

infiltrated by so many English words. For example, if "C & C Steaks" P
.ot N
were the object of ana1ysis rather than "The Dominican Repub]ic",‘students

would most likely recognlze the word "drink" in the wa1tress' utterance »
«
"Nou1d yo§ like a drink before you order?" as an example of a borrowing

¢
1

in French to replace "un verre".

Before the Jearners can be expected to make positive use of cogna(es

(c.f. Principle 13), they must first realize they exist. This.is the

purpose of the next exercise. ‘
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f";;ENTIFYING COGNATES

f
!

Follow these steps: . ' . ‘

1.

Lisez la versron simpdifiée de "The Dom1n¥can Republic“ et
relevez tous les mots que vous reconnaissez pdrce qu'ils res-

" semblent a des mots du frangais; .

faites une liste en une colonne des mots relevés;

d ¢6té de chacun des mots relevés, inscrivez ce que: serait
1'équivalent francais de ce mot, selon vous;

'indiqdez par un astérisque 1es mots francais inscrits que

vous utilisez assez ré&guli2rement;

Ecoutez 1'enregistrement de la version simplifiée lente en
portant attention & la fagon dont sont dits les mots qui
correspondent aux ‘mots frangais que vous avez marqués d'un
astérisque;

prononcez en anglaisfbes mémes mots et réécoutez 1'enregistre-

ment pour vé&rifier si vous les rendiez bien. Notez les mots
plus difficiles et recommencez 1'exercice (6).

REMARQUE

L

On appelle ”cognates" Tes mots qui se ressemblent en an-
glais et en frangais. La ressemblance est dde au fait
que 1'anglais, a une période de 1'histoire, a emprunté
plusieurs mots qui provenaient du frangais et ces mots
sont demeuré&s dans la langue. L'inverse se produit au-
jourd hui quand en frangags on utilise "un drink" pour
"un Vﬁrre", ou "des flashers” pour "des (feux) cligno-
tants

Malheygelisement, tous les mots de 1'angiais ne sont

pas des "cognates" et, de fait, les mots les plus cou-
ramment employ&s en ang]ais ne ressemblent pas aux mots
francais. 11 faut donc les apprendre. Néanmoins, i1

est avantageux d'essayer de reconnaftre ces. "cognates"
car 1a plupart du temps ils expriment ce que Teurs é&qui- .
valents expriment en francais.’ On peut donc s'en ser-
vir lorsque 1'on parle anglais et s'attendre 3 8tre com-
pris gar un ang10pho?e, d condition-qu'on dgnne aux

mots leur prononciation anglaise. “’/
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This vulgarization of the concept of cognate would be inéorpdrated

in the studént's workbook and would be discussed in class. If the use of

Wian,,,, ¢

cognates also involves the possibility of misusing faux-amis we think that
it is at a higher level that this problem should receive more attention.,

Nevertheless, examples of common faux-amis would be given to the students

~ to attract their attention, to illustrate the concept of cognate and to show

A ad

the changes in semantic fields lexical items undergo through time.

Ay
\ . ]

Tﬁé DOMINICAN -REPUBLIC =
' _— T y
| SIWPLIFIED DELIBERATE -
The'Dominican Republic is an island of the Carigbean: Haiti
and the .Dominican Republ}c are on the same island. The capital of
the Dominican ﬁepub]ic is Santo Domingo. It is a big and modern
city. ’

Dominicans speak Spanish. The principal religion is Catholicism.
Tourism is not the most important industry there. Agriculture, mining.

and fishing are at the base of their economy.’

[

The Dominican Republic has a democratic political system .

SIMPLIFIED REGULAR

. ("
is an island of the Caribbean. Haiti and

The Dominican

- Dominican Republid are on }he same island. The capital
. :

the Dominican Republic is Santo Domingo. It is a

and modern city.
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Dominicans speak Spanish. The principal religion
Latholicism. Tourism is not the most important indusfry there.

mining and fishing are at the base of their

The Dominican Republic has a democratic ' system.
,t : .

- - -

The Dominican Republic is a country in the West ' . If you
Took at a map you will see that West Indies are just south of
Florida. S~ , Haiti, Jamaica, Trini%ad; Barbados, Bahamas and many

are also part of the West Indies.

. fhe Dominican is one of the largest countries there. The
island divided into two; Haiti to the west and the
“Republic to the east. Like most islafids, there, on side you can

swim in the Atlantic ocean and " the other side, in the Caribbean

Sea.
. 1]
The Dominican Republic approximately five million people,
“two’ million 1ivin§ in Santo Domingo capital of the country.
Santo Domingo is a big > modern city with hotelé,'caéinos, markets,
discos, stores and lots "~ cars.

CThe Domjﬁ?cans speak\Spanish, the only official language. .There
many religions on the Island but the main one
Catholicism. Many missionaires and priests on the island come

-

. .

Québec.
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Although the Dominican Republic has same beautiful weather "’
"as the other Caribbean islands, it not as well known by fouristf.‘

There are many _in Santo Domingo and inm Puerto Plata but tourism
not a very big industry yet. It should become

. important in the coming yeafs.

The economy is based on - and mininé. Dominicans grow
égéar cane, coffee, cocoa,rice and coconut. Silver, gold, coﬁper and
marble are found -on tﬁe island. Although it is dependent on the
United States the Dominicaﬁ ﬁepub]ic is. - stable eéonomica]]y than-

most }s1ands in the West Indies. ’ SN

Y

’ { Haiti, the Dominican Republic is a demoécracy with an

~

election evefy four

The Dominican Republic was hit very badly by hurricane '
in 1979.

FULL REGULAR .

The Dominican Republic is a in the West Indfes. If you:-
look at a’ you will see that the West Indies are just . :
" of Florida. Cdba, Haiti, Jamaica, Trinidad, Barbados, Bahamas and .-

other islands

5e also part of the West Indies.

1
4

Dominican Republic is one qf the 1argest‘countr{es there”,

island is divided into two: Haiti to the west . the
Dominican Republic-to the east. Like most islands ' » on one side
you can swim in the Atlantic and on the other side, in the

)

Caribbean Sea. B ' o

/

]
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. _‘ » ! Dominican Republic has approximate‘ly five million pedp]e, (L\\“
LN " .two million’ in Santo Domingo, the capxta] of the CounRry - ) !
" santo is a big and modern city with hotfé/‘ls, casinos,® ° , ,

-

discos, stores and Tots of cars.

+
o 5 -

The Dominicans speak ,, the only official 'Iangque. There

are many religions on . island but the main one is Catholicism.

Wy

. Many missionaries and on the island.come from Québec.
. . . ¢ . bl r .
. : ! """ Although the _ Republic, has the same beautiful weather as
‘ the other Caribbean .. .. , it-is not as well kriown by tourists. There .

many tourists in Santo Domingo and in Puerto Plata

'

R tourism is not a very big indu.;,try yet. It become more R g
’ ‘ 'impm?}:ant in t.he‘comiz}g years. . . _ - i
. ) ‘ 'Thé economty | based on Jagriciﬂtuje and mining. Dbmi&i.cans |
: “grow sugar: cane, 3 , cocoa, rice and coconut. Silver, gold ‘co'pper»‘
and marble ~_also found on the island. Although it is hendent e
. © - the U‘n,it‘ed States, Lthe Dominican Republic is more stable
A . . than most islands in the West In{ﬁigs. ' )
L ' ST oy
e . Unlike Haiti, . - . Dominican republic is a democracy with an '
. T election every : years. e, i i
""’ ) v The Dominican Republic ' hi‘t\very badly by hurricane David 2
. » 1979};‘~ o a |\ o |
“‘ . ‘I vu ’ . .
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SIMPLIFIED.VERSION A_ - _TEST .o r
1. ° Tourism is the principal industry. True ¥ False
2. Dominicans speak -
3. . The Dom1mcan Repubhc is a
. c1ty . AN . True \ False
. h .
SIMPLIFIED VERSION B_ - TEST
- »
1. Haiti and the Dominican Republ-c are _ .
; on the same island. _ True - w 3 False
2. The island is in the Ca. . . . /. '
“hat is Santo Domingo ?
. ‘v . .
FULL VERSION A_-_TEST ‘
1. ¢ The West Indies are in Trinidad. . "True | False
2. .~ million people Tive in the Dominican Republic.
3. Jamaica is more popular with tourists .
than the Dominican Republic is. ‘ True False
4. What do Dominicans grow ?
5. . Haiti, is a democratic coungy. \ True . False
FULL-‘!EB§£9’!-§--:;_IE§I o S
1. Which oceans border the islands in the West Indies ?
2. . Catholicism is the only religion : - N
on the island. - True False
3. 1979 was not a good year for Dominicans. True False
4, Which country is the Dominican _RepubHc dependent on ? ] ]
5 . v - . ’
[ 5. What is special about the democracy in the Dominfcan Republic ?
, . :

’




MISSING WORDS -

TESTS S : I

SIMPLIFIED\VERSION A ’ g ¢ ,

Haiti,_The, is / principal, industry, of / system. )
- - .
SIMPLIFIED VERSION B < ‘ , . y .

‘Republic, the, of big / is, Agriculture, economy / political.

<

FULL VERSION A

-_..---____.._-_

Indies, the, Cdba, islands / Republic, is, Dominican, one, on /

" has, the, and, of / are, is, from / the, is, tourists, is, more /

dgr%cd]tdre, also, more / Uﬁ]iké, yéars,‘be, years / David. K

FULLVERSIONB T

v . -

' country; map, south, many / The,. The and there, ocean?/ The,
11v1ng, Dom1ngo markets / Span1sh the, priests / Dom1n1can,\1s]ands, are,

but, should / 1s, coffee, are, on, economically / the, four, in / was, In.

t

~

SIMPLIFIED VERSION A ' C \

1.° False. o .
2. Spanish. .
i oo N
3..  False. ' ' R )
- . a . ) ,
1 ° \~ N h
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 SIMPLIFIED_VERSION.® , ‘

1. True. T

2. _Caribbean.’ . N

3. T‘P\le‘capitﬂ of the Dominican Republic. :

FULL VERSION A_-_ TEST

1.”  False. :

2.. Five.

3. True. )

4, Sugar cane, coffee‘, cocoa, rice and toconut. L
M 5 True. l '

: ' 3

FULL VERSION B_ - TEST ‘

i p _ \ B
.Refer to .the text to veri‘fy your aps’wers . .

\ . -

‘ACTIVITY 4: _"0.K. UNDERSTOOD '

]

This ESP course aims at answering specific needs 6'1", a speci fic

population. In the area of verbal cbmpre)wn‘sion skills are sometimes slow

>

to develop. Th‘is may be due to the types of neurological processes which

determine the eventual comprehension of a verbal nie\ssage_‘. There are many

"5 va‘riab/l\es which may influence the expression and reception of an utterance.

L)

"Nhen the difffcultieS‘or-'ig.inating in the different accents, rates of

delivery, and re_gistérs qualifying (II.Z)' Spéech are added to other problems

of a more psycho‘iogicaT npfure which also affect communication - shyness,

nervousness, time, and so on = it is easy to see the important 'conétrain"cs

. imposed on the process 6f verbal compréhension. R

{

R

Cesw
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“In order to prepare the learners to understand different ,types‘of '
verbal exchavng'es or messages they' my be exposed to, each unit of the

course will.incorporate various exercises recorded on tape which will provide

‘opportunities for learners to develop comprehension skills. \

\ '
@ 5

Contrary to "The Dominican Repubﬁc" which could be said to focus on

-general com;irehension, the material found in the sect'ion "0.K. Understood."

would consist exc1usive1y of "problem solving" or "'infonnatwn-gap“

v

. act1v1t1es : - . . : .

In these act1v1t1es, students are required to show, by varwus means, .
that they have understood a message by - acComp'hshmg certam tasks In the
samp'le shown in Actwity 4, the students must 1nd1cate the route to foHow
to get to the 7lst street beach, on the bas1s of the information given: by

Y

a pedestrian at the corner of a street R

A variet,y of prob1 em- solvmg act1v1t1es wﬂ] be inc'luded 1n the

.

' g

student's mater'ial for. home study These will -often illustrate, in . - /..

wa

additiona’l 1nteract1ona1 settings, %conmunqcative functions covered in
the units We also see fth’ls type of actwity as being adequate &or t‘he
expfloitétmn of ’lexica] areas (top1cs) important\ﬁr"“‘the ?earners but which '\\
cannot receive sufficient attentlon in class due to a lack of time. Numbers,'

date , time currency and ¢ar repair are examples of t0p1cs wh1ch can be

deVelobed in the student's work using 'I'Hu,stratwus, photOgraphs and R L
recorded Verba] 1nteract‘ion : ' \ .
- - " » "t
- . o
. - .
3
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0.K. UNDERSTOOD ! - Problem # X

‘page x. | En vous basant sur 1'information don-
née par |le passant au coin de Biscayne Blvd.
et de la' 72nd Street, tracez sur la carte la
route a suivre".

On tape: '"Prob1ew’#-x. Regardez la carte de Miami 3 la

(Street noise in the background...)

.~ Pedestrian: '"The beach ? Sure. JustK;:;e a

: right at the corner of 79th Street. You will
cross the J.F. Kennedy causeway. When you're
on the other side, just go straight ahead.
The 71st Street Beach i's right there in front
of you. 'Corner of Ocean Drive.and 71st".

DFiver: "Thanks a lot".

L]

Pedestrian: "Have a good day "

©
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CONCLUSION =  * o

The object of this thesis was to design a course in English as a
N
second language for a population of French-Canadian adults who regularly

spend time-in Florida. T%e major concern throughout the different stages -

.of the deveIOpmenEQof the project was to try to answer what we éonsidered

to be the needs and expectations of this population of learners.

The needs and(

the social phenomenon constituted~by the annual "migration" of this
/

popu]at1on, by a dech1pt1on of ‘the popu]at1on itself, and by the

’

expectations were derived from the consideration of

identification of their poss1bﬁe 1anguage needs A global but specific

A

w

picture of the c1rcum§5§nces surroundﬂng the des1gn of the cdurse was thus _

-

obtained. .

- Our attention then shifted to the {heony of course design. In-
order to base }ﬁm conception of the course on solid grounds, we reviewed : ‘
’ ‘ S
the Titerature on'second/foreign language teaching syllabuses. We first

considered the three baéesﬂof_langupge teaching and adopted the view of .
authors who support‘the design of language courses based on research in

linguistics, psychology, and educatfon as well as on-common sense and on the .

-

teacher/designer's. experience.
.

\ | A descriptive analysisaof the strug%ura1, sftuational and semantic

\

syllabuses fo]iowed, 1nc1u?ing\criticisms found 1n’§y11abus design and

.second 1anguage acquisition literature challenging each of these

1

approaches to syllabus design. This second part of the thesis brought

@

7 forward the e1ehents required to ‘make up a syllabus as well as possible

§
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alternative ways in which the elements cqufg/;; organized.

Equipped with information on the popu]atjon and on second/foreign
1§nguage course design we proceeded to elaborate a .set of princ%p]es which
vould guidé the cesign o% our course. We expressed once more the
necessity for a global approach for the conception of the course, an
approach which would iake intg account the variables or specifics
i ntified as being of impoftance for effective language development for

’ + '

his popu]afion. It is in this sense that we referred to the course as

.~ being truly ESP. The 23 principles constitute the part of the thesis in

3

which is reflected our personal aligﬁement of elements to.be taken into
consideration for the design of the course. “As such, they constitute our

answer to the need for a course which caters to the specific characteristics,

H
3

needs andlixpectations of this population of l®arners. : \
h

~

The principles reflect current trends in language teaching and
second language acquisition research, which stress the importance of
presenting language as it is uéed, for purposes of communication. In

Chapter Three, this concern was further specified by principles which '

. illustrate different ways, found in the literature, .which contribute to make

this principle -operational for language teaching and learning. These
relate to the use of a semantic déscription of language, to the grading.
of items according to their potential value, and to the use of activities

which call’ for a- communicative use of language on ége part ‘of learners.

We also-included other principles which' aim at making the course and

its interactions correspond more closely to the teaching situation we are
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working with. These principles are not found as such in current theory
but can be considered as practical applications of concepts receiving much

attention in the field of applied linguistics today. Most of these

¢

“principles reflect the shift of attention from ‘"what's TAUGHT to what's

LEARNED, from LANGUAGE - which is universal-and impersonal - to

COMMUNICATION"- which is individual ‘and personal, though nec'essarily

T

;//‘/s‘%rfuated in a social context", to quote Taggart (1980).

Finally, we tried to incorporate ideas which had a potential of .

~ facilitating language development for this particular population. "The

specific uses of the mother tongue in class and in the matev"als, the
determination to encourage learners to use cognates, as well as othe;'
m;-thodological 'cho_ites are essentially our own. Although similar
ciu_estiqns may have been considered in the literature, the development of
these ideas in this thesis was strictly based on personal experience and

beliefs.

*

Chapters Four and .Five specified the application of _thq principles

‘'stated in Chapter Three by describing certain aspects of the coyrse, by

presenting the types of activities which would be'at the base of classroom -

~
interaction and home study, and by specifying the general language content

of tﬁe course. The four activities described in Chapter Five illustrate

** the possible format and "colour" of the course materials which would be

i

designed for the course.

To conclude, it is not in the language it teaches that this course
could be said to differ from other courses. In our opinion, it is rather
in the constant concern we tried to preserve with providing learners with

what they need, in all areas of method, that this course takes on its own

- charadter.

Aon i
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