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INTRODUCTION

1. Rationale

1t is well known that since World War II the technological
and scientific process has undergone rapid development.
Consequently, the amount of information originating from this
process is so great that the use of a translator in every
linguistic exchange is now impractical. Moreover, the number
of languages and translators needed would exceed the possibili-
ties of any country not only in the economical aspect butaﬂéo
from the point of view of human resources. Translators would
also have to be highly competent both in the language itself
and in the scientific or technical area to which the material
belongs:

", ..specialized translating involves much more
than the mechanical looking up of ‘equivalents'’
of the special terms in dictionaries...it is, or
should be axiomatic, that nobody can properly
translate what he does not understand; hence sa-
tisfactory technical translation can only be done
by someone with the requisite-technical knowledge
and practice in technical reasoning, to follow
technical arguments in the required speciality
and to bridge over gaps in such an argument the
kind of competence required to do this depends
not only ¢n the nature and subject matter of the
original text, but also on the purpose of the
translation and on the kind of reader for whom it
is intended. _
In order to translate papers written by and intended
for scientists engaged in original research at the
frontiers of knowledge, the translator must himself
be familiar with those frontiers."

(Mackay and Mountford, 1978,p.12)




-0 our Spanish speaking country, Venezuela, English is the

second most important foreign language due to the fact that
a great deal of the scientific, economic and commercial ex-
changes take place with English speaking countries. English
plays an important role in the transfer of technology. Since
Venezuela is a developing country in the industrial,scientific
and technological areas, we must rely on foreign technology
and apply it to our needs. Not only is English needed for
this application to be effective, but also to communicate the
contributions of Venezuelan researchers and developers to the

international scientific community.

Given that technology transfer is understood as a bidirectional
process, it can be seen that the Venezuelan professional
requires a high level of linguistic competence. By lir,uistic
competence we mean the individual's ability to use language
to communicate effectively. When we talk about increasing
linguistic competence we imply that, as teachers, we must
increase the student's knowledge and use of English so that .
he can effectively carry out the communicative activities
of the professional -to-be.In doing so, it becomes important
take into account the linguisﬁic‘and conceptural knowledge
of the individual in his/her own language so that he/she can
transfer it to the target language. According to Allen and.
Widdowson this "information transfer...is based on the fact

that the processes and procedures of science are the same no

matter what the mother tongue of the scientist concerned is,
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Likewise, scientific discourse represents a way of conceptudizing
reality and a way of communicating which must, if it is to
remain scientific, be independgnt of different languages and
different cultures."” (Mackay and Mountford, 1978, p. 13)

¢ .
Tt is during the university years that the individual is most
consistently subject to a study routine and disciplire and it
is also the period when he/she is more aware of the utility and
need of English as a tool for his/her academic and professional
improvement. The Universidad simén Bolivar is an institution
in which the academic and research activities are of a scien-
tific and technological nature; its activities are enriched
by the exchange of information with other national and inter-
national learning centers. Our student is in the process of
academic and personal development. He/she is dedicated to
his/her studies and motivated by a rigorous academic system
that creates an environment of positive competition. In order
to graduate as a well-qualified professional, the student
needs English to have access to the literature in his/her

specific field of study.

The Language Department at the USB offers a onefyear general
EST course as well as a post-first year program of ESP for
some fields of study and courses in Enélish literature and
culture for more advanced students. The first year of English
is required for all students enrolled at the university with

the exception of those students who are fluent in the language
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and are able to pass an eéxemption examination. At the Present,
the ESP courses are offered in the following fields of study:
A;chitecture, Biology, Computer Science, Eleétronic Engineering}
Mathematics and Urban Planning. In some cases, these courses
are part of the course requirements the students have to
complete, and in others they are elective. Some courses have

a duration of one trimester, while others require three tri-

mesters to complete.

2. A Systematized Approach to ESP Courses at the USB

2.1 Backgféhng

In October 1979, four professors2 of the Language Department
of the University presented an internal report on the ESP
courses then being offered for some professional areas. The
report identified certain pProblems in connection with these
courses and made some recommendations as to how a solution
might be sought within the framework of recent investigation

in the field of ESP. The origins of the problems identified

were linked specifically tc the circumstances in which the

courses were conceived and designed.

1
In Venezuela, a distinction is made between Electronic and
Electrical Enginnering. Due to differences in pensum they are
considered two different specializations.
2
Nora E. Soto-Rosa de Villoria, Genoveva Llinares de Alfonzo,
Sonia Villegas de Rajani and Enrique L6pez Contreras.
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As a rule, courses were created due to the initiative of the

coordinators for the professional areas who would communicate
their wishes to the Department which, inlturn, would appoint

a particular professor to be responsible for designing and
teaching the course. As é result, each ESP course became
identified with one individual and the courses themselves would

reflect the very different approaches of these individuals. In

many cases, this made substitution extremely difficult and if, —-

as was sometimes necessary, a new professor had to teach the
course, there would be no continuity with the way it had been
taught previously since the incoming professg; would tend to
adopt a differeat approach.

.
Besides creating discontinuity between courses from one aca-=
demic term to another, the personalized approach that was
evident in these courses hamperedlagéningful evaluation of
the global ESP program. Another inconvenience was the duplication
of efforts engendered by the isolation in which these courses
were developed. Moreove:r, in the absence of firmly established
guidelines, the influence of the coordinators was all too
evident in some courses which were assigned the essentially
limited role of reviewing, in English, subject matter already

dealt with in the students' specialty courses.

2,2 The Project

A general recognition of the need of a more systematized

approach became evident in order to establish common goals

Sy




4 vi
and common procedures for attaining them. Yet, in view of the

specific character of each ESP course, it remained to be seen

whether, and if so to what extent, systematization of these
courses could in fact be achieved. A project was therefore
undertaken as a means of aécertaininglthe feasibility of this
proposal as well as the limitations attendant on its implementation.
It was also realized that there should be coherence and conti-
nuity, not only among the so-called "ESP courses”, but also

between these as a group and the first-year general EST program.

Consequently, a review of the most recent contfibutions to

applied linguistics was initiated, with emphasis on bibliography
published in the field of ESP. Teachers in the ESP séction3 of

the Department consulted bibliography available locally, along

with material brought back by a member of the group4 who had
attended the "First TESOL Summer Institute Meeting” at UCLA in .

that year (1979). In February 1980, a number of professors

3 Genoveva Llinares de Alfonzo, Donna De Freitas de Archibald,
Dolores RaventSs de Castro, Dolores Nachman Curiel, Ana Marfa Rajkay de
Dolanyi, Sonia Villegas de Rajani, Sharon Owen de Ross-Jones and Nora
Soto~Rosa de Villoria. .

4 Nora Soto~-Rosa de Villoria.

> Genoveva Llinares de Alfonzo, Sonia Villegas de Rajani,
Sharon Owen de Ross~Jones and Nora Soto-Rosa de Villoria.

S pyrine ey




vii
attended the "Primer Seminario de la Facultad de Humanidades Yy
Educaci8n de la Universidad Central de Venezuela sobre la Ense-
fianza de Inglés para Fines Especificos". These events provided
some very relevant additions to our library. This was followed
by a course in "Enfoques Comunicativos en la Ensenanza del In-
glés como Lengua Extranjera" taken at the Instituto Universita-
rio Pedag6gico from March to July 1980 by three members of the
groﬁ;6 who simultaneously orgaﬁizeé an internal seminar in the
Department for the benefit of the other members. Since the aim
of the seminar was precisely that of developing a systematized
approach to the development of the courses falling under the
aegis of the ESP section, the activities were centeréd around

the distribution of bibliographical material in ESP followed

by the discussion of key topics encountered in this bibliography.

Finally,on the basis of information provided by this process
of theoretical research, the decision was made to adopt aspects
of the communicative-functional approach, with its emphasis on
learner-based needs translated into relevant language skills,
as a frame of reference for the design and teaching of ESP
courses. The steps that were followed adhere to the procedure
recommended for implementing a systems approach in communica-

tive syllabus design of ESP courses. (Munby, 1978)

6 ,
Dolores Nachman Curiel, Sonia Villegas de Rajani and Nora
Soto-Rosa de Villoria.
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First, a theoretical framework was designed to serve as a re-
ference for the rest of the pProject. Certain basic concepts
were adopted in relation to the teaching of English for Specific
Purposes, the communicative approach and the teaching of reading
for Science and Technology. These concepts were adapted to our
situation, taking into consideration the student characteristics
and our principal objective, the teaching of reading.
In order to determine the needs of the students, the coordina-
tors of the various fields of study were.inferviewed as were
the professors of the different courses given within these
fields of study. A questionnaire answered by the students,
and a student profile were prepared for each field of study at
this level. In addition, a bibliographical analysis was made
of the material which these students must handle throughout
their studies. Based on this information, priorities were
established as to the fundamental skill, reading, as well as
to the rhetorical language functions most frequently used in
each field of study considered. The teaching objectives were
subsequently elaborated, these having been formulated according
to the student characteristics and needs. For this formulation
we referred to specialized writers both in the field of objectives

and in the teaching of foreign languages for specific purposes.

Taking as a point of departure the results of the needs analy-
sis and the objectives formulated for each of the fields of
study Considered, teachers used authentic materials (defined

as the type of materials the student would have to deal with

SV |
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alty area )as a basis for producing exercises

in his/her speci

highlighting the discourse functions and related language

features selected for study in a particular unit. If
'appropriate "readymade" materials were available, they were
utilized. But this was the exception and not the rule. Con-

currently with materials production, work was done in the

area of testing. At the same time evaluation of teaching and

testing materials was being carried out.

our main purpose is to use the results of all these analyses

to establish, while taking into account the specific characteristics

of each course, general guidelines for the production and
P ~

future revision of our materials. The last part of our project

includes conclusions and suggestions for further research which

we hope will reflect as closely as possible the real needs of

our students and courses. It should be pointed out that re-

search and production of materials and evaluation (both for

testing and course evaluation) have been carried out

simultanebusly. Thus the materials which have been developed

according to specific objectives formulated are not necessarily

the definitive' ones. Our tests and qguizzes have also undergone

a similar process. We feel, however, that the framework developed

has been valuable as well as practical.
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- CHAPTER I
THEORETICAL CONSIDERATIONS ABOUT

ENGLISH FOR SPECIFIC PURPOSES -

Nora Soto-Rosa de villoria
and

Sonia Villegas de Rajani

1. English for specific Purposes_and Language Teaching

In this first section, it is important to define more precisely
what is meant by the term ESP, how it has developed and how it
relates to the more general field of Teaching English as a

Foreign Language.

in this era of increasing information exchange in all areas of
human endeavour, the téndency to specialization of knowledge is
an evident and irrefutéble fact. The field of English Language
Teaching has not ascaped this influence. At the same time,
translation, as mentioned in the introduction, has not been able
to cope with the overwhelming number of new terms which are
coined every day. Thus, the need to specify for whom and for
what purpose the teaching of English is required has contributed
to the development of ESP: |

wEGP courses are those in which the aims and the

content are determined, principally or wholly, not

by criteria of general education...but by functional

and practical English language requirements of the
learner." (Strevens, 1977, p. 90 ¥+~

iy
44




1-2
It is useful to clarify that the term ESP can also refer to -

English for Special Purposes. In both cases, the words "special"

\

\

|

\
and "specific" refer to the idea of needs specification or .
definition. The term "special", however, is not used in this
project to describe a special language different from ordinary

English:

similar and different uses employing similar and
different usages." (Mackay, 1978, p. 5)

"What we have is the same language employed for 1

The students are, then, the most important element in ESP

since it is the student, and not the teacher or‘language itself,

who determines the starting point for the course and materials

design. This new approach to language teaching not only saves

time as well as material and human resources in the process,

but also helps the students feel more stimulated by having a *

course relevant to their needs. According to Bates (Mackay,

1978, p. 78 )there existed before a gap between the process

of learning English and the eventual use of the language. This

resulted in low motivation on the part of students. With ESP,

the students use in an active way not only their knowledge

of English but also the different kinds of knowledge they

have in their own language. The main purpose of an ESP course

is to use the information that the learners have both of

their own language and in their specific field of.study in

order to show them how these ideas are expressed in English: l
"A communicative curriculum will focus on the .
learner from the very beginning by relating the

initial contributions of the learner to the v
ultimate purposes of the curriculum. lMore precisely, .

I,




the communicative curriculum seeks relation-

ships between any specific target competence

and relevant aspects of the learner's own

initial competence.” (Breen and Candlin, 1979, p.3)

At the same time, since we are not specialists in scientific
or technical subjects, an ESP course is not meant to be used
as a tool to teach the student the content of his field of
study. Nor is it used to teach the formal structure of the
English language. Rather, its main emphasis in on the inter-
relationship that exists pbetween the subject and the language.
(Meehan and Ross-Jones, 1978, p.l). In this manner, English as
a Foreign language can be looked upon from a new perspective,
i.e. as having both an auxiliary role for the modern student
and as a tool to achieve academic and occupa;ional goals.
According to Selinker and Trimble:

v . .our students are learning a foreign language

primarily in order to manipulate difficult
intellectual material in it." (Mackay, 1978,preface viii)

Although there seems to be a confrontation between ESP and EFL,
we should view both of them as part of a continuum. Accoxding
to M. ﬁacmillan, (Macmillan, 1979, Pp. 6 ) this continuum arbodies
courses for homegeneous groups with very specific needs at one
extreme, courses for mixed groups with a variety of specific
purposes in the saﬁe field of study in the middle part of the
continuum and at the other extreme, courses for mixed groups
with very different and diverse needs. Each of these situations

would require special course design.

e
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Due to the fact that the term ESP is very general and refers .
not only to scientific and technical areas but also to - W
humanistic ones, several subdivisions take these differences

into account, The term English for Science and Technology (EST)

is applied to courses both in scientific and technological

fields of study. There is also a difference between courses

which have academic objectives (English for Academic Purposes-

EAP) or occupational objectives (English for Occupational
Objgctives-EOP). Strevens, (Strevens, 1977, p. 91 )has added
othér‘diversifications in EAP and EOP. In the academic area,

we have English courses given before the student begins his

field of study (as is the case with our first-year students)

and courses which are offered while the students are studying

their specialty subjects (as in the case of our ESP courses),

There is also a difference between an English course offered .
independently from the other subjects of the specialty and v

one in which English is taught through the subject matter.

At the USB, ESP courses fall within the area of EST and EAP.
Our courses are also part of the pensum for fields of study
such as Architecture, Biology, Computer Science, Electronic

Engineering, Mathematics and Urban Planning.

Even though students entering the university are not fluent or
very efficient in their use of English, a four-skill course is ‘
not needed to upgrade their knowledge, On the one hand, such

courses are frequently rejected by students since they are .

L,
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reminders of the courses they had in high school (which have
not been very successful in teaching them the language) . On
the other hand, a course of this nature does not help learners
satisfy their real needs with regard to English in their

university studies.

1.1 Scientific Language

There is still no consensus what scientific language 1is.
Nevertheless, we can say;that it requires special skills in
each discipline. Accordingﬁto Strevens, the main difference
between scientific and everyday language resides in the
frequency and distribution of the various language elements.

In this way, we have, for example, the frequent use of compound
nouns, passive verbs, expressions of quantity, abbreviated

relatives and so forth. (Strevens , 1977, p. 23)

An additional , very important characteristic is the use of a
technical vocabulary, the density of which varies with respect
to the different fields of study. Fields such as Computer
Science or Electronic Engineering have a great number of very
specific terms, and the student will need to learn them in
order to deal efficiently with the texts in these fields. In
contrast, we have fields such as Urban Planning, in which
technical terms are less frequent. The use of symbols is also
very important in some scientific fields. In Mathematics, for

example, symbols are essential components of its language.
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In the past, scientific languaée was criticized since it was
considered poor and lacking in literary style. It was also
said that scientists tended to express themselves in a
complicated and redundant manner. Influenced by these views,
the field of ELT was limited to the literary aspect of the
languagevwithout taking into account its scientific use.
According to Allen and Widdowson, English Language Teaching
(ELT), within the structural approach, placed great emphasis
on the elementary level and notably neglected intermediate or
advanced-level students. In this approach language teaching
dealt with the most simple grammatical structures. Behavioral
theory was also a very important part of this approach. Routine

class activities included repetition and memorization drills.

With the awareness that science and technology require transfer
on a worldwide scale, new uses of English arose. Due to the

fact that science students only dispose of a limited period of
time for language learning, they need to learn only those )
aspects of English which can help them in their fields of stud&j
ESP, therefore, arises as a universal medium for training the

student of our times,

1.2 The Development of ESP

M. Macmillan (1979) divides ESP into three stages or generations.
The first generation would include those materials produced in
the 60's, which still bore a strong influence from the structural

approach and behavioral Psychology. There was also a great

‘
p
-
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1-7
emphasis on register analysis, 1.e. the analysis of unique and
distinguishable systactic structures and vocabulary within the
language system. An example of this type of approach is Ewer and

Latorre's textbook: A Course in Basic Scientific English, produced

in Chile.

Applied and pure linguistics, discourse analysis and the analysis
of the communicative needs of the learner have all influenced

materials produced in the second ESP generation. In this stage,

there 1s great emphasis on the students and the kind of skills
they need in order to communicate efficiently in the scientific
register. The "pocus" series of Allen and Widdowson are repre-

sentative of this period.

Finally, Macmillan describes a third generation which is being
developed at present. .Its main characteristics are:

"a) a process orientation, encouraging learners to
develop their own learning strategies through
creative, open-ended techniques such as role-playing
and simulations.

L) a variety of learner-centred methodological
options to allow for individual variations in
motivation.

c) an emphasis on multi-media packages-eva1when
the learner's apparent goal is uniquely concerned
with one skill-say reading. ‘

d) a multi-theme approach avoiding a commitment
to material drawn exclusively from the special
subject area-"metallurgy for metallurgists”.

e) attempts to exploit what the learner himself
brings to his learning task-his acquired experience
of the world and of th~ topic.

£) influences from creative approaches not normally
associated with ESP-suggestopaedia, counselling
learning, silent way, drama techniques.

g) procedures for teacher self-monitoring-which
becomes even more important as the teacher's role g

)

~




becames more varied and less orthodox,

h) less emphasis on the book-because of the trend
toward more flexible, multi~media, learner-cantred
programs." (Macmillan, 1979, p. 6) '

In summary, the trend in ESP now seems to be towards eclecticism

and a greater balance btween the grammatical and the cormunicativel

aspects of language.

2., The Communicative Approach

In the last years, the interest aroused by ESP and EST has
coincided with the interest shown by linguists in the

communicative aspect of language. \

'
4
4

In the late 1960's, linguists like Ross, McCauley and Lakoff
"began arguing that one cannot in fact describe grammar in
isolation from meaning” ( Coulthard, 1977, p. 3). Lakoff
concentrated his efforts on clarifying the sociolinguistic
aspects in the process of language acquisition:
"in order to predict correctly the application of
many rules one must be able to refer to assumptions
about the social context of an utterance, as well

as to other implicit assumptions made by the
participants in a discourse." (Coulthard, 1977,p.3)

This shift of emphasis from an abstract and fcrmal viewpoint

6f language to a conception of language as a system of
communication was mainly'due to the development of two
disciplines influenced by Communication Science. Psycholinquistics
and Sociolinguistics are concerned with two essential components

in the process of language acquisition: the individual and his

2o
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/her social and cultural environment, Thus Psycholinguistics
is concerned with the individual and what happens inside him/
her and how he/she expresses this in the form of a message.

It analyses how words and sentences originate inside the
speaker through the process of language acquisition as well

as the psychological mechanisms which make possible the
formation of concepts and ideas and their expression through
language. Sociolinguistics, on the other hand, postulates that
the rules of language are operating at a subconscious level and
although language 18 used, these rules are still unknown, It
focuses on the individual as a social entity - living within

a community and on the social and cultural factors operating

in this community. (Sindermann, 1980)

These two disciplines have greatly influenced the present
approach to the teaching of English as a foreign language,
This approach is intended to develop the communicative
competence of the individual. If language 1is viewed as a
system of communication, then the emphasis when teaching it
is on the use and purposes of language and not on its formal

description.

The notion of "communicative competence" adopted here is that
proposed by D.H. Hymes. In brief; this ~ompetence refers to the
capacity of the individual;%o express himself in a language
taking into consideration the sociocultural elements that

determine the form and substance of the message:
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" ...the competency of users of language entails
abilities and judgements relative to, and inter-
dependent with, sociocultural features... ." (Hymes,
1972, p. 277)

At the same time in England, Halliday (1973) developed his no-
tion of "meaning potential" which refers to the fact that at

the moment of uttering a message we can choose from several lan-
guage options according to a given communicative situation.
Thus there exists a need to integrate language to the social
context. As Halliday observes, language exists because we want
to use it for something. He distinguishes between the "meaning
potential” of a child and that of an adult. While in the former
there is a one-to-one correspondence between the words and ex-
pressions he uses and the’functions he wishes to fulfill through

language, in the latter this limited correspondence does not

exist, since an utterance could correspond to different functions.

Widdowson also proposes a model concerning language as commu-
nication. He distinguishes between our knowledge of the ab-
stract system of language (usage) and the appropriate and mean-
ingful use of such linguistic knowledge to ensure an effective
coﬁmunication (use) (Widdowson, 1978, p.3), Until recently, the
teaching of a language focused on the study of its abstract
system on the assumption that the learning of the grammatical
structures of a language guaranteed the knowledge of its use.
Widdowson points out that the teaching of "use , however, does
not seem to guarantee the learning of usage since the latter is

represented as a necessary part of the former" ( Widdowson, 1978,

e
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( p. 19) .Thus, if kngwledge of a language entails both knowing

its use and usage, nit seems clear that the teacher of lan-
guage should be concerned with fhe teaching of both kinds of

knowledge" (Widdowson, 1978, p. 19).

Within the communicative approach to language teaching, the func-
tional aspect of the language should also be considered. Through
language functions such as description, classification, defini-
tion, inference, instructions, and soO forth, the speaker or writer
communicates his/her ideas to the pexson or people addressed. In
addition to their functional value, sentences or utterances also
convey a conceptual or notional meaning by expressing concepts
of time, quantity and place, ideas, information and content in
general., Both the functional and notional aspects of language
competence have peen developed by D. A. Wilkins in his book

Notional Syllabuses (London: Oxford Unviersity Press, 1976). Ac-

cording to Wilkins, when teaching a language we should make sure
that the learner knows how to express the different types of
meanings in order to adapt and combine the different components
of his linguistic knowledge according to the requirements of a

given act of communication.

3. Reading as a Means of Access to Sspecialized Literature

As was mentioned above, the design and teaching of ESP courses

is based on the linguistic and communicative needs of the learners.
At the USB, we have identified (through questionnaires given to
coordinators, professors and students of the different specialty

areas) that the fundamental need of our students is to have access

fy
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to the reading material of the specialty areas such as text-

books, manuals, journals and so forth. In our ESP courses, the )
main objective is to teach the Students to read specialized texts
efficiently. By "efficiently" we mean reading without difficulty
and with minimal use of the dictionary. In addition to the skill
of reading, the results of the surveys showed the necessity of
considering oral comprehension as a secondary skill, which we
develop as a reinforcement of reading. According to Goodman,
‘listening comprehension and reading are processes in which the
language user may sample, select and pPredict from the available
signal" (Goodman, 1969, P 1) . Oral comprehension is a valid
reading reinforcement since "rhythm , stress and intonation

can be powerful semantic markers for the learner. An overlay

of Spanish intonational and rhythmic patterns imposed by the
Spanish speaking learner on an English text can make an almost
iﬁéuperable barrier for him" (Meehan, Ross-Jones, Villoria, .

1979, p. 5). : )

Since the reading skill is our main teaching objective, it is
pertinent to make a brief analysis of how reading is presently
interpreted and the implications of the communicative approach

for the teaching of this skill.

As it has been pointed out by Strevens, "reading consists of
making out the meaning of written language" (Strevens, 1977,

pP. 111). Thus, an analysis of reading must entail an analysis
of writing. According to Strevens, reading shares the six func-

tions of written language. The first one, called iconic, refers ‘

<
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to the visual aspect of writing, such as illuminated jinitials,

capitals and italics, All these elements are utilized to ex-
press a certain meaning. Secondly, the linguistic function,
which includes the grammatical, lexical, semantic, stylistic
and even phonological aspects of writing. "This is the func-
tion ... which embodies the description of the language in all
its forms and all its diversity" (Strevens, 1977, p. 111).
Thirdly, the logical function, which refers to the logical re-
lations between sentences and paragraphs which convey a sense
of coherence to the text. Fourthly, the informational function
which embodies the content aspect of language. Fifthly, the
rhetorical function, through which the communicative purposes
of the writer towards the reader are conveyed. Finally, the im-
plicational aspect which refers to the capacity of interpre-
tation and-inference of the reader 6n the basis of the knowl-
edge that he possesses of the surrounding world. The process of

reading also includes two simultaneous stages:

a, Deciphering, which constitutes the pattern recognition as-
pect of reading. "The reader learns to distinguish writing from
other kinds of pattern, learns the letter shapes, becomes accus-
tomed to the direction of the writing, finds beginnings and ends,
identifies words, sentences, paragraphs, learns to adjust the
rate of eye-scan to the rate of comprehension and also learns
how to refer back , or forward, to resolve ambiguity or dbubt"
(Strevens, 1977, p. 112).

b. Decoding, which is "part of the total process of comprehen-

sion.” It entails "linking the deciphered information to the

reader's knowledge of the language (grammar, vocabulary, seman-

0y
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tics, pronunciation) and Qf the culture," In other words, the

reader discovers meaning, interprets-it and even puts it into
action.; "and finally the language he has read is assimilated
into his total experience, thereby’affecting in some deéree all
his subsequent reading" (Strevens, 1977, p. 112). Thus "skill

in reading depends on the efficient interaction between linguis-
tic knowledge and jnowledge of the world" (Clarke and Silberstein,
1975, p. 137). |

For Goodman, reading is an active process. The reader uses strat~-
egies which enable him to predict as much as possible with a
minimum of clues. As the reader processes information and makes
predictions, he confirms and refutes these predictions ( Goodman,

1969, pp. 1-2).

widdowson, basing himself on Goodman, also considers reading .
as an active process, since what a reader reads is discourse,

i.e. the way propositions are linked and used to produce illo-
cutionary acts, and not the traditional conception of a text

which embodies the grammatical properties of language. Discourse

is an interaction between the writer and the reader through the
written text. "Reading as the understanding of discourse does
not simply involve the recognition of what words and sentences
mean but also the recognition of the value they take on in as-
Sociation with each other as elements of discourse" (Widdowson,

1978, p. 63).

Hence, according to Widdowson, the communicative approach when

Q R
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applied tq reading should take into consideration the devel-
omment of discourse in a text, whose main elements are cohesion,‘
coherence and interaction. Cohesion refers to the way sentences
are linked through grammaticél structures and certain linguis-
tic elements such as anaphora and cataphora. The term coherence
corresponds to the logical sequence that shéuld exist between
sentences and paragraphs (Widdowson, 1978, p. 63). Discourse
should be interactive, Between the reader and the writer there
should exist a negotiation of meanings and the degree of inter-

‘action will vary according to the level of comprehension of the

reader when dealing with a text,

TIn the reading process, in adaition to the communicative value
of sentences and the logical sequence of ideas, it is necessary
to take into account the students' knowledge of the non-verbal
aspects of discourse, such as maps, graphs, formulae, as well
as their ability to interpret these elements, and their knowl-

edge of the specialty in their own language.

The development of reading skills can also be approached from
the rhetorical point of view. This approach has been developed -
by Larry Selinker and Louis Trimble to help "foreign students
who showed the ability to understand every word in a sentence
and every sentence in a paragraph, yet were unable to grasp the
function of the paragraph rapidly enough for the reading process
to be efficient" (Trimble, 1979, p. 2). They define scientific
and technical rhetoric as the process utilized by the writer

of scientific and technical texts to organize the information

vy
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for specific purposes and types of readers. Thus the rhetorical

approach entails the recognition angd understanding of the
rhetorical functions of paragraphs (i.e. what the paragraph
does, whether it defines, classifies or describes) and the
rhetorical techniques writers use to relate the ideas within
and between paragraphs. These functions and techniques can be

found»implicitly or explicitly in a text.

Trimble and Selinker consider the paragraph as the basic unit
of analysis and teaching in scientific and technical English.
They call it the "conceptual" paragraph and define if as " a
group of organizationally (rhetorically) related concepts which
develop a given generalﬁzation in such a way as to form a
coherent and complete unit of discourse" (Trimble, 1979, p. 3).

The "physical" paragraph is discarded because it only refers

to the physical position of sentences on a page of text.

4. The Application of these Theoretical Issues at the USB

The concepts discussed in the previous sections of this paper
have been developed in connection with the teaching of four
skills language courses. Only those ideas and concepts which
enrich our specific case have been used to structure our eclectic
approach for designing and developing our ESP language teaching

experiences.

~We do not ignore the grammatical aspect of language in the design

and teaching of our courses. Grammar is, however, used as a

3
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hension skills wheneyer the grammatical structures of language

are semantically relevant and'not as ends in themselves. We
also borrow from the communicative, functional and notional
approaches to language teaching, In keeping with the communica-
tive aspect, we conceive of language as communication and a
means of expressing ideas and concepts which are influenced
by psycho aha sociolinguistic factors, Followfgg the notional
framework, we teach students to recognize patterns of argu-
mentation, persuasion, exposition and information which are
typical of scientific texts, taking into account communicative
fufictional categories such as definition, deduction, classifi-
cation, conjecture, instructions and so forth (Wilkins, 1976).
We also place emphasis on the rhetorical techniques which are
implicitly or explicitly used by the writer to organize the
information in a text. We take into consideration the notions
of cohesion and coherence without being too concerned with

discourse analysis.

The relative degrees of importance accorded these concepts vary
in relation to the needs specified for each ESP course as well

as the nature of the specialty area for which it is designed.
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CHAPTER II
NEEDS ANALYSIS - FIRST STEP IN ESP COURSE DESIGN

Ana Marfa Rajkay de Doldnyi

1. Introduction \

When this project was conceivéd in response to the need of
systematizing the design of English courses at the profession
al level in the various specialties available at the Universi
dad Simén Bolivar (USB), a séries of questions had to be an-
swered - most of them apparently simple ones, but precisely
because of that, quite fundamental: Why should English be
taught at the profess{bnal level? How much English should be
taught? What kind of English is needed? How should English be
taught? Who are the students who take English courses? Some
of these questions were arswered as soon as the basic ap-
proach to English teaching at the USB was specified, but the

ones that remained unanswered required investigation as a

first step.
According to Mackay (1978, pp.21-37)1r‘the teachers who ac-

tually plan courses are the ones who should obtain the infor

mation needed concerning the specific purposes the students
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have when they take a course, so these purposes can be trans-

lated into educational and linguistic terms. This is the case
of the eighf teachers who met for this pProject, since they
fulfill the multiple role of teachers/planners/developers:

all the aspects involved in teaching English courses.

Since the efficiency of the linguistic instrument had to be
obtained by fulfilling objectives which are different from
the’ones regularly stated for language teaching, as Mackay
(1978)2 reminds us, an extensive study of the real needs had
to be made. He considers that an analysis of the needs is a
necessary first step before pPlanning a language course; other
authors, like English and Kaufman (1975)3 and Ortega (1981)“
£0 further and say that an analysis of needs is the first
step in ény kind of planning. But of course, there are also
authors who feel that data collection should be used for
determining future needs rather than "real needs”. Chambers
(1980)? for example, refers to this alternative process as
“"target situation analysis". Nevertheless, in this paper, the
terms "needs" and "requirements" shall be used interchange-
ably. The professors involved in this project felt that a
needs analysis was necessarily the first step to be taken
toward systematization. For a more detailed explanation of
the theoretical frame of reference, please turn to the corre-

sponding part of the project.

3u
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2. The iethodology Chosen for Needs Analysis

According to general planning rules, a prerequisite of suc-
cess is the specification of 1imitations, characteristics and

trends of the field under study so as to handle efficiently

~the requirements of all parties involved in the activity to

be planned (Salvat (1973)6. Robinson/Richterich and Chancerel
(1980)7). In order to gather the above-mentioned.specifica-
tions it was deemed necessary to utilize reliable, objective,
empirical and measurable instruments. The chosen instruments
had to guarantee the reliability of the information obtained
through them in order to permit the verification of data for
further planning and projections (Thiel, Boot and Kloek (1965)
(1965)8). Various experiments and projects carried out in
gsimilar fields were gtudied in order to choose the proper
methodology forvour investigation (Schmidt (unpublished as
yet)? Cohen et al. (1974)10. Mackay and Hountford (1978)11.
ltackay (1978)12. Robinson (1980)13. Widdowson (1978)14.
Morgan (1974)15. Tuckman (1975)16 and liunby (1979)17). In
this regard, areas such as operations analysis, evaluation of

learning processes and investigation in psychology, were also

studied.

As a result of this search for the proper instruments and
methodology of investigation, it became clear that wéwhad to
describe the existing gituation and obtain information from
the coordinators* of the specialties, the professors of the

¥NOTE: This term refers to the neads of the 'coordinations’,
which are equivalent to the 'professional schools'.

3
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various subjects and the students. The needs of the teachers ’

of English courses did not have to be taken into account b
since their needs would be identical to those of‘the group
the courses were designed for. It follows also that those
specialties which did not request English courses were not
taken into consideration, although such a possibility is not
to be totally dismissed, since a comparative study might

-
prove usetul in the future.

The following specialties were studied: Architecture, Biology,
Computer Science, Electronic Engineering, Mathematics and
Urban Planning. The population analyzed was divided into
three groups: the coordinators, the professors and the stu-
dents. It was decided that these three groups had to be deal:;
with in different ways, due to their dissimilarities, while
keeping in mind the common elements which could be compared. a
In an interview, coordinators were asked a preestablished *
battery of questions. This technique was chosen because the
coordinators set the requirements of the specialties, and

therefore it was taought useful to give them the opportunity

to explain their points of view a little more extensively.

With the heip of a questionnaire, the professors were asked

the same questions as well as a few additional ones. The stu-

dent questionnaire was even more detailed. Besides theée
questionnaires, a student profile was prepared by the teachers .
of each ESP course. A text analysis of readings used by the

students of each specialty was carried out.
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Now, why was the questionnaire/interview method chosen?

Because it was found to be the most useful one for our needs.
The first possibility could have been simple observation -
supported by some reliéble instrument, of course - but we
agreed with Tuckman (1975)18. when he calls our attention to
the fact that: “Observatioﬁs have a highly subjective quality.
They often represent what is in the eye of the beholder rather
than what actually exists.” Another way of carrying out this
type of investigation could have been by following the devel-
opment of a small random selection of students and basing
decisions on the results of such activity. This was used in
investigations described by Cohen et al. (1974)19 and Schmidt
(unpublished as yet)zo. mentioned above. This method is quite
slow, and therefore not appropriate for our needs, since
course planning and evaluation had to take place simultaneous-
ly with the project. This methodology is not to be discarded
totally, however, because it could prove useful for long-
term evaluation of the results of this project. lastly, the
method of questionnaires is left as an alternative. They
permit the acquisition of precise data from a large number of
sub jects, on a broader scale of items, in a much shorter time.
Tuckman (1975)21. nevertheless, also calls our attention
(although between parentheses) to the following: "...it must
be remembered that even tests” - and this is true for ques-
tionnaires too - "ean be misused to help make a point." Henri

)22

Theil et al. (1965 also states "Of course, it is still

quite a problem to get honest answers to relevant questions."

g
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They make this statement referring to the interview technique, .
although it applies perfectly to the questionnaire technique Y
as well. .

What is important is that the chosen instruments had to be
such that they would obtain the greatest amount of data pos-
sible for the project - be it to prove the possibility of
systematizing course plannihg or the opposite. This investi-
. gation was undertaken from its inception with a spirit open
enough to permit the acceptance of any results obtained. The
participants of the project were fully aware of the fact that
the results of the investigation might show that it was a
mistake to use the chosen approach. This line of thought, it
was believed, would guarantee the seriousness, scientific

validity and reliability of the results obtained.

3. Situational Characteristics

All the students who register in ESP courses must previously
have taken (unless they were exempted) a one year basic
scientific English course. In the second year of their under-
graduate studies, they enter their specialty; at this point
they may take an ESP course or a General Studies course in
Engliéh (the latter deal with miscellaneous topics such as:
the image of women in North American Literature, Science=-

Fiction, and so forth). .

ESP courses do not have the same length; some are one tri-

Y
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mester long (e.g. Computer Science), others are three trimes-

ters long (e.g. Mathematics). Furthermore, ESP for Computer
Science is an elective, whereas ESP for Mathematics is oblig-
atory (see Annex 1). This variety of conditions is further
complicated by the lgck of regulations concerning precisely
when the student should take the ESP course. This means that
ESP teachers have to deal at the same time with students who
have just entered their specialty and students who are

finishing their thesis.

4. The Profile of the Typical Student of ESP Courses

In order to prepare the profile of the typical student of
ESP courses, the professors involved in this project used
Munby's (1979)23 model, according to which the identity of
the participant has to be stated (age, sex, nationality,
place of residence, mother tongue, target language, existing
level of target language, other languages know by participant,
level in those languages, academic average of the student,
institutional elements, courses of English taken by the
participant); a description of the specifications of the
target language (classification, purposes, study area, code)s
the physical environment in which the target language is to
be taught/used (country, city, institution, environment,
supporting system, pro jection of use of target language’in
other settings); a detailed list of the media to be used; and
fihélly. the description of the target level to be achieved

through the general objectives of the course (1ength of dis-

‘.z;;' - .




2-8
course, complexity of discourse, scope of forms/micro-func-

tions/micro-skills, demanded details, speed of communication,
flex1b111ty in new s1tuat10ns. level of error tolerance, use
of reference materlals) ‘The last aspect of the profile was

a statement of the general objectives to be achieved with the

course. Six student profiles were pPresented.

2. Ques unsg used for coordinator interviews and professor

and student questionnaires

The questions used for both the interviews and the question-

naires were selected by the professors involved in this pro-
Ject. In order to do this, they analyzed a number of investi-
gations (ilackay and Mountford (1978)2u) taking into account
the objectives of the project and of the courses as well, and
the recommendatlons mentioned above (iiackay, 1978)25. widdow-
son, as quoted by Maxine F. Schmidt (unpublished as yet)26
notes the importance of being aware that needs may be under-
stood from the objectives point of view or from the pProcess
point of view. In this project the objectives point of view

was taken.
The coordinators were asked questions regarding the amount of
readings, in English assigned to the students, the skills

needed (they were asked to categorize the four skills *),

* See NOTE on next page.
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the expectations regarding post-graduate studies in English

speaking countries. the reasons students probably have for
choosing English, the reasons coordinators have for request-
ing English courses for the specialties they coordinate (see
Annex 2). Similar questionnaires handed out among the profes-
sors of‘each specialty, tried to cover a random sample of
professors of each subject in each year of the specialty.
They were asked the proportion of readings in English} the
necessity of using those readings, the skills needed (they
were also asked to categorize the four skills*), the useful-
néss of a knowledge of English for the students, the frequen-
cy with which they (the professors) had to use English texts,
while preparing their classes, the level of their (professors')
mastery of English; and the necessity of English in order to
become a high level professional (see Annex 3). The student
questionnaires were administered with the help of those pro-
fessors who filled out the professors’ questionnaire. They
were asked the place in which they acquired their original
level of English before entering the USB, the level of their\
mastery at that time, therlevel of their mastery of English
after the basic scientific English course, the frequency,

fluidity, and kind of readings they encountered in English,

*#*NOTE: Some authors, like Vaughan (1978)27 do not agree with
the categorization of language skills; in fact, they
caution against it. In the case of this project, it
was necessary to focus our attention on the most need-
ed skill due to time limitations.

-~
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thelr opinion about the need to master the English language,

their appreciation of the amount of English needed at the
under-graduate level, their appreciation of the need for
English in order to pass their subject. their appreciation of
the need to master English in order to graduate, their appre-
ciation of the need to master English in order to become
high-level professionals, the nurposes of reading in English,
the kind of readings used throughout their under-graduate
years, the purposes of readings at graduate level. Three
additional questions had to be answered only by those who

had already finished their ESP course. They were asked to
evaluate their mastery of the reading skill, to evaluate the
topics dealt with in the ESP courses and to-categorize the
skills the way they would have liked to learn them (see NOTE
on previous page, and Annex 4). The students who answered the
questionnaire belonged to the specialties in which ESP
courses are offered, as was mentioned above. Six coordinators
were interviewed, and a questionnaire was answered by 28

professors and 356 students.

The student questionnaire was coded in order to be analyzed
with the help of a computer. The computer program used for
this purpose gave a sub-total per question, a sub-total per
specialty, and a general}total. There were two kinds of
totals, since some were simple additions of the number of
answers and the others totalled the points in those questions

which asked for categorization. The aim of this proceeding
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. was to establish tendencies and preferentes, not necessarily

numerical values.

The questionnaires were tested on a small group of eight
professors who analyzed the questions and gave suggestions

regarding phrasing and relevance.

6. Bibliographical Analysis

This analysis was carried out by going directly to the texts
specified by the programmes for each course in each special-
ty. Kirkwood and Moore (1978)28 comment on the convenience of
utilizing 'authentic' materials. A variety of’samples Qere
studied, in order to establish the various forms of language
most commonly used in each specialty (reports, articles,
manuals, textbooks); the nature and kinds of discourse (ex-
planatory, instructive, descriptive); the objectives of dis-
course (to teach, to evaluate, to impose an opinion); the
most frequent linguistic features appearing in the texts; and
ultimately, to determine the skills needed by the students

to manipulate efficiently the linguistic features found in

the chosen texts.

7. Results and conclusions

As the student profiles were compared, the following results
were obtained: the typical student of ESP courses is approx-
imately 19 years old: there are as many male as female stu-

dents: the majority are of Vgnezuelan nationality; they

B Y
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generally live in Caracas, and Spanish is their mother tongue.

The target language, in our case, is Engllsh. Background
knowledge consists of five years of basic English at the
secondary level and one year of basic scientific English

taken in their first year at the university. This knowledge

does not generally reach a very high level; it could be class-

ified as between lower intermediate and’ ‘higher intermediate.
Some students know other languages, but the Proficiency
levels in these languages is unknown. The academic level of
the student population is heterogeneous, since some students
are in the first year of their specialty, others are in the
last year of their undergraduate studies. The students that
were analized come from the following specialties: Architec-
ture, Biology, Computer Science, Electronic Engineering,
Mathematics and Urban Planning. For some specialties an ESP
course is elective, while for others it is obligatory. The
duration is also variable, since for Some specialties it is
a one-trimester course, whereas for others it lasts three
trimesters. These fall into the category of EAP rather than
that of EOP. The physical environment is represented by the
campus of the USB, a public experimental un1vers1ty. wh1ch is
located on the outskirts of Caracas, the capital of Venezuela:
This university is technologically oriented, and places a
strong emphasis on investigation and research. Admission is
based on a stringent admissions exam, which guarantees a
high academic level. The academic year is divided into tri-

mesters. The typical student will need English in the class-

4()
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room, for individual study in the library; the student will

also need English to understand the oral discourse of films,
conferences and dialogues. It is probable that the typical
student of ESP will need this language for professional pur-
poses later on, after graduating in an environment similar to

that of this university.

o3P teachers have varied media resources at their disposal
for their teaching activities, since the university has an
audio-visual center and materials copying facilities. Hence
the teacher is afforded great flexibility in designing cours-
es. The channels most frequently used are face-to-face en-

counters and video-cassettes.

The target level is most commonly reached through the analysis
of short essays of 3 to 4 pages in length, with a medium to
high degree of complexity (since authentic material is used),
with forms and functions of all levels. The teacher communi-
cates as far as possible at a regular conversational speed.

A certain degree of flexibility is expected from the students
regarding new texts, although they will normally be related

to the topics dealt with in class. A certain measure of
tolerance for errors is acceptable, especially’;n the use of

the skills considered secondary in our case.

The interviews with the coordinators indicated that most of

them felt that the percentage of readings in English was

TSN
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between 50 and 75/4. They all agreed that in order to graduate,

the student had to deal with readings in scientific English;
therefore they classified reading as the most important skill.
The coordinators thought that most students take post-graduate
degrees in English speaking countries, especially the USA

and England. They thought students choose English courses
mainly because they are compulsory. They hope that English
courses will develoP reading techniques, some capacity for
listening comprehension and an ab111ty to cope with post-

graduate courses in English speaklng countr1es.

Although some teachers stated that they only assigned texts
in Spanish, since they wefe unaware that students were being
prepared to read specialized texts in English, the vast
majority thought that the amount of readings in English grew .
as the student approached graduation. A ma jority also felt
that it would be beneficial to the student to be able to
handle English texts throughout the years of their studies.
All the professors assigned a higher number of points to the
reading skills. All professors admitted using the English
language for the preparation of their classes, while consult-
ing relevant bibliography. 85% of the professors said they
"“had to read English daily, and most of them thought they did
so well. They said they usually read textbooks, essays and
technical articles. There was a general agreement about the

need for English in professional life.
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The student questionnaires showed results similar to those of

the professors’ questionnaire. They also proved the profile
to be quite accurate. The majority of our students said that
they had acquired their English in high school. They felt
that their level was intermediate in the four language skills
(they could choose between excellent/very good/good/inter-
mediate/poor). They considered that their level had improved
somewhat after the basic scientific English course. 955 of
the students felt that they could read in English but they
only read occasionally. Despite this, they felt that they
read with difficulty. They indicated that most of the read-
ings had to deal with textbooks necessary for their specialty
sub jects. They naﬁed scientific journals in the second place.
They thought that more than half of their assigned readings
could be found only in English. Nevertheless, they believed
that it was not necessary to master the English language in
order to graduate. There was a recognizable tendency of
students approaching the end of their studies to be more
aware of the need for English. The students gave the greatest
number of points to reading, while oral comprehension was
next. Writing and oral expression were considered to be of
lesser importance. Students did not seem sure about the
actual necessity of English for their future, although they
felt that a good professional should master English. They
said that they have to read in order to gather relevant in-
formation. They stated that thé texts most often read are
textbooks and scientific magazines. They felt that they would

X
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need English in the future for post-graduate courses, confer-

ences and seminars. Those who had already taken the ESP course
thought that they had attained an adequate level. They showed
an inclination toward topics related to their specialties,

although a certain interest for general culture was also

discernible. As a general observation—it—could be concluded
that English is viewed by coordinators, professors and
.students as an instrumental language. This of course, isviﬂ
line with the theoretical aspects of ESP courses as understood
by the teachers participating in this project. However, it

is to be observed, that data gathered as done here, is not

-

static.

It is the intention of this group of investigators to evalﬁate
the instruments used, make ad justments, and apply them again.
year after year for an up-dating of available information. It
is hoped, as Richterich and Chancerel (1980)29state. after a
number of years a true systematization might be achieved in
the field of needs analysis, thereby guaranteeing the relia-

bility of all other steps toward systematized course design.
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9. Annex 2

Battery of questions given to coordinators: (translated from

Spanish)

1. What percentage of Prescribed readings“ére available onl&
in English? |

2. Do you think that it is necessary to know English to
graduate in this specialty?
If your answer was 'yes', please categoriie the four skills
accbrding to importance (reading, writing, oral expression,
oral comprehension).

3. Where do you think it is most likely that students gra-
duating from this school would take post-graduate courses?

L. Which is the main reason that motivates students to i
choose an ESP course? Why?

5. What do you expect your -students to learn when they take
an ESP course? Please expand.

Please feel free to add any comments you have.




10. Annex 3
Professors Questionnaire (Translated from Spanish)

Name:
Department:
Sub ject/Course:

1. What percentage of prescribed readings are available only

in English? Mark with an 'X'.

a. None

b. 0 - 2U4p
c. 25 - 49s
d. 50 - 7Lk

e. 754 or more
2. Do you consider that your students need English for this
course? a. yes

b. no

3, Please categorize the following language skills, accord-

ing to the importance of each for this course, rating
with '1' the least important one and with '4' the most
important one. a. reading

b. writing

c. oral expression

d. oral comprehension

., Do you consider it necessary to know English to graduate
in this specialty? a. yes

b. no

v

{,}()
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5. Please categorize the following language skilis, accord-

ing to the importance of each

for this specialty, rating

with '1' the least important one and with '4' the most

important one. S
b,
c.

da.

reading

writing

]

oral expression

oral comprehension

Do you consider it necessary to read in English to prepare

your classes in this subject?
a.

b.

If your answer was 'yes', how
,,,,, a.

b,

Co

d.

a.
b.
c.

d.

yes
no

often do you read English?
daily

weekly

monthly

occasionally

very well
well
intermediately

poorly

What kind of readings do yocu use to Prepare your classes?

Please‘specify:

What kind of readings in English do you recommend to your

students in this course? Please specify:

D4
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. Which of these readings do you consider indispensable to

* pass this course? Specify please:

8. How useful do you think English is for a well qualified
professional graduating in this specialty? |

a. necessary

b. convenient

c. unnecessary

(LY
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Student Questionnaire ( Translated from Spanish )

Specialty:

Level (year) of specialty:
Sub ject:

Professor:

FIRST PART: Please mark with an

"X' the answer of your choice.

Your answer should reflect as nearly as possible

your opinion or situation.

1. You acquired your knowledge of English previous to your

admission to the university in:

a.
ba
C.

d.

high school‘

foreign school

language academy

at home

an English speaking country
nowhere

other; specify

« {ow would you rate your knowledge of English Previous to

admittance to the university? Use the following grading:

1 - poor ; 2 - intermediate;
5 - excellent

a.

L—-
Jiy

3 - good; 4 - very good;

reading
writing
oral expression

oral comprehension
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3. How would you rate your reading in English, after taking

the basic scientific English course? Use the same grading

system explained above.

4., Do you read in English? a. yes b. no
If you answered 'yes': '
a. low often do you read in English?
i. daily
ii. weekly
iii. monthly
iv. occasionally
b. fow do you réad?
i. fluently
ii. with a little difficulty
iii. with difficulty
iv. with much difficulty
c. What do you read? If you have more than one choice
rate them according to the scale explained above.
i. basic textbooks —
ii. professional magazines
iii. theses
iv. general cultural texts

v. literature

vi. other, specify

If your answer was ‘no’
Do you think that knowing English would help you with

your studies? a. yes ' b. no
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5. What percentage of the required readings are available

only in English? -

) a. Oy
h b. 0 - 24
c. 25 ~ 495
- d. 50 - 7L

e. 754 or more
6. Do you think it-is necessary to know English to pass this
course? a. yes b. no
7. What kind of activity do you think you will need during
the remaining years at this university? (In English)
a. reading
b. understanding spoken language
c. writing
d. I dor't know
8. Do you consider it necessary to know English to graduate?
a. yes b. no
9. How would you describe the usefulness of English in ordero
graduate as a high-level professional of your specialty?
a. necessary
b. convenient
C. unnecessary

SECOND PART: Please rate the answers according to your

priorities and needs, using the scale explained
above ('1' for the least important and 'S5’ for

the most important item)

i -
d oy
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. 10. Why do you read in English for this course? T
. a. to obtain basic information
T : b. to obtain additional essential information

. ' c. to obtain additional information

d. to write essays or reports
e. for fun

f. other; specify

11. What do you have to read in your specialty?
a. textbooks
b. magazines of newsletters
c. manuals
d. general cultural texts
e. nothing

f. other; specify

12. You will need English after graduating to

. a. keep up-to-date with specialty literature
. b. take post-graduate courses in English speaking
. country

c. go to conferencies and seminars in foreign countries
d. travel outside Venezuela
e. nothing

f. other; specify

-

THIRD PART : This part of the questionnaire should be answer-

ed only by students who have already taken the
. ESP course. .

13. How would you rate your reading skills after taking the

ESP course? Use the scale menti6ned above.

L)

O ‘ l:j’ o7
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14. Which tébics did you prefer in your ESP course?
a. those which are related with the other areas studied
b. those of a general scientific character
c. those of general culture

d. others; specify

15. Which additional language skill would you have liked to
develop further in your ESP course (beside reading)?
a. writing
b. oral expression
c. oral comprehension

d. other; specify

Ly
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‘before we decide to plan or develop a course, we must decide

CHAPTER III

THE OBJECTIVE EXPERIENCE IN " AN.-EXPERIMENT
IN SYSTEMATIZED COURSE DESIGN FOR LSP AT THE
UNIVERSIDAD SIMON BOLIVAR"

Sharon Owen de Ross-Jones

1. Introduction : objectives - Their Need and Value.

An objective can be variously described as a desired outcome, a
goal, an aim, a terminal behavior or an intention. The stating

of objectives is an invaluable step in curriculum design because

what our aims and desired outcomes are.

There are many ways of expressing objecfi§és - from stating them
in a general way to specifying absolutely everything that teach-
ers and students should do. We share the view that objectives
should be guidelines for teachers and students and that, in
order to avoid our courses concentrating on the content of in-
struction instead of on what the student should learn to do with
the content, it is important to state objectives in terms of

observable behavior. Therefore, taking into account our particu-

b‘!l
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lar circumstances, our objectives state as clearly as possible

the behavior(s) required for different types of content. This

will be discussed more fully in part IV of this paper.

The stating of objectives falls into three areas which help to’
define them as well as to teach and evaluate them. These are the
cognitive, affective, and psychomotor areas of learning (Gage
and Berliner, 1979, p. 55). Although one cannot isolate the three
domains from each other, it is useful to note which areas are
to be dealt with when determining objectives. For our particular
course needs we will be dealing mainly with cognitive objectives
(i.e. those involving knowledge, comprehension, application,
analysis, synthesis and evaluation).

T
Furthermore, objectives help both teachers and students perform
more efficiently. The teacher is able to focus each class on
what the students need, and the students, in turn,.can study
moféueffectively because they know what is expected of them and

can direct their attention more clearly.

Well stated objectives are very valuable

a. they help the teacher to determine precisely the
correspondence between the objectives of the
course and the communication skills required in
professional life.

b. they help the teacher to select appropriate mate-
rials and methods for teaching the students.

c. they help the teacher to evaluate the effective-
ness of his or her instruction.

d. they help the teacher to develop examinations
which are relevant, fair and useful.

e. they help the student to evaluate his/her per-
formance and allocate his/her time more appro-

S b,
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priately.

f. finally, and just as important as any of the
others, the process of trying to formulate
performance objectives stimulates thought
about the entire educational enterprise and
often results in unexpected and valuable in-
sights.

(Young, 1980)

2. Steps to Take pefore Stating Objectives...

Before setting objectives it is important to establish first
the dominant role of language learning in a particular course.
Two features should be taken into account: 1) the context in
which the students will be leérning and in which they will e-
ventually be using the language, and, 2) the specific purposes
in operational terms for which the language is expected to be
required. (Vaughan, 1978). These factors and others, were taken
into account in the Needs Analysis section of this project
which includes Munby's Communicative Needs Processor. For a
complete account of this section please refer to the Needs

Analysis section of the project. (Dolanyi, 1981).

The students were studied from a sociological point of view con-
sidering their needs as well as their personal characteristics;

the bibliography that the students would be dealing with during
the course of their studies at the U.S.B. was analyzed in order
to predict the language uses, lexical items and syntactic pat-

terns thé§wwould have to deal with; the students themselves were
asked by means of a questionnaire what they felt their specific
needs for English were; a theoretical framework was set up. The

next step was to take this framework into consideration in order

y o
by
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to determine what language skills were required and in what
sequence. This was followed by research into the appropriate

formulation of objectives.
For purposes of simplification, the second part corresponding
to objectives formulation will be dealt with before skills se-

lection.

3. Formulating Course Objectives.

The defining of objectives (i.e. determining desired learner
capabilities and abilities) is not an easy endeavor. It should
be performed in a step by step fashion and with extreme care.
Much has been written on how to define objectives. Bloom (1975),
Gagné and Briggs (1979) are among those who postulate that in
order for objectives to be useful in the planning of the lear-
ning process, they must be defined with precise terms. One
reason for this is that one word may have different meanings to
different people. The choice of word, ecspecially of verb,
should therefore be one that transmits information as to the
behavior required of the learner (i.e. it should be a 'techni-
cal' word.) The process of stating objectives begins with the
identification of the purpose of the course. This, in turn,
should reflect what is expected of the learner at the end of
the course. The actual stating of the specific objectives in-
Vleeé what is expected of the learner during the course and
should be defined "operationally,'" that is, the objectives

should state what the learner has to do in order to confirm the

by
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completion and achievement of the objective. Th'.e specific
objectives consequently define the planned results of the

learning process and serve as the starting point for evaluation.

(Gagné and Briggs, 1979, pp.91-95).

Norman E. Gronlund's book, Stating Objectives for Classroom Ins-

truction, was very valuable to us as a reference in formulating
our objectives. He concurs that specifying clearly the outcomes
of learning will problaby make classroom instruction more ef-
fective. It is also vital that the statements be 'general e-
nough to provide guidelines for teaching without overly limi-
ting the instructional.process? yet specific enough to clearly
define the behavior that the students are to exhibit when they
have achieved the objectives. This approach provides for the
inclusion of learning outcomes of all types and at all levels--

ranging from the simplest to the most complex." (Gronlund, 1978).

With this view, we tried to state our objectives in relation to
the learning outcome instead of basing them primarily on the
teaching activity involved. 1In fact, Gronlund's recommendations
for stating ''general instructional objectives in behavioral .
terms," formed part of the process-sf stating specific objectives
for most of our courses. Specifically, these recommendations

were:

I Stating General Instructional Objectives:

a. Begin each general instructional objective
with a verb (knows, understands, anpreciates

t.,
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etc. Omit such unnecessary refinements
as '"'the student can..." or "the student
has the ability to..."
b. State each objective in
performance rather than
c. State each objective as a learning product
rather than in terms of the learning process.
d. State each objective so that it indicates
the terminal behavior rather than the sub-
ject matter to be covered during instruction.
e. State each objective so that is includes
only one general learning outcome rather
than a combination of several outcomes.
f. State each objective at a level of genera-

- Tity that clearly indicates the expected
fcarning outcome and that is readily defina-
ble by specific types of student behavior.
Stating from eight to twelve general instruc-
tional objectives will usually suffice.

: (Gronlund,

terms of student
teacher performance.

Procedure for Defining Instructional Objectives
in Behavioral Terms:

a. State the general instructional objectives
as expected learning outcomes.

b. Place under each general instructional objec-
tive a list of specific learning outcomes
that describe the terminal behavior students
are to demonstrate when they have achieved
the objective.

1. Begin each specific learning outcome
with a verb that specifies definite,
observable behavior.

2. List a sufficient number of specific
learning outcomes under each objective
to describe adequately the behavior
of students who have achieved the
objective. :

3. Keep the specific learning outcomes
free of course content so that the
list can be used with different units
of study.

4. Be certain that each specific learning
outcome is relevant to the objective
it describes.

c. When defining the general instructional ob-
jectives in terms of specific learning out-
comes, revise and refine the original 1list
of objectives as needed. :

d. Be careful not to omit complex objectives,

(e.g. critical thinking, appreciation) simply
because they are difficult to define in terms
of specific learning outcomes.

1978, o.

11)
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e. Consult reference materials for help in

identifying the specific types of behavior

that are most appropriate for defining the

complex objectives.

(Gronlund, p. 18)

Fach member of our section consulted the bibliography
related to objectives in order to arrive at a desired procedure
for stating them. In each particular case, as expected and
desired, method of operanda and choice of skills varied. 1In
general, though, it may be stated that two of our common deno-

minators were Gronlund's book mentioned above, and Munby's

Communicative Syllabus Design. The first was a valuable tool

for stating objectives clearly and meaningfully, and the se-
cond provided a selection of skills which applied to many of
our specific needs and requirements. We were then in a posi-
tion to select and define the language skills that would, it was
hoped, enavle the students to satisfy their needs as stipulated.

)

4. Skills Selection:

The Needs Analysis disclosed our main areas of cbncérn. They
were reading combrehension, listening comprehension, speaking
and writing, in that order. The last two skills varied in
hierarchy of importance within the needs analysis of each
field of study. Thus, the general core objectives stated for
for all ESP courses at the USB deal with reading comprehension
and listening skills. Descriptions of speéking and writing
skills are to be found for each individual course in their

respective lists of objectives.

Reading materials selected reflect the semantic and syntactic

e
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structures of English found in the learners specialty course
materials. The learners, therefore, need to be taught a stra-
tegy of reading &ﬁch allows them to undé;stand authentic texts
without the aid of the teacher or constant use of the dictiona-
Ty. Basicaily,Ait is important for our students to be able to
scan any of their text materials to get a general idea of its

content, as well as to be able to understand important informa-

tion in a saecific part of a whole text in detail.

When making objectives for each specific éaréer course, it is
important to remember that although each particular field has
its own specific vocabulary items, it is still part of the ,
English language in general. So, we have the "same language
employed for similar and different uses employing similar and
different usages." The different usages and uses refers to
"items and patterns that are identified as specific to particu-

lar subject specializations Oor vocational/occupational roles."

(Mackay and Mountford, 1978, p. 25).

Allen and Widdowson describe two aspects of language learning
that we have taken into consideration:

a. the recognition of sentence use in
acts of communication, that is, un-
derstanding "rhetorical coherence of
discourse,' and,
b. the recognition and manipulation of de-
vices used to join sentences and form
passages. They are referred to as
"grammatical cohesion of a text."
(Allen and Widdowson, 1678, p. 58)

L}
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Our students have had a great deal of practice with gramma-
tical structures. Although this competence is considered to
be mostly a passive one due to the fact that, as indicated by
the student profiles, in the majority of cases these struc-
tures were studied in a passive-receptive fashion rather than
in a productive-active form, the skills we have chosen relate

mainly to reading comprehension.

At this point I would like to clarify, as Mackay and Mountford
do, that it is a mistake to regard reading skills as passive.

In order to read effectively, the learner must perceive and in-
terpret grammatical and lexical meaning as well as rhetorical
structure. Instead of '"passive,' a more apprébriate term

would be '"perceptive." (Mackay and Mountford, p. 136).

But, what about grammar objectives? That no specific objectives
refering to grammatical stuctures were stipulated does not

mean to say that grammatical competénce is not important. None-
theless, we feel that it takes a second place to communicative
competence and can be dealt with through the other objectives

as the need arises. Grammar structures can be considered, for

the most part, as they appear in context or when they present

particular problems to the students.

Writing reinforces reading comprehension. The same might be
said about listening and speaking skills, although owing to

time limitations, we cannot deal with the latter in a primary
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way. Being confronted With sentence structure and relation-
ships between sentences, the writing practice enables the stu-
dents to improve their reading competence and vice-versa. For
this reason, some of our specific objectives for each course

include writing and listening as a reinforcement of reading.

Our Needs Analysis also disclosed many and varied reading com-
prehension needs. It was, howeVer, necessary to narrow down
or limit objectives for each of our six courses in view of the
time constraint imposed by course schedules (i.e. three to
four hours a week for a duration of one or three trimesters a
year. A trimester is approximately twelve weeks in duration).
Other constraints that in some cases had to be taken into ac-
count when designing course objectives were the following:

The objectives:

a. would be aimed at students with different levels of
languége competence, from low intermediate to almost
native speaker abilities.

b. should take into consideration that in some cases
students would have d limited amount of time to deal
with their ESP course due to the many other univer-
sity course requirements.

c. should be flexible enough to be used by a different
professor at a different time with a different set of
students. It is‘precisEly for this reason that the
specific objectives developed for each field of study

are broad enough to allow for varieties in different

7t
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teacher methodologies, and yet, precise and clear enough to

establish the language objective required.

Having established general és well as specific objectives for
each ESP course, we sat down to establish common core objecfives
for all of the courses. This was a problematic stage for us

due to the variance of each courﬁe. How could they possibly be
coﬁbaréd? This was juggled back and forth until we developed
our list cf 'core objectives' for the ESP Section. We realize
the value of having done this in that it does provide an over-
all view of what all ESP rcourses contain. Nevertheless, it is
important to refer to each teacher's individual set of objectives
for a clear and realistic picture of each individual ESP course.
Following this paper is the list of common core objectives for
the ESP Section. After this list, the general and specific ob;

jectives of each ESP course will be given in alphabeticélyorder.

5. Consierations for the Future:

The objectives experience section of the ESP project brought to
light a consideration about the length of some of our ESP courses
with regards to the achievement of the objectives required by

the students. The stating of objectives indicates that *n order
for these to be satisfied'in a more complete fashion, the courses
with time limit factors of one trimester should be extended to
two or ideally, three trimesters. It is felt that one trimester

allows for a general 'touching upon' the objectives as a whole,

‘0
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but that the students would benefit from having more experience
and time to deal with them. This is heart-felt by the students
themselves who have indicated so in the short-term evaluation

of materials questionnaire applied two or three times during a

trimester. (Please refer to Part IV of this project.)

A second consideration for the future involves reviewing our
specific objectives with the following idea in mind: with more
experience and time applying our present objectives, we will

have a clearer and more precise idea on how to formulate them
even more specifically than they are at present. By 'specifical-
Iy' it is meant 'in more intructional terms.' This in turn,

will promote a more satisfying and effective teaching-learning

experience,

In reference to future investigation on objectives, an idea has
come to the surface. It involves the student as an individual

in the ESP-classroom. As was mentioned in the Skills Selection
part of this paper, learner competence varies from low interme-
diate to almost bilingual levels. It is felt that the incorpora-
tion of a methodology geared toward individual student needs and
demands would, again, result in a more satisfying teaching-lear-
ning experience. This would involve diagnosing the students on
an individual basis and then acting on these requirements by set-

ting up individual learner-centered objectives.

sy
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6. Conclusion:

The formulation of objectives can be a tedious undertaking, but
the fruits derived are very well worth the effort. As Yoﬁng
mentions in the "values of well stated objectives" mentioned
above, the formulation process makes you'more aware ofthe
system within which you work. The process also brings forth
insights about yourself, your course and your students which

can be invaluable.

o T
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ANNEX 1

GENERAL CORE OBJECTIVES FOR THE ESP S=CTION

The ESP courses are designed for students of Architecture,
Biology, Computer Science, Electronic Engineering, lathematics
ard Urban P »nin«, Their objective is to familiarize the
students with the specific aspects of naturcl languarce tipical
of each field of specialization. 1In general terms, the pur=
pose is for the students to actively dominate the sypecific '
terminology of their special field and to irmprove their knoy-
ledge of English. The following skills will be dealt with:
rerding and oral comprehension, using orsl exuvression and
writing as a means of reinforcing the former. The enphasis
given to the latter will devend on the nseds of the students
as stipulatcd in their Needs Analysis,

As mentioned above, oral expression and writine serve to re-
inforce readins znd oral comcrehension. They, therefore, do

not form part of the cenerzl objectives 1ist.d below,
P s J

Following is a graded 1list of the general objectives common

to the ESP courses at “he U.S.Bs

swADING COLPREHEISION

The- student will be able to underst-nd writien dizco rse bys

SRy
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-skimming to obtain the general impression of a text.

-scanning to loc=te svecifically required information.

o e

-distinguishing the mzin idea of a text from supporting detalls.

-recognizing the structures and vocabulary that are typical A
of the following functions: definition, description, cliusie
fication, comparison, process, instructions, sequence, hypo-
thesis, inference, cause-effect, arugument, eveluation.

-identifying theprincipal components of a texts introduction,
development and conclusion, -

-recognizing indicators of discourse for:
a. introducing an idea
b. developing an idea
c. transition to another idea
d. concluding an idea
e. emphasizing a point
f. explaining or clarifying a point zlready made

-understandins relatioms that exist-Between narts of a sentence,
of a parazraph and of a text through zrammatical cohesion
and 1exical cohesion cevices.,

-deducing the meaning and use of unfamiliar lexical items
through understanding word formation (e.g. stems, roots,
affixation, derlvatlon. compounding) and by recognizing con-
textual clues.

-understandlnc conceptual meaning of what is read or heazrd,
pe01allyc
a. quantity and amount
b. definiteness and indefiniteness
c. comparison and desree
d. time (tense, aspect)
e. location, direction
f. means, instrurent
g. cause, result, pnureose, rezason, condition, ccnstraest

-classifying supporting ideas in a paragraph zccording to ex-
emplification, clarification and conclusion.,

-reconstrucing ‘nformation or ideas expllcltly stated in a
text by developlng out-lines, summaries or syntheses.

-reformulating expllcltly stated information in z text by ex-
panding or synthesizing as the case may be.

-understanding information in a text not cxnlicitly stated
through making inferences such ass
a. 1nferr1nv main 1ideas
b. " suppor ting details

Pl
for
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c., inferring sequence
d. " comparisons
€. " cause-effect
f. predictine outcomes

-distinguishing between inferences, opinions znd fucts..

-deciding whether information presented in a text is adequate,
valid or accurate.,

ORAL COli¥REHENSION =

In oral zs well as wriiten discourse thure exists an inter-
relationship retween an emitter (i.e. spealer-writer) ard a
recector (i.e. 1isteﬁer-reader). ihen a student is coniron-
ted with an orzl tert, it is necessary, for example, that
he/shes distinsuish main ideas from secondary ones; recognize
when the speaker indtroduces a-new topic or idea; recognize
indicators of discourse used to develop and to conclude ide&s.
For this reacon the seneral core objectives for or+l compre-
hension are the same as those listed for re=zding conuprehen-
sion, keeping in mind though, that the foruer reinlorce the

latter and zre secondary in importance

Bibliosraphy:

The general core objectives mentioned above were compiled
from all the individual ESP course objectives. For refer-
ences, therefore, please refer to the six different course

objectives.,
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ENGLISH FOR‘KRCHITDCTURE
DM, 311, 312, 313

©nglish for Architecture (IDM. 311, 312, 313) is a three
trimester obligatory course for architecture students who have
completed the first year general scientific English course, It
is generally taken in the students' second year of studies. The
main emphasis of the course is on reading extracts from texts,
journals and other printed material‘*about architecture, with-
out actually attempting to teach subject matter, In view of
the spec®fic characteristics of the career of architecture, and
hence the needs of those students taking the course, the lang-
uage skills have been assigned varying degrees of importance,
as follows: 1) Reading Comprehension; 2) Oral Comprehension;
3) Speaking; 4) Writing. Of these, reading and oral comp-
rehension are primary objectives while speaking and writing are
introduced in the interest of greater motivation and dynamism
i1 tne classroom, Audiovisual materials, such as videotapes,
films, slides, etc., are used for desveloping oral comprehension,
Both the general objectives appearing immediately below and the
specific objectives that follow ..them have been formulated with -
reference to the cureer characteristics and student needs men- -
tioned above, Similarily, the language functions and vocabulary
to be highlighted reflect those most frequently encountered in
texts related to architecture,

GENBRAL OBJECTIVES FOR "ENGLISH FOR ARCHITECTURE"

1. The student will understand texts written in English
dealing with major themes in architecture.

2. The student will understand Svoken language in‘English
related to architectural topics,

3, The student will participate in discussions related to
topics dealt with in written texts., :

4. The student will write short answers to questions
asked in English about the written and oral texts
studied. ’
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OBJECTIVES ]

IDN., 311, 312, 313 .
I. Literal Comprehension. The student should be ahle to under- .
stand inTormation and ideas which are explicitly stated in .

the text by

1.1distinguishing the main idea from supporting details by
differentiating
1.11 primary from secondary sisnificance
1.12 the whole from its parts
1.13 a process from its stages
1.14 category from exvporent
1.15 statement from example
1,15 fact from orinion
1.17 a propvosition from its argument

1.2 deducing the meaning and use of unfamiliar lexical items through
1.21 understanding word formation:
- 1,211 stems/roots
1.212 affixation
1.213 derivation
- 1.214 compounding
1.22 recognizing contextual clues

1.3 understanding conceptual meaning, especially
1.31 quantity and amount
1.32 definiteress and indefiniteness
1.33 comparison; degree v
1.34 time(tense, aspect)
1.325 location, direction
1.36 means; instrument .
1.37 cause, result, purvose, reason, condition, contrast

1.4 understanding relations within the sentence, especially
‘1.41 elements of sentence structure
1.42 modification structure (pre-; post; disjunctive)
1.43 negation
1.44 modal auxiliaries
1.45 intra-sentential connectors
1.46 complex ermbedding

1.5 understanding relations between parts of a text through
lexical cohesion devices of
1.51 repetition
1.52 synonymy
1.53 hyponymy
1.54 anthesis
1.55 apposition

1.6 Understanding relations between parts of a text through .
grammatical cohesion devices of .
1.61 reference (anaphoric and cataphoric) .
1.62 comparison .

1.63 substitution

1.64 ellipsis

1.65 time and vlace relators
. 1.66 losical connectors .

8y
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Recognizing indicators in discourse for

1,71 introducing an idea

1.72 developing an idea (eg. adding points, reinforcing
‘ argument

1,73 transition to another idea

1.74 concluding an idea

1.75 emphasizing a point

1,76 explanation or clarification of point already made

1.8 Identifying the main point or imrortant information in a

-piece of discourse through :
1.81 recognizing verbal cues (eg. 'The point I want to make is.
1.82 identifying topic sentence in paragraphs of

1.821 inductive organization

1,822 deductive organization

11, Reorganiiééion. The student should be able to analyze and re-~
_organize ideas or information explicitly stated in a selection by

2,1

2,2

2.3

N.B.

2.4

2.5

classifying people, things, vlaces, and/or events into
categories throusgh

2.11 differentiating the whole from its parts

2.12 differentiating category from exponent ‘

2.13 distinguishing between statement and example

reconstructing the information in outline form, through

2,21 quoting verbatim from the selection

2.22 vparaphrasing statements from the selection

2,23 selecting a statement which paraphrases information
explicitly presented in the selection o

restating (transcoding) information, through
2.31 completing a diagram/table/graph
2.32 donstructing one or more diagrams/tables/graphs

simplifying (reducing) a selection, through isolating
salient points in the selection, involving

2.41 cf, 2.11, 2,12, and 2.13 above

2,42 distinguishing a process from its stages

2.43 distinguishing a propesition from its agrument

2.44 differentiatine primary from secondary significance
2.45 recombining contrasting items

2.46 matching related information

2,47 rearranging information for comparison and contrast
simplifying (reducing) a selection, through rejecting re-
dundant or irrelevant information and items such as
repetition, circumlocution, digression, examples, analogies, etc.

In practice, the process described in 2.4 and 2.5 are simul~
taneous and complementary. This mutual interdependence has
not been emphasized in the interest of preserving clarity in
the objectives,

2.6

A

LY

expanding the salient or relevant points in a selection, through
2,61 identifyinz a specific idea or topic presented

., 2.62 detecting the underlying idea or voint of fact
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2,7 synthesizing explicit ideas or information obtained from .
more than one source, involving

2,71 combining any/all of the abcve mentioned reorgan-

izational behaviour .

Note: This cognitive dimension of reading-and aural comprehension
Presupposes a prior achievement of the objective of literal
comprehension and the mastery of the required language skills,

III. Inferential Comprehension., The student should be capable of form-
ulating conjectures and hypotheses based on the text by

3.7 understanding information in the text, not explicitly
stated, through
3.11 making inferences, such as
3.111 inferring main ideas
3.112 inferring supporting details
3.113 inferring sequence
3.114 inferring comparisons
3.115 inferring cause and effect
3.116 predicting outcomes
3.12 understanding figurative language -
Achieving the above objective (3.1) wil™. require
3.2 Understanding the communicative value(function) of sentences
3.21 with explicit indicators
3.22 without explicit indicators
e.,g. relationships of result, reformulation, ete,, with-
out 'therefore', 'in other words', etc,

3.3 Interpreting the text by going outside it, s
3.31 using exophoric reference '
3.32 ‘'reading between the lines!
3.33 integrating data in the text with own experience or
knowledge of the world

3.4 recognising unstated assumptions
3.5 distinguishing between fact and inferences
IV, Evaluation. The student should be capable of evaluating the

ideas or information presented explicitly or implicitly in a
selection by

4,1 comparing and contrasting those ideas with external criteria
(providead by other written or audio-visual Sources, for instance)

4.2 comparing and contrasting those ideas with internal criteria
(provided by the student's own knowledge or experience)
The attainment of objectives 4.1 and 4.2 wiil entail -
4.3 appraising the plausibility of a statement by
.31 discriminating between reality and fantasy (fact vs., fictic
4.32 detecting contradictions
4.33 identifying ambiguity ,
4.34 identifying assumptions

4

L]

4.4 -analyzing the intent and effectiveness of the author by

ERIC 50 .
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VII.
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selecting discourse indicators employed in the
selection to

4.441 introduce an idea

4.412 develop an idea (e.g.-adding points, reinforcing
arguments .

4.413 make a transition to another idea

4,414 .conclude an idea

4.415 emphasize a point

4.416 explain or clarify a point already made

4.417 anticipate an objection or contrary view

4.5 separating fact from opinion by

4.51

identifying the discourse indicatoré mentioned in
4,41 above

4.52 evaluating the function of modals in the selection

4,53

detecting the mse of verbs of ovinion, such as, think,
believe, suppose, presume, consider, etc., precede
by "a proper noun or personal pronoun

4.6 decidingz whether the information presented is adequate,
accurate or valid by

4,61

criticizing the logical relationship between the
premises of an argument and its conclusion (e.g. in
deductive reasoning : ,
indicating whether a statement is sufficiently specific
concluding whether a generalization is justified

(e.g. in inductive reasoning)

determining whether a definition is adequate

evaluating the relevance of supporting detail to the
statement of the problem or main idea of the selection

Oral Comprehension. The student should be ahle to understand

spoken mnglish by listening to:

5
5
5
5
5
5

)
.6
d

The stu

t
5.7

the teacher talk in class

the teacher read a given text

a recorded passage

a guest speaker invited by the teacher to speak on

a given topic related to architecture.

and watching a slide program .

and watching a film related to the field of architecture

ent will able to do the above by:

recognizing the use of stress in connected Speech

5.8 understanding intonation patterns

5.9

interpreting attitudinal meaning

Oral Production. The student will be able to express him-

self in oral =nglish using short and simovle sentences to

6.1
6.2
6.3

Yriting,

communicate orally with the teacher in class
answer questions orally
present an oral :eport on a given topic (10 to 15 minutes)

The student sghould be able to write in English in order to

&
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.1 complete written statements by revohrasine information
contained in the text . .-

2 complete a sentence or paragraph in a meaningful way

3 fill in the blanks of a paragrapnh by choosing from

+ given options or by providing appropriate words

.4 answer written questions by modifying slightly the
information given in the text, due to an inference

5 answer written questions by having to restate the

information presented in the text, due to an in-

ference

7.6 write words or sentences dictated by the teacher

7.7 reorder scrambled sentences or parasraphs into

meaninzful and coherent naracraphs or texts respactively

Bibliography:
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GENERAL AND SPECIFIC OBJECTIVES FOR THE COURSE
WENGLISH FOR BIOLOGISTS" ( IDM 217 - 218 - 19)
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This course has been designed for students of Biological Sciences in

the first and second years of their career (without taking into account

o their first basic university year). It consists of three trimesters and
the subject matter to be treated during the academic year will deal
with topics of the specialty by means of authentic texts and audio-
visual programs (by "authentic" we mean texts taken from the student's
career bibliography. This includes: textbooks, general and professional
magazines, manuals and miscellaneous articles).

In this course , emphasis will be given to the foilowing skills: in orde.
of priority, Reading, Listening Comprehension, Oral Expression and
Writing. "Reading" constitutes the main objective of the course and

the other three will be developed as a means of reinforcing it and

- complementing the student's knowledge of English in Biological Sciencess -

I. READING: the student will be able to read genuine texts in various
styles-af literature in Biological Sciences efficiently (without
difficulty nor constant use of the dictionary) so that he is able to
manipulate written discourse to meet his needs as a student of
Biology. Within this broad objective, the student should attain the
following levels of reading proficiency: Literal Comprehension(unders:
tand information explicitly stated in the text), Application(transfer
or relate information read to other situations), Reorganization(ana~
1ize and reorganize ideas explicitly or implicitly stated in the
text) and Evatuation (evaluate information explicitly or implicitly
stated in the selection). In order to accomplish this general objectiv:
the student will:

1. skim to obtain the general impression of the text by:

1.1. understanding the use of
-graphic presentation: pictures, headings, sub-headings,
numbering, indentation, bold print, footnotes.
-table of contents and index
-cross~references
-card catalogue
-phonetic transcription

1.2. reading and understanding the first sentence of cach paragraph
2. scan to locate specifically required information on

2.1. a single point, involving a simple or complex search
2.2. more than one point, involving a simple or complex search.

3. distinguish the main idea from supporting details by differen-

tiating:
. 3.1. primary from secondary significance
. 3.2. the whole from its parts
3.3. a process from its stages
. 3.4. a statement from example
. 3.5. fact from opinon ~

3.6. a proposition from its argument

Q 4. identify the main components of written discourse: introduction,.
ERi(: body and gonclusion in a given text.
&y
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5. grasp the author's leading propositions by dealing with the most
important sentences (underline topic sentences, select the title

for a passage, etc.). o ‘ .

.

-

become familiar with the functions of’language most commonly used

in Biological Science texts: definition, instructions, classification, -«
description, processes, ocmparison(similarities and differences), Y
relationships of cause-effect, hypothesis, argument, opinion and

fact, and evaluation, Emphasis will be given to the first six function:
mentioned above. ‘The student will understand the meaning and use of
these functions by:

6.19.
6_20,
Q

recognizing the léxical units typical of each function (e.g.
definition: "is called", "is termed","is known as")

understanding the grammatical structures by which the function is
expressed (e.g. instructions: the constant use of the passive
voice an. the modal auxiliaries, and the imperative mood in ordor
to express indirect and direct instructions respectively)
discriminating between the different types of language functions
understanding the communicative value of written discourse

without explicit indicators(e.gq. relationship of cause-effect,
result, reformulation without "consequently, therefore, in other
words", etc.)

identifying the different types of definitions (nominal/real,
simple/extended) '

being capable of extracting from a text the necessary elements

in order to define a term (e.g. read the following passage and

and write the definition of the underlined word using the infor-
mation provided in the text:"Each scale of a female cone bears

two sporangia on its upper surfaces. Each sporangium is encased

in an integument with a small opening, the micropyle, at the

end" .Keeton, 833) .
reordering a set of scrarbled instructions

recognizing/ a set of simple aid complex irstructions in a given
text and the number of steps in., lved .
identifying the different criteria used to classify plants, animal:
and any given biological structure

recognizing the different levels of classification in written
discou:se

recognizing and knowing the different levels of biological clas-
sification (e.d. family, ' groups, sub-groups, class, phylum,etc.)
expressing in diagrammatic display (outline, table, tree diagram)
a clasification presented in written discourse or speech. '
distinguishing between the different types of description
(spatial, structural, etc.) and understanding the vocabulary used
to describe a structure or a feature. b

labelling a drawing of a given structurc using its description
presented in written discourse or speech.

identifying the steps involved in a process and recognizing their
function as only part of a process and not the wprocess as such.
distinguishing between different types of processes (explanatory,
descriptive, definitive, etc.)

transcoding. into diagrammatic display a process presented in
written discourse or speech.

distinguishing between contrast (which only deals with differencos)
and comparison (which deals with similaritics as well as dif- .
ferences).

classifying and tabulating information for comparison and contras!
distinguishing between the relationship of cause-cffect, and
result. T

i
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6.21. distinguishing a proposition from its argument.

. 6.22. making inferences in order to predict results.
v 6.23. distinguishing agreement from disagreement.
6.24. identifying inductive and deductive reasonings.
. 6.25. understanding hypothesis and suppositions and recognizing
’ proofs and justifications.

6.26. identifying concession, generalization and conclusion.
6.27. distinguishing opinion from fact. ‘

6.28. deciding whether the information is valid, adequate or accurate.
6.29. interpreting the text by going outside it by "reading bectween the
1ines" and integrating data in the text with own experience

or knowledge of the world.
6.30. perceiving the intention and the tone of a text.

7. recognize indicators in discourse for:

7.1. introducing an idea

7.2. developing an idea

7.3. transition to another idea

4. concluding an idea

.5. emphasizing a point

6. explanation, clarification of point already made
7. anticipating an objection or contray view

8. deduce the meaning of unfamiliar lexical items through:

g.1. understanding word formation (stems, roots, affixation,etc.)
g8.2. contextual clues

9. understand the meaning and use of typical biglogicaf~;géabulary by:

~ 9.1. recognizing the Latin origin of biological terminology
. 9.2. distinguishing between singular and plural of irregular nouns
(e.g. flagellum (sing.)—--—== flagella (plu.)
9.3. recognizing and writing properly the two-part Latin name of
. organisms (e.g.:Homo sapiens- the first name Homo 1is generic;
it indicates the genus man belongs to and should be written in
italics or underlined and with an initial capital letter. The
second name "sapiens" 1is a specific name indicating in this
case the species man 1is and it should begin with a small letter).
9.4. discriminating bhetween the technical and common meaning of the
term.

10. understand conceptual meaning especially:

10.1. guantity and amount

10.2. definiteness and indefiniteness
10.3. comparison, degree

10.4. time (especially tense and aspect)
10.5. location, direction

10.6. means, instruments

10.7. cause, result, purpose, reason, condition, contrast.

+ 11. understand relations within the sentence, especially:

11.1. elements of sentence structure
» 11.2. modification structure
11.3. negation
11.4. modal auxiliaries
11.5. intra-sentential connecctors
11.6. complex embedding 0
11.7. focus and theme s
11.8. meaning and implication of voice of verbs
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11.10. complex compqund nouns

12. understand relations between parts of a text through lexical
cohesion devices of:

12.1. repetition 12.2. synonyny
12,3, antithesis 12.4, apposition
12.5. lexical set, collation

o

13. understand relations between parts of the text through grammatical
cohesion devices of:

13.1. reference 13.4. ellipsis
13.2 comparison 13.5. time and place relators
13.3. substitution 13.6. logical connectors

14. the student should be able to transfer or relate the information
read to new situations bys: - o

14.1. constructing charts, graphs, tree diagrams, etc.
14.2. labelling diagrams
14.3. giving exampels related to what he has read.

15. break down the material to its component parts so its organiz. tional
strucuture may be understood

16. outline the information presented in the text

17. understand information in the text, not explicitly stated, through:
17.1. making inferences, such as:

inferring main ideas / supporting details

inferring sequence

inferring comparisons

inferring cause and effect

predicting outcomes .

17.2. understanding figurative language
17.3. recognizing unstated assumptions

17.4. distinguishing between fact and inferences

18. Extract salient points to summarize:

18.1. the whole text
18.2. a specific idea, topic or point of the text
18.3. the underlying idea or point of the text

19. expand salient points into summary of: -

19.1. the whole text
19.2. a specific idea or topic in the text

20. reduce the text through rejecting redundant or irrelevant information

21. synthesize explicit information from one than one source to compose
a new whole.

22. recognize strucutures used to express:

22.1. denial and affirmation
22.2. agreement and disagreement
22.3. fact, hypothesis and neutrality
o 22.4. approval, disapproval.
ARi(r22.5. valuation ' o

. [V,
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23. the student should capable of evaluating the ideas or information
presented implicitly or explicitly in a selection by;

: 23.1. comparing and contrasting those ideas with external

° criteria (provided by other written or audio-visual

. sources, for instance)

" 23.2, comparing and contrasting those ideas with internal criteria
(provided by the student's own knowledge or experience)

23.3. the student should: disctiminate between reality and fantasy,
detect contradictions, identify ambiguity, identify .

assumptions.
23.4. separating fact from opinion by:

evaluating the function of modals in the selection

verbs of opinion such as: think, believe,

detecting the use of
etc, preceded by a proper noun

suppose, presume, consider,
. or personal pronoun.
23.5. deciding whether the information presented is adequate,
accurate or valid by: *

—-criticizing the logical relationship between the premises
of an argument and its conclusion

-indicating whether a statement is sufficiently specific

-concluding whether a generalization is justified

-determining whether a definition is adequate

-evaluating the relevance of supporting detail to the
statement of the problem or main idea of the selection.

II. LISTENING COMPREHENSION: the student should be able to understand
spoken English by: :
1. listening to the teacher speak in class
2. listening to the teacher read a given passage

‘ 3. listening to a recorded passage
4. listening to a guest speaker invited by the teacher to speak for

10 or 15 minutes on a given topic of Biology
. 5. listening and watching a slide program
6. listening to and watching’a 30 minute

field.
7. recognizing the use of stress in conne

8. interpret attitudinal meaning

f£ilm (max.) related to his

cted speech

III. ORAL EXPRESSION; the student should be able to express himself in oral
teyyces in order to:

English using short and simple sen
the teacher orally in class

1. be able-to communicate with
2. answer questions orally

3. present an oral report on a given topic (10-15 minutes)

IV. WRITING: the student should be able to write in English in order to:

. 1. complete written statements by rephrasing information contained

. in the text
al exercises that ask students to make transformations,

2. do grammatic
. substitutions and the like
. 3. £ill in the blanks of a paragraph by choosing from given options
or by provji_ding appropriate words
4. answer written questions by modifying slightly the information in the
) text .
lERi(j 5. answer written questions by having to restate the information in thec
text, due to an inference O

Jdo
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6. write words or sentences dictated by the teacher (these may also be
taped) .

7. make up questions pertaining to the content of a given text

8. reorder scrambled sentences into their normal syntactic order

9. reorder scrambled sentences or paragraphs into a meaningful and
coherent paragraph or text respectively

10. write tree diagrams, outlines, summaries and synthesis using in-
formation provided in written discourse or speech.

Ahhkkhkhkhhhhhhkkkk
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OBJECTIVES FOR T COURSE "SPECIAL ENGLISH FOR COMPUTERS"

This course is for students of Computer Science in their Second or Third
Year Career level. It intends to familiafize the student with the specific
natural language aspectﬁ of Computer Science SO that he can actively master
computer terminology and improve his ebility to communicate in English with
professionals of the field. |

The subject matter of the course is limited to a trimester. The modules to
be treated during this time period will deal with topics of the specialty
by means of texts and audio-visdal programs.

During this period, emphasis will be given to the following skills: Reading,
Listening Comprehension, Oral Expression and Writing. The order of the last

two being interchanged in certain modules.

GENERAL OBJECTIVES: )

1. The student will understand and recognize technical written texts per-
taining to the area of Computers.

2. The student will understend spoken language related to Computers through
various media. _ '

3. . The student will actively dominate the terminology of Computers avoiding
translation whenever possible.

L. The student will differenciate Netural Language from C .. 1ter Language
and identify the Grammar involved. )

5. The student will answer briefly in writing or orally and in English to

questions asked agbout the subject under discussion.

SPECIFIC OBJECTIVES:
1, The student will recognize and épply basic computer terms related to:
Data Processing | )
. Data Communications Z
Dystem Types
Number Systems
Flowcharting
Programming languages and

Computer Personnel

~ -
-
S
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The student will write and/or explain orally simple step by step se-

quonees,

'The student will identify the grammar patterns peculiar to computcr-

related texts as found in: definitions, explanations, comparisons, con-

trasts, etc.

The student will discuss the content of texts via:

&) short written or oral. answers;

b) key words:

c) observations on paragraph organization;

d) .« .mmenls on sequcnce of concepts exposed.

The student will develop reading skills via:

a) skimming and scanniﬁgdtechniques;

b) knowing when to skim and when to scan;

c¢) doing the above effectively and selectively.

The student will improve his comprehension by:

a) recognizing the difference between the main ideas and supporting de-
tails in expository reading;

b) drawing inferences from what read;

c) synthésizing what read;

d) amplifying what read.

The student will recognize the different types of graphic presentations

ard label them when blank,

The student will describe the:

a) components of computer devices;

b) functions of computer. devices;

c) different types »f proéessing;

d) specialized equipment;

e) various topologies and switching techniques..

The student will identify the type of cquipment involved according to

certain categories (as complement to 8.¢)).

The student will 1ist application areas and specify advantages and dig-

advantages for each.

The student will understand computer-related language heard in Audio-

Visual propgrams.
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The teacher will act as "Course Manager" to help out surmount difficulties
and questions that come -up related to the language aspects that the student

cohfronts when he/she is exposed to such materials.

The course is divided into modules. {Each module has objectives that state
clearly what the student is expected to understand and learn from the text
ahd materials used. ‘The objectives are stated at the beginning of each le-
sson so that he/she does not have to guess vhat he/she is to undefstand and

what he/she is expected to learn.

Each lesson will have Test Ttems to verify his/her progress and Additional

Resources to serve as reference "‘tools to help hlm/her meet the objectives.
. ' -

‘The evaluation of the course will involve two aspects:

60% of the Grade will reflect 2 Main Tests

40% of the Grade w1ll be based on the coni.inuous evaluatlon-

results from the Test Ttems. ) .

The course is reinforced by Audio-Visual Propgrams which’are part of the
modules or related to the subject matter in seneral. Their intention is to
complemeﬁt the material given in class and to expose the student to situa-
tions he/she will find in their professional gctivity in the future. . 'The
student will furthermore have access to those programns during extra 1un-

guage laboratory hours so that he/she;may 1isten to them as frequently as

necessary to fully understand the content of the programs.
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’ . :  GENERAL AND SPECIFIC
OBJECTIVES 3-34

Objectives for IDM 511 : English for Electronic Engineers

This is a one trimester elective course designed for students of Electronics
who are beginning their career. The overall objective is to enable the student
to read genuine authentic texts in various styles of literature in Electronics
effectively and with critical understanding. By "ecritical undel ;tanding" ye
mean the abili;y to manipulate the texts in order to meet his neéds as a student
of Electronics. By "é%féétively" we mean without the constant use of the dictionary.
Due to the nature of the field of Electronics great emphasis will be7§iven to the
obtaining of vocahulary related to that field in the manner stated in the specific
objectives below. ‘
The skills - reading comprehension, listening comprehension, oral expression
and writing -, will be emphazised in that order. Besides reading materials, the

course will make use of films and of the laboratory to reinforce the objectives.

In this course the student will ;

a. become familiar with different types of literature used in Electronics
. (i.e. manuals, basic texts, professional magazines)

b. become familiar with the functions of language most commonly used in .
Electronics (description - especially of processes - definitioa ,
instructions, cause,effect » relationships)

c. skim to obtain the general impression of the text.

d. scan to locate specifically required information.

e. distihguish the main idea from supporting details (e.g. make outlines)

label paragraphs according to type of information found in each (i.e. .
functions).

f.-classify supporting ideas in a paragraph according to- examplification,
clarification, and conclusion.

g. grasp author's leading propositions by dealing with the most important
sentences (underline topic sentences, select the best title for a passage) .

- h. define problem author has tried to solve (i.e. make summaries of infor-
- mation presented in given text or write a condensed version of a text).
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discriminate between opinion and fact.

understand explicitly stated information (select statement that best

match the literal meaning of the passage)

understand relations within the sentence as well as understand relations
between parts of a text

al
bl
cl

dl

elements of sentence structure
negation

intrasentencial connectors
complex embedding

understand relations between parts of a text through grammatical cohesion
devices of

a.
b.
c.
d.
e.

reference

comparison

substitution

time and space connectors
logical connectors

recognize indicators of discourse for @

a.
b.
c.
d.
e.
f.

identify

introducing an idea

developing. an idea

transitions to another idea

concluding an idea

emphasizing a point

explaining or clarifying a point already made

meaning of specific terms :
writes a definition of the term using his own words
selects the definition that fits a given term
selects the term that fits a given definition
states a synonym for a given term
states an antonym for a given term
states the relationship of the term to a second term
describes the difference between the term and a second term
explains the difference between the technical meaning and the
common meaning of the term
states term or phrase in his own words
gives e.g. of use of word in context
relates terms that have the same meaning
states the concept or principle that fits the term

deduce the meaning and use of unfamiliar lexical items through
a- understanding word formation (e.g. stems and roots)

understand conceptual meaning, especially

quantity and amount

definiteness and indefiniteness

comparison ; degree

time

location / direction

means

cause, result, condition, contrast, purpose, reasons.
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4. understand information in the text not explicitly stated (describes
ideas that are implied in the content of a Passage) .

r. reduce the text through rejecting redundant or irrelevant infor-
mation and items

R !
8. transcode information presented in diagrammatic display (e.g. iden -
tifies the parts on a diagram for an electrical current in English)

t. transcode information in writing into simple diagrammatic display.

U. appreciate the difference between expression in written English and
Spanish,

V. recognize Spanish equivalents for English terminology in the field,

W. understand basic sentence patterns for oral understanding
— classes will be given in English
- useof films with pre and post activities to practise aural
skills (if films are available).

2. express in writing simple concepts and ideas (e.g. dimensions and
shapes of objects and their relative position 3 simple processes)

Y. understand the use of basic reference skills especially in relation
to the use of the "hemeroteca'.
- graphic presentation (heading ; footnotes 3 bold prints ;
references)
- indexes (i.e. Science Citation Index)
= cross referencing '

z. apply reading techniques acquired in class to outside situations
a. apply vocabulary acquired in class to understand outside
materials,

wh
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INGLES PARA LA CARRERA DE MATEMATICAS - IDM 415
IDM 41
OBJECTIVES

This course is to be taken by all the students of Mathematics,
at any time of their career, although preferably in the first
year. It is also recommended that the student take the three
trimesters in a sequencémaf consecutive trimesters. This is an
obligatory conrsé, and its gogl ig to. enable the student to
work efficiently with paterial which is obtainable only in
English, In order to reach the objectives of this course, the
teacher will use authentic printed material, audio-visual aids
and lectures, The course is structured in such a way that the
skill most regularly practiced will be reading, followed by
1istening comprehension, then oral expression and finally
written expressione. '

General Objectives:

1, The student will understand mathematical textis written in
English.

2. The student will understand spoken mathematical language in
English.

3, The student will relate mathematical developuments to historical

- events and periods with the aid of readings.

L, The student will write short answers to questions asked in
English about the texts studied. '

SBecific Objectives:

l.a The student will know mathematical vocabulary related to .-
1.a.1 numbers and numerals: - read aloud numbers SR
‘ - write down dictated numbers
- distinguish between numbers
and numerals
- recognize the digits in a
given number |
- distinguish between the deci-

mal point and the comaa used
to separate positioas
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- understaﬁd conclusions based'

on statistical data

The student will know the communicative grammap needed
for the understanding of mathematical language
(written and/or oral)

lebadi kno¥ words of general or inclusivas meaning
l.b.1ii know words of distributive meaning
lebeiii  distinguish definite and indefinite meaning

l.,beiv recognize relations between ideas expressed
by nouns

leb,v recognize structures used to éxpress time, tense
and aspect

i.,bevi know expressions used %o express frequency

1.,b,vii recognize structures used to express place,
, direction and distance
l.beviil distinguish between hanner, means and instrument

leb,ix recognize structures used to express cause, reason

and purpose '
lebex distinguish between conditions, contrasts and

comparisons
lebexi recognize structures used to express addition,

excoption and restriction

lebexii  distinguish between information, reality and
belief ’

lebexiii recognize elements which relay meaning in
connected discourse

2, The student will understand mathematical language used in speeches .
and conferences, .

See the specific objectives enumerated for general objective

nunrnber 1,
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l.a.11

leaeiil

l.aeiv

lea,Vv

l.,a.V1

l.a.vii

numerical systems:

symbols:

calculatory science:

geometry:

algebra:

statistics:

3-39

enumerate numerical systems
used nowadays and before

identify the symbols used
for mathematical notation
when dictated

read %he symbols used for
mathematical notation

understand instructlons
given to perform arithmetical
operations —

understand laws and ruies

understand descriptions of
geometrical figures '
read formulae used to describe
geometrical figures

understand hypotheses and
suppositions

understand rules and laws
recognize propositions
recognize proofs

understand comparisons

read equations

apply vocabulary of operations
in order to read algebraic
problems

understand rules and laws
understand definitions

understand statistical termi-

nology
recognize data on charts

understand descriptions of
charts




3+ The student will learn historical facts related to the develop=
nent of mathematics. The student will

3.a0l identify mathematical vocqpuléry used in texts-f.;f
3e80il  distinguish between normal vocabulary and

mathematical vocabulary

Jeaeiil  identify detailed iuro-mation

Sea0iv recognize principal ideas

3eaev recognize the logical sequence of ideas

3eaevi identify comparisons

3.a;vii identify contrasts

3e.a.viil recognize relationships of cause and efféct
3eaeix use scanning and skimuing to look for information

4. The student will write short answers to questions asked in
Bnglish about a given text. In order to do this, the student
will

4.a.1 classify information

hea,il summarize the reading selection

heaelili  synthesize parts of the readings

Leaelv paraphrase given passages

L.a,v identlfy answers corresponding to questions

Lea.vi make inferences related to supporting details

hea.vii make inferences related to the sequence of
ideas

4.a,viii make inferences related to the comparison

of ideas

hoa,ix make inferences related to the main idea

heaex make inferences reladted to the cause and effect
relationship ‘

Leaexi make inferences predicting results

heaexil  pass judgement on data and opinions
heaexiil pass judgement on the validity of information
Leaexiv  pass judgement on the value of information

104
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GENERAL AND SPECIFIC OBJECTIVES
FOR 1IM 211, 212, 213
ENGLISH FOR URBAN PLANNING

These courses have been designed for students of Urbanism in the first year of
their career. They are cbligatory and consist of three trimesters (one academic year).
The purpose of these courses is to prepare students to read texts in English related
to the field of Urbanism. The following skills will be dealt with in these courses:
reading, listening comprehension, oral expression and writing. /  stated before,
reading will be the most important skill and the other three will have a secondary
importance.

IN THESE COURSES, THE STULENT WILL:

1. Read efficiently authentic material written in English and related to the field of
Urbanism.

a. skim to obtain the general impression of the text.

b. scan to locate specifically required information.

c. distinguish the main idea from supporting details by differentiating:

~primary .from secondary importance
-the whole from its parts

-a process from its stages

-a statement from example

-fact from opinion

-a proposition from its argument

d. identify the main components of written discourse: introduction, body and
conclusion in a given text.
e. grasp the author's leading propositions by dealing with the most important:
sentences (underline topic sentences, select the title for a passage, etc...).
f. distinguish the function(s) of the language generally used in this field
(description, definition, comparison, cause and effect, argument, hypothesis,
~ opinion and fact, judgment and evaluation.). '
g. identify the grammatical structures by which the functions are expressed
(for example in hypothesis: the "if-clauses"). N
h. recognize indicators in discourse for:
-infmducing an idea ‘
-develcgp%ng an idea '
-transition to another idea

-concluding an idea
-emphasizing an idea

-explanation, clarification of point already made

-anticipating an objection or contrary view

i. understand how partsof a text (paragraphs, sentences, etc..) are related
tpmugh lexical cohesion devices of: Loy
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-repetition
. -synonymy
-hyponomy
-antithesis .
‘ -apposition '
-lexical set /collocation
-pro-forms/ general words

j. understand information in the text, not explicitly stated, through
-making inferences '
-understanding figurative language

-recognizing unstated assumptions
-distinguishing between fact and inferences

k. sumarize the main ideas from the text.
1. make an outline of the information presented in the text.
m. recognize structures used to express:

-denial and affirmation

- t and disagreement
-fact, hypothesis and neutrality
-approval, disapproval
-valuation

n. develop critical reading skills (separati:hg fact from opinion , evaluating,
making value judgments, etc...).
o. practice reading faster

. 2. Acquire new vocabulary (sub-technical and general) related to the field of
Urbanism.
a. define the new words by deducing their meaning from context, from word
formation (stems, roots, affixation), by using synonyms or antonyms, oOr by
using the dictionary.
b. use these terms in different contexts.
3. Understand simple oral material related to their field (the teacher in class, °
recorded passages, quest speakers, films, ete..).

(The specific objectives provided under the genexal reading objective will
also be used for the material presented orally in class.)

4. Use and produce oral and written discourse in a controlléd way.

. a. complete written statements by rephrasing information contained in the text.

b. do gramatical exercises that ask students to make transformations, substitutions
and the like.

Q lU,
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c. fill in the blanks with words or phrases provided in written or oral form.
d. give short or complete answers (oral or written) to questions provided.

e. camplete diagrams, flow charts, tables, etc.. by providing the missing iterrs
(in written or oral form) ‘

f. write short paragraphs in English related to readings used in class or for
homework.

g. make short oral presentations in class.

5. Acquire new or complementary information in the field of Urbanism.

a. identify some of the concepts and ideas presented in the materials glven to
him in class.
b. discuss some of these ideas and concepts (in written or oral form) in class.

BIBLIOGRAPHY:
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Collier-Macmillan, 1970.
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CHAPTER IV
MATERIALS PRODUCTION: A NECESSAﬁY TASK

Dolores N. Curiel

I. Introduction: why Bother?

wWhy should we as English teachers bother designing our own
materials for English courses aimed at specific scientific

and technical fields? Isn't there enough material available
commercially to satisfy both our own and our students"needs?
currently, the following textbook series intended for specifiz
fields of study are available:

English for Careers, by Regents publishing Company

English in Focus, by Oxford University Press

English for Special Purposes, by Evans Brothers

English Study Series, -by oxford University Press

Nucleus: English for science and Technology, by

Longman

special English geries, by Collier-Macmillian
(Robinson, 1980, PP. 108-9)

This partial 1ist does not include many individual books on
specific purpose English which do not form part of a larger

series.

1u,




4-2
To answer the above question I draw upon some comments made

at various panel discussions concerning the teaching of Eng-
lish for Specific Purposes (herein referred to as ESP) at the
1981 TESOL Convention. It was commented more than once (I
would almost say that it became the themesong of the Spec1f1c
Purpose English section of the convention) that in the field
of ESP everybody was busy re-inventing the wheel. The not-
so-indirect implication of this comment is that everyone is
busy designing his or her own materials for his or her spe-
cific purpose course. John Swales addresses this situation
quite directly when he states that "...there has been heavy
duplicétion of much basic work, and certain types of insight
have been painfully and independently gained in many an iso-
lated institution." (Swales, 1980, p. 17) He feels that cer-
tain institutional pressures to prepare internal materials
combined with personal prejudices concerning past produétion
of ESP texts have led to costly, time-consuming duplication
of materials which may have already been developed by very
competent professional materials designers, Some of the ad-
vantages of pgglished materials are that they have a clear |
“beginning, middle ard end, and "a greater degree'bffinternal
coherence than duplicated courses," (Swales, 1980, p, 18)
This, Swales says, is reassuring and gives a sense of direc-
tioﬁ to those using the materials. What Swales proposes is

a compromise solution to the problem of the continual "re-
invention of the wheel". It is not new, and is perhaps what

many of us are doing, have done, or are getting ready to

l af
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do--adopt and adapt. That is, adopt an ESP textbook to pro-
vide the framework to lead the student through an organized
approach to grammar,Vlexis and function, while adapting the
textbook by supplementing*it with materials more specifically

aimed at the needs of our own students.

In many cases this is a feasible approach to the problem,
particularly if the ESP program in question is of the core
type--that 1is, not directly aimed at students in the profes-
sional cycle of their studies, but intended for pre-specialization
science students. However, the closer one comes to the specific
subject area, the less likely one is to £ind a textbook which

even comes close to satisfying the needs of the student in

that area of specialization, the reason being that materials
which are 'content-based', 1ike some wines, do not travel
well. That is to 3say, the content is tailored to a particular
syllabus at a particular educational institution and most
likely would not be relevant or appnopriate at a gimilar

institution half- way around the woxld.

1f we follow a systems approach, using an analysis of needs
to determine the syllabus and thematic content of'our i
ESP -ourses, then what we end up with is a course "uﬁiquely
gearedbto the purposes, interests, €tCue. v of the students
partaking in it." (Robinson, 1980, p. 41) What materials
except those that come out of this process will do the job

for us? Again to quote pauline Robinson, v _..the very method

L,
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of constructing an ESp courseé may prevent the re-use of any
- of the material, for courses may be designed around the par-
ticular special subject textbook of one class of students...."

(p. 41)

Besides the content relevance problem, specific subject text-
books have the problem of being designed for an imaginary
student with no nationality and hence, the vocabulary high-
lighted in the book may not be the most problematic for our
students. We, as teéchers of English to Spanish-speakers,
can and should capitalize on the great number of éognates
which exist between the two languages, 'The format and lehgth~ -
of a ready-made textbook can also be inconvenient for a se-
mester or trimester-based academic year. Yet another incon-
venience involved in the use of ready-made textbooks is the
fact that in certain fields of study the content becomes out-
dated at a very rapid pace. So, for better student motivation
I think we can appreciate the importance of up-to-date read-

ing materials.

For these reasons, then, we, as ESP teachers, are almost forced
into the role of materials designers and producers, like it

or not.

Within the "procedural model for ESP syllabus design",

(Mackay, 1980, p.9) the development of teaching materials is

included as the second step in a four-stage process. (The




first stage being the "Basic Information Gathering Stage",
the third the "Formative Evaluation Stage", and the;fourth
the "Summative Evaluation stage".) The ESP section of the
Language Department of the Universidad Simén Bolivar has
attempted to follow a similar approach with the object of
providing uniform criteria for the design and develbpment of
ESP courses in the fields of Architecture, Biology, Computer
Science, Electronic Engineering, Mathematics and Urban Plan-
ing. It should be understood, therefore, that the content of
this paper has its roots in the previous stage of "Basic

Information Gathering”

2. Rationale for the Use of the Communicative Approach

If we have followed the prescribed steps of the communicative
approach to language course design as set out by Munby,
Wilkins, and Mackay and Mountford only to return to the fact
that a scientific English reading program is necessary for
our courses, are we any further ahead than when we started?
The answer to this guestion is definitely affirmative. Look-
ing back on the reading compfehension textbooks of ten to
twelve years ago, we can see that the readings were written
especially for the textbook (the book, A Course in Basic

gcientific English by Ewer and La Torre comes to mind) and

generally designed to display a particular grammatical struc~-
ture, such as the simple present tense or the passive voice.
The most obvious problem with this type of textbook is that

the reading does not bear a great resemblance to the kind of

lid
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reading which students of science or technology will be con-
fronted with in their studies. For examplef'how often does
an engineering student need to read essays on the scientific
attitude written completely in the simple present tense? The
grammar is practiced by means of transformation exercises and
substitution tables with little or no reference to the meaning
of the grammatical pattern in relation to "the way it is
(péing) used as an utterance." (Wilkins, 1976, p. 10) Indeed,
Wilkins' "categori~s of communicative function", (i.e. defi-
nition, deduction, persuasion, exposition, etc.) are practi-
cally absent from that previous generation of textbooks. The
"synthetic" or "grammatical" syllabus simply cannot do the
job that needs to be done in the field of ESP, namely to give
the language learner the skills he/she needs in order to. |
achieve the purposes for which the language is being learned.
Where limited amounts of time are available, it is unfeasible
to attempt the use of a grammar-based syllabus. The "analytic"
approach to syllabus desigs; advocated by Wilkins, has made
it possible to focus clearly on what the learner needs to do
with language so that the "una&oidable process of limitation

or selection can take place," (Wilkins, 1976, p. 69)

In view of the above, we feel that the communicative view-
point is an appropriate and necessary one for carrying out
syllabus design and materials production in our specific

circumstances at the U.S,B.
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3. Reading: Our Primary Focus

Since it has been determined that the development of reading

skills is the primary focus of the ESP courses in question,

a few observations concerning the teaching of reading would

seem to be in order. A brief review of the literature quick-

ly reveals the fact that no one is quite sure vhat exactly

goes on when one reads or learns to read. Uskey, in his

often-quoted article, "ap Model Program for Teaching Advanced

Reading", states that, "...although we do know a great many

interesting things about reading, no one knows exactly what

reading is or how anybody learns to do it." (Eskey, 1973, p.171)

Kenneth Goodman's description of the reading process as a

“psycholinguistic guessing game" is the basis for a complete

of readings in the book, Reading in a Second Language.

section

(Mackay, et.al., 1929) Although the experts admit they do

not exactly know what reading is, they do not hesitate to

tell us what it involves and how to go about teaching/learn-

ing it. Following Goodman's model of the reading process:
"The good reader is supposed to hunt for clues toO
the message, which 1is presented, but not necessarily
processed, in a linear manner. The clues are to
be found in word recognition, derivational and
inflectional morphemes, and knowledge of exposi-
tion techniques such as definition, explanation,
comparison, and figurative meaning. Higher level
skills include recognition of grammatical units
such as phrases, clauses, and words which habit-
ually mark them, At this level, students should
pbecome aware of the roles of redundancy, and ex-~
pectancy 1in reading, as these are signalled by
the grammatical and lexical pattexning in texts.
At the most advanced 1eve1,..,rhetorica1 organ-
jzation and discourse structure should be taught,

along with complex syntactic structures."
(Mackay, et.al., 1979, p.3)




Current writing on the teaching of reading emphasizes the
development of "critical skills" and advocates "plenty of
practice in various kinds of reading," (Eskey, 1973, p, 173)
Eskey and others stress the importance of the "contribution

of the learner (in the process of) learning to read." (p. 173)
This school of thought emphasizes not only the predictive
nature of reading but also the knowledge and expectations

that the learner brings to the task. It assumes a certain
control of the grammar and vocabulary of L and also a certain
intellectual capacity. Coady presents L2‘£éading as "consist-
ing of a more or less successful interaction among three fac-
tors: higher-level conceptual abilities, background knowledge,
and process strategies. The result of the interaction is

comprehension." (Coady, in Mackay, et.al,, 1979, pp.6-7)

In the development of materials for our ESP courses these
elements have been acknowledged and attempts have been made
to guide the student along from the concrete and liéeral
comprehension of texts to a more cognitive, interactive
approach to reading through the use of appropriate reading

strateg%es.

4. Course Design

Reviewing the tentative results of our course design actiyi-

ties, it becomes clear that an attempt has been made to spec-

ify what might be called a communicative-functional syilakus.




The term "communicative" may be understood as:

"inferring what propositions sentences are

being used to express and how they inter-

relate. It involves...the ability to infer

what illocutionary acts these propositions

are being used to perform and how these com-

bine in a coherent way. 1In brief, it involves

an understanding of the communicative value of

linguistic elements in context and this is based

on a knowledge of how these elements may serve

as clues which can be interpreted by reference

to shared conventions of communication."

(Widdowson, 1978, p. 68)

The term "functional" is included because of the use which
has been made of Wilkins!' "categories of communicative function
(which express) functions or functional meaning (i.e. the
social purpose of the utterance.)" (Wilkins, 1976, p. 23)
These functions coincide with the rhetorical functions dealt
with by Selinker, Todd-Trimble and Trimble in their work on
rhetorical categories and EST discourse. (Selinker, et.al. 197 )
There is perhaps some redundancy in the specification of a
syllabus as a communicative-functional one; however, it
seems heplful ta use Widdowson's ideas on communicative abil-
ity which stress the interactive nature of communication to-
gether with Wilkins' categories of communicative function...
which emphasize the role which an utterance performs "in re-

lation to other utterances and as part of the interactive pro-

cess involving the participants.” (Dobson, 1979, p.4)

5. Materials Production

5.1. Text Selection

while all of the ESP courses at the U.S.B. share common general

1,
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objectives, the choice of materials to carry out those objec-
tives has been decided in three differént ways: 1) according
to rhetorical function, 2) according to topic ormé%éme, and
3) according to source of text (i.e, textbook, manual, pro-
fessional journal). These decisions were made in view of the

special circumstances of each ESP course. The English for

"Biology teacher/materials developer, for example, found the

use of rhetorical function the most natural way to determine
the choice of texts since the subject matter of that area .
deals so frequently with classification, division, comparison/
contrast, definition, and so on. The English for Electronic
Engineering teacher/materials developer, on the other hand,
found that text source provided a useful division since there
are only a limited number of functions which seem to prevail
in the field of electronics (e.g. description of process,
instructions, and definition) at least at the level at which
the students would be reading in the first years of their pro-
fessional studies. Also, due to the fact that English for
Electronic Engineers is a one-trimcester course, the text
source approach provides an efficient way of surveying the
different types of professional literature which students will
need to refer to during their studies and later, as profes-
sionals. The ESP courses for Architecture, Computer Science
and Mathematics have been given a thematic organization in an
attempt to provide students with highly motivating topics
which have immediate or future relevance to their fields of

study. This motivational aspect cannot be overemphasized.

—
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In all cases, 'authentic' texts are used as the basis for ma-
terials production. In this context, 'authentic' is used to
mean either materials which the students are using in their
academic subjects concurrently with their ESP course, or ma-
terials similar in content and style to those which they are

or will be using in their academic subjects.

The decision to use 'authentic' texts was made for a series
of reasons. It must be remembered that our students study a
three-trimester cycle of general scientific English in their
first year at the university, so the second year courses must
necessarily zero in on the more subject-specific materia%s,
Also, the ESP courses are:offered only in subject areas Qhere
there has been a specific request from the coordinator of the
academic area, and in some cases, there has been a request
from the coordinator to use certain materials as the basis
for the ESP coufse, Another reason for choosing ‘'authentic!
materials is that an ESP teacher attempting to write his/her
own materials might make factual errors which would most cexr-
tainly be detected by students. Motivation is another point
in favor of 'authentic' texts. Knowing that the materials
being studied are the same or similar to those which they
have to handle in their specialized courses, students feel a
stronger motivation to work through them. And, last but not
least, the time element involved makes it more convenient

and less tedious for us to use 'authentic’ -texts rather than

write our own reading passages. This is especially true if
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we take into account the pressures of keeping up with teaching

while being involved in materials production,

The provisional nature of these second year materials must be
mentioned at this point, since the first year program is also
in a pilot stage and students studying in the new first year
program have not, at the time of writing, reached the second
year courses. Ideally, the second year materials should fol-
low and build upon what has been learned in the first year
program. However, due to that fact that materials develop-
ment for both programs is being carried out simultaneously,
this is only partially possible. It is not unlikely that
extensive revision will take place after our materials have
been used with students who have completed the new first year

program,

5.2. Non-academic Considerations and Limitations

A variety of non-acaderic considerations must also be taken
into account when discussing materials development. Some
courses are one-trimester electives (e.g. English for Computer
Science and English for Electronic Engineering) while othefs
are either three-trimester obligatory courses (e.g. English
for Architecture, English for Mathematics and English for
Urban Planning) or three-trimester electives (e.g. English for
Biology) The time factor obviously influences the scope of
each course. Another factor, closely related to the choice

of appropriate texts, is whether the students are at the be-

.1@1}
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ginning, middle or end of their program of studies. In the
case of architecture, for example, a great majority of students
are studying English for Architecture before having studied

any professional subjects other than descriptive geometry and
architectural drawing. As a result, the content of texts
chosen in the English for Architecture course must necessarily

be of a very general nature.

iIn the case of English for Mathematics, the Mathematics co-
ordinator requested that a book dealing with the history of
mathematics be used in the English for Mathematics course.
This has placed restraints on the teacher/materials developer
pecause she is aware that the language used in the history

. pook is quite different from the language of the mathematics

’ textbooks which the students need to be able to handle. The
teacher has achieved a rhetorical balance by utilizing texts
from mathematics textbooks, general science magazines and

professional journals along with the required reading on the

history of mathematics.

5,3. Description of Materials

Rather than attempt a course by course description of materials
production, I feel that a global approach might be more xre=
vealing in that the similarities and differences can be seen

. more clearly, Since the main focus of our ESP project has

* peen the systematic approach to the design of ESP courses,

it is logical that we evaluate to what extent this is possible

Q .
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and to what degree it has been achieved.

5.3.1, Shared Objectives

As is evident from the preceeding sections of this paper, a
common communicative approach is shared by all of the ESP
courses under discussion. While each course has its own spe-
cific objectives, there is also a set of general objectives
shared by each course with reading comprehension being the
primary focus for all. (See Owen de Ross-Jones, 1981, for ob-
jectives) Another shared aspect is the decision to use 'au-
thentic' texts as the basis for each course. A very important
benefit obtained from having had a common communicative frame-
work for the different ESP courses has been well put by Bates:
"(I)t provided the student and teacher with
recognisable language-learning aims and land-
rarks through the course and ensured that non-
scientists concentratecd on the language and
study needs rather thar ending up trying to
teach the subject per se."”
(Bates in Mackay and Mountford, 1978,
p.93)
In summary, we can say that it has been possible to unify
criteria in broad general terms. It remains to be seen if
this has been possible, or is even recommendable, at the more
specific levels of the treatment of text, i.e. structure,

vocabulary, rhetorical comprehension, content compreiiension,

and so on.

5.3.2. Structure

In terms of structure, the general approach has been to deal
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with structural difficulties within the texts as they arise.
That is, if a student requires some help in understanding a
difficult grammatical structure it will be explained to him/
her in class. Some courses, specifically those with a duration
of three trimesters(i.e. English for Biology, Mathematics and
Urban Planning) have incorporated exercises based on gram-
matical structures in the text into the first trimester pro-
gram, but in the second and third trimester~ they also deal
with structures 'on demand'. An example of a grammatical
exercise pfacticing the use of modal verbs freguently found
in instructions is the rewriting of a sentence using the
modal which is synonomous with the underlined phrase, i.e.

"It is necessary that the specimen be alive."-~~"The specimen

must be alive."

5.3.3. Vocabulary

which vocabulary to teach is also determined by the text at
hand. Exercises are developed to encourage guessing at the
meaning of unknown words by using contextual suggestion. The
use of a monolingual dictionary is also encouraged when the
student must determine which of several possible meanings of

a word is the appropriate one for the context. Vocabulary
exercises have been'elaborated in a variety of ways, for ex-
ample, by giving students the sYnonym of a word in the text
which they must find and underline, or by filling in the blank
with an apbropriate word from a given list (a modified cloze-

type exercise).
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In the ESP courses which deal with more technical fields, such
as Electronics and Computer Science, there is a greater empha-
sis on technical vocabulary and in these cases, glossaries are
sometimes provided, However, as pointed out in a previous
paper (Curiel, 1981), non-technical vocabulary seems to be
more problematic to L; students and therefore in some courses
receives more emphasis. Word formation is also pointed out

in several of the courses, the meanings of prefixes and suf-

fixes being illustrated by examples from the text.

5.3.4. Cohesion

Grammatical and rhetorical cohesion are dealt with in most

courses. The grammatical cohesion device of anaphora is han-

dled thfough exercises which ask the student to determine the .
specific reference of a particular pronoun, éhetorical co-
hesion, so important in determining the communicative value
of a specific sentence in discourse, has been practiced by
having the student fill in the blank with either inter- or

intra-sentential connectives from a given list, or else with

no help other than the context of one or. several sentences.

5.3.5. Rhetorical Functions

As was mentioned abdve, rhetorical functions form the basis
for the syllabus of two ESP courses (English for Biology and
English for Urban Planning), However, this does- not mean that

the other four courses do not deal with them. As with structure,

Q Yy
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rhetorical functions are pointed out and explained when and
where they occur in a text. After students have dealt with

a function in several texts, they might then be asked to recog-
nize the function in a subsequent text, The structures and
vocabulary generally associated with a function are also high-

lighted.

5.3.6. Content Comprehension

Content comprehension is an aspect of reading which, evidently,
has been dealt with in all courses. In some instances, the
teaching unit will have pre-reading questions and require the
student to quickly scan the text for the information necessary
to answer the questions, Straightforward answers to direct
questions ascertain whether or not the student has understood
what might be called the 'surface content' of a reading pas-
sage. What Coady calls "higher level conceptual abilities”
(Coady in Mackay, et,al., 1979, p. 7) are called into play

when the student is asked to recognize and understand infer-

ences, judgements, and to distinguish fact from opinion.

Evaluative exercises are part of most course materials.
After having gone through the text using a variety of the
above-mentioned exercises types, the student is then asked
to evaluate the content according to his/her own criteria,
comment on its applicability to his/her current interests,
etc. Criteria may also be provided by the teacher or sug-

gested by outside sources such as the scientific approach of

[ -
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the particular field cf studil This activity is motivating
because it allows students to express their own ideas in re-
lation to the topic and it involves them at a higher level than

just reporting what was in the text.

5.3.7. Listening Comprehension

Listening comprehension, second in importance after reading
comprehension in our list of general objectives, plays an
important part in our materials production activities. 1In
all courses, the teacher communicates a large percentage of
the time in English. All of the courses utilize audio-visual
resourses such as slide programs, with accompanying recorded
texts, video-cassette programs such as NOVA and CONNECTIONS
or privately prepared programs, and movies available from the
various cultural offices attached to the embassies of English-
speaking countries, In the English for Mathematics course, the
teacher has prepared and given lectures which the students
listen to and take notes on. They then must try to re-create
the content of the lecture using their notes. The English for
Biology course has vtilized the resource of English-speaking
:Biclogy professors at the university who have given short lec-
tures to the class and answered student's questions concern-
ing the content of the lectures. The English for Computer
Science course has used parts of a self-instructional video-
cassette program for the teaching of computer science and

other programs on related topics. The English for Electronic

Engineering course also uses part of a self-instructional

12g:
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training program produced by a computer manufacturing com-
pany. The following are several types of exercises based on
listening comprehension activities: cloze dictations based

on the content of the audio-visual program; matching exer-

" cises; the re-ordering of a list of events in chronological
order; trﬁe-false statements; qnd multiple choice questions.
In general, the activities are designed to avoid an excess cf
production, i.e. long written answers, and instead concentrate
on recognition, i.e. short answers or selecting the correct
answer. In all instances these audio-visual resources pro-
vide reinforcement for the  topics presented in written texts
and are also very motivating in stimulating the students to
try to understand as much spoken English as possible. The
inclusion of audio-visual materials in all of the ESP courses
is also important in the long term, catering as it does to

the possible future needs of students for understanding spoken
English for advanced study in an English-speaking country or

for understanding English-speaking visiting lecturers.

6. Methodology ' "o

It would be appropriate at this point to discuss how the
materials developed are actually dealt with in our courses.
This discussion of methodology will be brief since this aspect
of the ESP project will be more fully developed once the mate-

rials have been evaluated.
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This is probably the most flexible aspect of the project, for
although our courses are based primarily on a communicative R
approach, both objectives and teaching styles differ, resulting
inevitably in the implementation of varying methodologies from
one ESP course to another, Nevertheless, certain broad criteria
have been eséablished in. relation to the core objectives of
the courses, taking into account the theoretical framework
within which these courses are developed, These criteria
might be stated as (Archibald, 1981):

1. Pragmatism

2. Dynamism

3. Variety

By pragmatism we mean the ability of the course, as reflected

in the methodology employed, to meet the actual needs of the

student, even if this involves some disregard for traditional .
taboos in foreign language teaching. An example of this is
the use of the students' native language if this seems essen-
tial for understanding a given concept or relationship. The
use of Spanish in the classroom, principally on the part of
the students, is accepted in nearly all of the courses. It
may be necessary in the oral mode in order to discuss the
ideas presented in a reading, or in the written mode in order
to answer a question which involves evaluation and judgement.

It is felt that the use of the students' native language is

a valid way for them to indicate their comprehension of a text. »
The term dynamism refers to the attempt to involve the student .
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actively in the learning process whenever possible; hence, the
use of listening and writing skills as motivating strategies
and as reinforcement for the mainrobjective of reading comp-
rehension. (Archibald, 1981) An effort is being made to

create a 'learner-centered' classroom with a great deal of
interaction between the students and the teacher., It has been
our experience that students enjoy working in groups on reading
comprehension activities in order to exchange ideas and help
each other with therinterpretation of the text under study.
Another source of dynamism has. been the use of task-oriented
activities on the part of some teachers. This implies some
kind of student activity based on or suggested by the text
being studied. For example, the students in the English for

Architecture course, after having read about different color

phenomena, brought into class examples of these phenomena and

explained them to the class,

The third criterion, variety, is in a sense a corollary to
the first two, since it is derived from the very requirements
of a pragmatic and dynamic methodology. As a result, any or
ali of the following methodological aspects may be utilized
during an ESP course:

—the use of audio-visual materials

-printed texts with accompanying exercises (here again,

the emphasis is on variety in the topics chosen, and

the exercise types)

~-group discussions, presentation of prepared topics,
projects

-talks given in English by invited experts in the
students'! field : :
>'(Arc§§§ald, 1981)




7. Conclusions and Recommendations

Looking back on what has been achieved during the first year

of materials production, it is geherally felt that the time and
effort dedicated to the task have been worthwhile. The ESP
courses are more clearly focused and coherent than was gen-
erally the case previous to the beginning of the project.

But while the teachers feel satisfied with their preliminary
results, it is also evident that there is room for improvement.

To this end the following suggestions are offered.

It is felt that in order to facilitate reading comprehension,
a more systematic approach.to the teaching of the linguistic
elements is needed. It is thought that perhaps a pedagogical
communicative grammar syllabus might be developed to parallel
the existing course syllabus. 1In this area, we depend on the
field of applied linguistics to provide more information con-

cerning the characterization of scientific English.

Another a¥ea which needs amplification is that of extensive
reading. This will be especially true once the students who
have completed the new first Year program reach the second
year ESP program. The expansion of this aspect could bring
with it an integration of a variety of meénings at different

levels of comprehension within a single text, as well as bet-

© ~ ween two or more texts., Comprehension activities should not

stop at the level of analysis, but should tap the students'

ability to synthesize and apply information in related but
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different contexts as the true test of whether something has
been fully understood. Also, the learner should be doing some-

thing with the language rather than just expériencing it pas-

sively, i.e. comprehension rather than mere identification.

It is also felt that there should be more contact between the
subject specialist (many of whom could be used as class re-
sources since they speak English) and the ESP teacher/materials
developer. This contact is necessary for two principal reasons:
1) to give the professors of specialty subjects the opportunity.
to assist in the choice of appropriate topiés and texts, and
2) to capitalize on the above-mentioned language ability of
some specialty subject proféssors by have them address the
ESP classes in English or help in the production of video-

tapes which could be reused.

Finally, the ESP teachers working on this project consider

that it would be useful to have workshop sessions to share

ideas and provide stimulation for continued materials production
efforts.w Moreover, a workshop environmant would facilitate

the process of obtaining feedback from colleagues, which is

vital for course improvement.

Wwhile it has been possible to point out a great many similar-
ities in the materials produced for the six ESP courses at the
U.S.B., it should not be assumed that the materials used in

any one ESP course look exactly like the materials in any
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other (See Appendix for sample materials). The materials .
for each course have been produced independently and not in .
conjunction with each other. There has not been a model unit

for all courses to pattern themselves on. The Individual teache
er/materials developer has had complete freedom to design his/

her course in the manner which seemed most appropriate after

having taken into consideration all of the necessary academic

and non-academic factors. Our commitment as a group working

on the systematization of the specific'purpose English courses

at the U.S.B. has been, and continues to be, the unification

of criteria for course design and evaluation. We do not be~

lieve that the neécessary consequence of this unification must

be total standardization; Each academic field has jts own
personality, so to speak, and the materials developed for

each specific purpoée English course should reflect the

special character of each field and group of learners, while v
remaining within the boundaries of the common approach and ]

objectives shared by all,
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SAMPLE MATERTALS

ENGLISH FOR ARCHITECTURE
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. INIT III : SPACE IN ARCHITECTURE.

ELEMENTS OF SPACE (Part I)

" _What is space '? There are two ready answers to this question. One
of them is spontaneously plausible. It conceives of space as a sclf-contained
entity, infinite or finite, an empty vehicle ready and havirig the capacity to
. be filled with things. Consciously or not, people derive this notion of space
B i £rom the world as they see it, and unless they are psychologists, artists, or

: ‘ architects, they are unlikely ever to be confronted with the challenge of
et questioning it. Plato spoke in the Timaeus of space as "the mother and receptacle
ey of all created and visible and in any way sensible things'. He thought of it
as the "universal nature which receives all bodies -- that must always be
called the same ; for while receiving all things she never departs from her own
nature and never in any way or at any time assumes a form like that of amy
of the things which enter into her ; she is the natural recipient of all
impressions, and is stirred and informed by them, and appears different from
time to time by reason of them.'' Space was for Plato a nothingness existing
as an entity in the outer world, like the objects it could hold. In the ,
absence of such objects, space would still exist, as an empty, boundless
container.

Space Created By Things.

) Spontaneously,’ then, space is experienced as the given that precedes

ST .the objectsin it, as the setting in which everything takes its place. Without

* paying our respects to this spontaneous and universal manner of looking at the

« world, we could not hope to wunderstand the nature of architecture as an
arrangement of buildings placed within a given, continuous space. Nevertheless,
this conception neither reflects the knovledge of modern physics nor describes
the way the perception of space comes about psychologically. Physically, space
is defined by the extension of material bodies or fields bordering on each
cther, e.g., a landscape of earth and stones adjoining bodies of water and air.
The measurable distances within such a rag rug of different materials are
aspects of physical space. Beyond that it is the mutual influences of material
things that determine the space between them : distance can be described by the
amount of light energy that reaches an object from a light sourcec, or by the ‘
strength of the gravitational attraction exerted by one body upon another, or
by the time it takes for one thing to travel to the next. Apart from the energy
that pervades it, however, space cannot be said to exist physically.

The same is true psychologically for the origin of space perception.
Although space, once it is established, is experienced as_an always present
and self-sufficient given, the experience is generated only through the inter-
relation of objects. This is the second answer to the question : What is space 7

Space perception OcCCurs only in the presence of perceivable things.

The difference between the two conceptions of space has fundamental
consequences. The notion of space as a container that would exist even if it
. were completely empty is reflected in the Newtonian assumption of an absolute

. base of reference, against which all distanccs, velocities, or sizes have
: cqually absolute measurcments. Geometrically, this corresponds to a system of

Cartesian coordinates, to which all locations, sizes, or movements in a thice-
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dimentional space can be related. If, for example, nothing but a single
ball-shaped objeccltbis tﬁiven, its spatial position with re%ard to the framework
4

can be determine ree coordinates indicating the disfances from the

frame of reference.

This sort of construct makes no sense when we deng' the existence of
absolute space and instead consider space the creation.0 .existing objects. In
this view, no three-dimentional framework exists for the solitary ball suspended
in emptiness. There is no up or down, no left or right, neither size nor
velocity, and no determinable distance of any kind. Insteal there is a single
center surrounded quite Symmetrically by emptiness in tha. no direction is
distinguishable in any way from any other, and consequently the notion of
direction does not come up at all. Space is, in this Caie, a centrically synm-
metrical sphere of infinite expanse. It should be noted that the situation

I am'describing here is not simply physical but experiential,presupposing a
consciousness of space that somehow inheres in that single ball-shaped object.

Taken from : The Dynamics of Architectural
Form

by Rudolf Amheim, University of California Pres,
1977.




" EXERCISES BASED ON "ELEMENTS OF SPACE " (Part I)-

1. VOCABULARY
A. VOCABULARY IN CONTEXT

- Using the context of the reading and the sentences given, try to
at the meaning of the underlined word(s). given, try to guess

1. The exam was very long ; trying to finish it in one hour was a real

chal lenge.

2. The professor élways reads his lectures. He never departs from -his
written text. __ . -

3. Althougx the professor tried to help me understand, I still don't
know how the splitting of the atom comes about .

4. The light was coming from outer space, but the scientist could not
determine its source.

5. There were too many people to fit into one hotel room, so:we had to
ask for adjoining rooms. .

B. Synonymous Expressions.

Find and underline the words in the text which have the same meaning as
the following words : .

Recipient (par. 1)
. Taking into consideration (par.2)
. Variety (par.3)
. Shaped like a ball (par.4)
In relation to (par.4)
. In it$ place (par.5)
. Arise (par.5)

Vocabulary Building
WORD IN TEXT . SUFFIX/PREFIX MEANING
boundless -less without

self-contained -self- oneself, itself
( Find another example of "self! in the -text.)

unlikely un- not

nothingness -ness noun-forming
(Find another example of '"-ness" in the texi)

measurable -able (adjective-forming
verb-adjective)
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universal . ~-al adjective-forming
S (Noun—adjective)

(Find another example of "-al" in the text)
psychologically -ly adverb-forming
(Pind another example of the "-1y" in the text)

presupposing pre-~ before .
6

{iNote that some meanings are grammatical while others are lexical,
II, SCANNING GUESTIONS

1, Who wrote the Timaeus?

2, Uhat was the subject being considered in this work?

3. How is space experienced spontaneously? .

4. How can distance he described physically?

5. What is the second answer to the question, "What is space?"

6. What is the geometrical equivalent to the Newtonian assumption of an
&.solute base of reference?

7. What does space as a centrically symetrical sphere of ‘infinite expanse
presuppose? ;

ITI. CONNECTIVES : :
Fill in the blanks with connectives which convey the same relationships in

these sentences as the ideas presented in the text, Use the words in the
list below. -

unless - even though v apart from
although however except for
nevertheless while - if

either.,,or neither,,.nor

1, they are artists, architects or psychologists, people

do not usually challange the concept of space as "an empty vehicle ready
and having the capacity to be filled with things," '

2, we nec® to recognize the "spontaneous and universal. manner
of looking at the world.", this way of thinking does not
reflect a knowledge of modern physics describe how the

perception of space occurs psychologically,

3. No three-dimensional framework exists we think of space as the

of existing things,

4. Space cannot be said to exist physically the energy that
pervades it,

IV, DIScCUsSSION QUESTIONS

1. Explain in your own words, the two concepts presented by the author,

2, VUhich point of view do you sympathize with? Why?

3. Which concept do you think is necessary for the architect to utilize in
his work? '
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UNIT III--"Elements of Space", Part % 4-29

DISCOURSE COMPREHENSION QUESTIONS

Paragraph 1 | T
1. Eﬁag Is the function of the question vhich begins this para-
graph? (line 1) .

2.How is space referfed %o métaphorfdally ™in this paragraph?

WVho created the metaphwoel_. ... ... ... . .. .

3. Are the"two ready

-~

nswers" “found ‘{n-{liis paragraph? If your

answer is NO, where-iarevithe- amdwérs "to“be ‘foundr ,‘
. Paragraph 2 R o e '

7. . In LE ine 1, the word Mthen™ -can 'bé Teplaced by .

2. How does the word ™then" relate this paragraph to the preé

vious one?. . .

3. Vhat effect does the double use of the hegative ("without...
' we could not...") have on the sentence beginning on line 37?

4, Ve have already learned that "e.g." means .
(1ine 11)

e

5. The expression"a rag rug of different matérials" is an
example of a (1ine 1%).

Paragraph 3 . Ce
T, what does the plirase "The sames.."(line 1) refer to?

2. How is the word "given" used grammatically in line 47

Paragraph 4 , .
1. %Ee Tirst sentence (lines 1-2) mentions "fundamental con~-
-sequences" resulting from the two different conceptions of space.

Are they presented in this paragraph? If so, what are they?
« If not, where are they pre-~

gented? .

2. What is the example in line 9 being used to illustrate?

Paragraph 5 )

1. How does the first line of this paragraph directly relate
it to the previous one?
2., Can the expression ™0....0or" and 'neither,...nor" be inter-

changed in lines 5-7? -

%, The word "consequently" can be replaced by .
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DEFINITION

. Read the passages below and write a definition of the underlined

words, using the information provided in the passage.

a. It has since been shown that fats stimulate the wall of the
Quodenum to release another hormone, enterogastrone, which
inhibits secretion of gastric Jjuices. (Keeton, p. 326)

fats:

enterogastrone:

b. During the brief stage termed metaphase, the chromosomes are
arranged on the equatorial plate of the spindle, and in side
view appear to form a line across the middle of the spindle.
(Keeton, p. 504). ‘

metaphase:

c. Each gcale of a female cone bears two sporangia on its upper
(adaxial) surfaces. Each sporangium is encased in an integumént

with a small opening, the micropyle, at the end. (Keeton, p.833).

sporangia:

the micropyle:

-, Ways of expressing defining characteristics

1. Study the following definitions and underline:

-

- the part of each definition that refers to the characteristics.

- the words that connect the class and the characteristicé.

a. The operculum is a bony structure which covers and protects
the gills of a fish. (Adamson/Bates, p. 37)

b. The process in which light is the energy source for the
synthesis of complex organic compounds 1is known as
photosynthesis. (Pearson, P. 17).
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TEXT A: Read the following text and indicate whether the terms

are defined by:

4-31

-~ description
--function
- process

The Oral Cavity. The first chamber of the
digestive tract is, of course, the oral cavity.
Located here are the teeth, which function in
the mechanical breakup of food by both biting
and chewing. The internal structure of a teoth
is shown in Fig. 5.24. Human teeth are of
several different types, each adapted to a
different function (Fig. 5.25), In front are the

tnclsors
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Fiy. 5.25. Human teeth.  (A) Lower juw of
adult.  (B) Upper jaw of adult.  (C) Tower
inw of child, showing permauent teeth ja
suns below milk teeth.  [After Vrunk H.
Netter, M.D., The Ciba Collection of Medical
Hhustrations, vol. 8, 1959.]

3

chisel-shaped incisors, four in the upper jaw
and four in the lower, which are used for biting,.
Then come the more pointed canine tceth, one
on each side in each jaw, which are specialized
for tearing food. Behind cach caniue are two
premolars and thrze molars in adulls; these
have flattened, ridgad surfaces, and function
in grinding, pounding, and crushing food. A
child’s first set of teeth does not include all
those mentioned here; the first (or milk) teeth
are lost as the child gets older, being replaced
with the permanent teeth that have been grow-
ing in his gums (Fig. 5.25C).

The teeth of different species of vertebrates
are specialized in a variety of ways and may he
quite unlike those of man in numbes, structwe,
arrangement, and function. For exanple, the
teeth of snakes are very thin and sharp (Fig.
5:26D) and usually curve backward. They
function in capturing prey, but not in me-
chanical breakup; snakes do mot chew their
food, but swallow it whole. The teeth of car-
nivorous mammals, such as cats and dogs, are
more pointed than those of man (Fig. 5.26A);
the canines are long, aud the premolms lack
flat grinding surfaces, being more adapted to
cutting and shearing (often the more posterior
molars are lost). On the other hand, such
herbivores as caws and horses have very large
fiat premolars and molars with complex rsidges
and cusps; the canines are often totally absent
in such animals. Notice that sharp pointed
teeth poorly adapted for chewing scem to
characterize meat eaters like spakes, dogs, and
cats, whereas broad flat teeth, well adapted for
chewing, seem to characterize vegetarians.
How can this difference be explained? Re-
meiber that plant cells ure enclosed in a
cellulose cell wall. Very few aniinals can digest
cellulose; they must therefore break up the cell
walls of the plant they eat if the cell contents
are to be exposed to the action of digestive
enzymes, Animal cells, like thote insacat, N
not have any such novodigestible avam and
can be acted upon directly by digesiive en-
zymes. Therefore chewing is not as essential
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for camivores as for herbivores. You have
doubtless seen how dogs gulp down their food,
while cows and horses spend much time chew-
ing. But carnivores have other problems. They
must capture and kill their prey, and for this,
sharp teeth capable of piercing, cutting, and

tzaring are well adapted. Man, being an om-

nivore, has teeth that belong, functionally and

!structurally, somewhere in between the ex-
tremes of specialization attained by the teeth
of carnivores and herbivores.’

There are other functions of the oral cavity
besides those associated with the teeth. It is
here that food is tasted and smelled, activities
of great importance in food selection. And it is
here that food is mixed with saliva secreted
by several sets of salivary glands. The saliva
dissolves some of the food and acts as a lubri-
cant, facilitating passage thrmjih the next por-

ERIC 13
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** Identify the animals by looking at the
teeth characteristics; :

AS TN
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tions of the digestive tract. The saliva of man
also contains a starch-digesting enzyme, which
initiates the process of enzymatic hydrolysis.
The muscular tongue manipulates the food
-during chewing and forms it into a mass, called
a bolus, in preparation for swallowing; it then
pushes the bolus backward through a cavity
called the pharynx and into the esophagus.
(Fig. 5.27; see also Fig. 6.13, p. 215), The
pharynx functions also as parl of the respira-
tory passageway; the air and food passages
cross here, in fact. Consequently, swallowing
involves a complex set of reflexes that close
off the opening into the nasal passages and
trachea (windpipe), thereby forcing the food
to move into the esophagus. As you Lkuow,
these rcflcxes occasionally fail to ocenr in
praper sequence und the food enters the wrong
passageway, causing you to clioke.

(taken from Keeton,pp. 186~87)
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1. Match the following words contained in group A with those in
group DB.

A B
cellulose pound
canine 7 bite
molars ‘ : _ difficult to digest
oral cavity , L ' » tasting
snakes ' : 31 curving teeth
| tear

digestive enzymes

Indicate whether the following statements are TRUE or FALSE.

The incisors are used for grinding food.

The teeth of many animals are different to those of man
because they are used for different purposes.

Herbivores tend to have sharp teeth.

Because man is omnivore, his teeth are an adaptation of both
carnivore and herbivore teeth. '

The senses in the oral cavity are used for mixing food.

Choose the correct alternative.

i. Milk teeth are

a. used for grinding food. :
b. pointed and sharp.’ G
c. replaced by other teeth.
d. lost at the age of 4. ..

Premolars in carnivorous mammals other than men are

a. used for pounding and grinding.
b. used for cuntting and shearing.
c. used for chewing.
d. used for biting.

iii. Chewing is more important for herbivores than for carnivores
because ‘
a. it is done by flat premolars which carnivores lack .

b. it is necessary for herbivores to consume a greater
quantity of food than carnivores.

c. it acts directly on the food like the digestive enzymes do.
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iv.

Dogs gulp down their food because 4-34

a. being carnivores, they can digest food without chewing.
b. they are always very hungry.

c. being carnivores, they cannot chew at all.

d. they have sharp pointed teeth.

Saliva is important for

=~ lubrication.
b. processing food.
c. a and b.

d. neither a nor b.
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e e INSTRUCTIONS

A. Instructions in Experiments

You will often find that, even in Laboratory Manuals, instructions

are not given like a recipe. They may seem to be a description

of a process. , ‘
. )

Below are five examples of instructions from manuals and texts.

In each example, number the different steps and underline the

verbs used to express the orders or recommendations. (Are you

understanding the instructions?) :

T

1. MEASUREMENT OF CHLORIDE 'CONTENT AND SALINITY OF WATER

Titration Procedure

The titration procedure shonld be carried ont at or close to 20°C, since this temperature is assomed in
the calentations of chloride content and salinity. For water of low chloride content (fresh water), a
sample of abont 50.0 mlb shonld he nsed for the titration. For water approsimating nonnal sea water in
salinity, o sample of 100wl should be used, With concentrated brines o hypersaline waters, it is neces-
sary 1o use a carelully aeasoved simple of small size (1.0 - 2.0 ml) in order that the titration may be
accomplished with a veasonable amount of silver nitrate solution. Small samples should be diluted to a
total vohume of at least 10 ml with distilled water to give a convenient working volume. This dilition
will ot aflect the calenlations of chloride content or salinity. The titration sample should be placed in
a white porcelain dish. a beaker, or an Erlemmeyer flask’ placed over a white hackgroimd, and 2-3 drops
of potassinn chromate solntion added, The sample should then be titrated with 0.1 N silver nitrate, During
this titeation, the sample should be stirred or swirled vigorously to release free chloride ions trapped in
the flacenlent silver chloride precipitate. The titration should be terminated when the red silver chromate
color first hecomes permanent, x - -

o
. I
- e - R -t

e N
s £ 3% =

(text taken from Cox, P. 171)

"2. SOIL TEXTURE ANALYSIS %

)

Preparation of Soil Samples for Analysis ! B ,

Soil samples should he air-dried in the laboratory for several days privir to the texture analysis. The cn-
tive. sample should be weighed and then spread out on a flat, newspaper-covered surfuce. The himps of
soil then should he broken up with a wooden roller. Care shonld be taken during this procedure that
vacks and coarse sail particles are not hroken: or ernshed. The sample shonld then e passed thaongh a
A (#10) sieve, The rock material vetained by the sieve may he wrighed and the per eent ol the total
sample weight consisting of particles greater than 2 mm - in diameter determined. This value, along with
the total smuple weight, may be recorded in Table 32.1. The hydromcter analysis is carricd out on the
2.min soil fraction,

A 20.95.¢ sample of the 2 min soil shonld be weighed to 'the nearest centigram and oven-dried at 105-
115°C for at Teast 24 hones and the oven-dry weight determined as a peveentage of the aiv-dry weight. The
percentages can be recorded in Table 32.1 and uscd, to caleulate the oven-dry weights of samples used in

the hudeam Aoy ;n\:v‘\-cic
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¥ compare the sentences in Columin I with those in Column II. 4-36
Note the different meanings given to a sentence by modals and
the passive voice. T '
— 5
L g .
a. It is possible to breed Pandas can be bred,in captivity. ,
pPandas in captivity. )

»

b. It is possible that the The hypothesis may not be valid.
hypothesis is not valid

C. It is impossible to breed Ground shrews cannot be bred in
ground shrews in captivity. Captivity.

d. It is perritted to catch some Some ~“nimals may be caught in
animals in some seasons. some seasons,

e. It is not permitted to catch wild Wild birds may (or must) not be

birds when they are nesting. caught while nesting.
f. It is essential to follow every Every step must be followed in
step in an experiment. an experiment,

g. It is not essential to take notes Notes need not to be taken on

on all new material. all new material.
h. It is advisable to take care In chemical experiments care

in chemical experiments. - should (or ought to) be taken. .

EXERCISE: Rewrite the following sentences using one of the verbs
given in parentheses instead of the expression underlined. Make
any other changes in the sentence that are necessary.

1. It is necessary that the specimen be alive. (must, can, need)

2. It is advisable that acid be kept away from the skin.
(may, should, can)

3. If a ground shrew is not fed every two or three hours, it is
Certain that it will die,. (may, maight, will)

4. It is possible to improve Crops by cloning. (may, can, will)

5. Microscopes are precision-made instruments, and it is therefore
necessary to treat them very carefully (can, should, need)

[JKU:*S. It is recommended that you read"Scientific American".
, ( may, should, mustn't)




performed
a. acted
b, made
c. took

failed
a., did not
. b. could not
. c. tried to

L 2
. ." . block
Lo a., prevent
: b, cube
. c. building unit

Read the follcwing passage:

Now, look at the diagréms‘
diagram give the instructions
ment made by Darwin,

One of the first to investigate the plototro-
pism of plants was the incredibly versatile
Charles Darwin. He, like many who followed
him, performed his experiments on the hollow

.eylindrical sheath that encloses the first leaves:

of secdlings of grasses and their relutives, This
sheath, called the coleoptile, grows principally
by cell clongation, and it exhibits a very strong
positive phototropic response. Darwin and his
son Francis showed that i€ the tip of the co-
leoptile was covered by a tiny Llack cap, it
failed to bend toward light coming to it from '
one side, while control coleoptiles with their
tips cxposed or covered with transparent caps
bent, as expected, toward the light (Fig. 9.1).
A black tube placed over the buse of the co-
leoptile, but not covering the tip, failed to pre-
vent bending. It seemed to be the tip of the'
coleoptile, therefore, that played the key rolc.
in the phototropic response. This was con-|
firmed by experiments in which the Danwins!
cut off the tip and found that the coleoptile,
failed to bend, even though control coleoptiles
damaged in other ways, but with their tips.
intact, bent normally. Clearly, it was the ab-
sence of the tip and not a reaction to wound-
ing that blocked the phototropic- response.

After experiments such as these, which showed,
in the Darwins’ own words that “the c.wu:lusionl
of light from the upper part of the cotyledons
(i.e. colcoptiles) . . . provents the lower part,
thongh fully cxposed to a lateral light, from'
becoming curved,” they: came to the conclr-
sion, in 1880, that it is the tip of the colcoptile
that detects the light and that “some influence

* jis transmitted from the upper to the lower

.

part, causing the latter to bend.”

C
v

s

on the next page.
for the corresponding experi-

.“ o DARWIN'S EXPERIMENTS ON PHOTOTROPISM

vhototropism
a., use of film
b. orientation
_"'to ligh.to
' ¢, aversion to
. light.

enclose
a, cover
b. break
c. kill

‘ hollow

a, complete
b, colored
c. empty

key
a.

'ﬁ;"x! b.
‘Co

for locking
doors
legend
main

-

' ( Keeton, P. 299-300 )

For each







i.

ii.

1.

4.

5.

CLASSIFICATION

underline the words used to express classification or division.

draw tree diagrams using the information in the text.

Although there is considerable variation in the shapes of
epithelial cells, it is customary to group them into three
categories: squamous, cuboidal and columnar.

Epithelial tissue may only be one cell thick, in which case it
is called simple epithelium, or it may be two or more cells
thick and it is then known as stratified epithelium.

It is also customary to group thallophyte divisions into two
categories on the basis of the presence or absence of chloro~
phyll. Thus the photosynthetic thallophytes are called algae,
and the non-photosynthetic thallophytes are called fungi.

The ‘division Eumycophyta (true fungi) is customarily divided
into three classes~ Phycomycetes, Ascomycetes and Basidiomycetes~
each of which is given full divisional. status in some classifi~
cations. Most of the characteristics that distinguish these
groups are related to their sexual reproduction

150

The cells of muscle have greater capacity for contraction than
most other cells, although all protoplasm probably possesses
this capacity to some extent. Muscles are responsible for

most movement in higher animals. The individual muscle cells
are usually elongate and are bound together into sheets or
bundles by connective tissue. Three principal types of muscle
tissue are recognized in vertebrates: skeletal or striated
muscle, which is responsible for most voluntary movement;
smooth muscle, which is involved in most involuntary movements
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Abilities or Capacities

L. Read tin text below and complete the following activities:

Organisms can be divided into two classes on the basis -
of theix mathods of nutrition. Fully autotrophic ones cap
subsist in an exclusively inorganic environment because
they can manufacture their own organic compounds from in-
organic raw materials taken from the surrounding media.

The molecules of these raw materials are small enough and
soluble enough to pass through cell membranes. Aas a result,
autotrophic organisms do not need to pretreat, or digest their
nutrients before taking them into their cells. As you would
guess, most autotrophs are photosynthetic, although a few
are chemosynthetic. The green plants are by far the most
important of the earth's autotrophic organisms.

Heterotrophic organisms (most animole¢ and all those plants

such as fungi, that lack chlorophyll) are incapable of ma-
nufacturing their own complex organic compounds from simple
inorganic nutrients. Hence, they must obtain prefabricated

organic molecules from the environment. Many of the organic
molecules found in nature are too large and not sufficiently
soluble to be absorbed unaltered throuyh cell membranes, and

they must first be digested. Among the heterotrophs we dis-
tinguish between "solid-feeders" or phagotrophs and "liquid-
feeders", or osmotrophs. Whereas phagotrophic organisms take

in solid and often living food, osmotrophic ones absorb or

suck up liquid food. This is usually from dead and rotting “
organisms. . ¢

(adapted from Keeton, pp. 153-54 and Pearson, p. 13).

a. Complete the following tree diagram by referring back to
the text: i

E“.\-;;l-) livin

organiswns

G\"oups

| SuBﬁroufs Photosysithel;
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»

b. Choose the best alternmative:

1. Most plants are autotrophic because they

s a. absorb liquid food
. b. possess chlorophyll
c. predigest their nutrients
- : d. have prefabricated molecules

e. are chemosynthetic
2. Heterotrophic organisms must

a. absorb inorganic compounds

b. digest organic molecules

c. taken in solid and living food
d. feed on rotting organisms

e. take in liquids

3. In line 9, THEM refers to

a. cell membranes

b. autotrophic organisms
c. nutrients

d. digestion

e. autorophs

4. A heterotrophic phagotroph would possibly feed on

‘a. a rabbit b. plankton c. blood d. decomposed material
s e. liquids ‘
’ 5. In line 16, HENCE introduces
) a. a consequence or result b. a new ideas c. an exception
d. a contrast e. an expressiqngmf doubt
6. The criterion needed for classifying is
a. the reaction to the environment
b. the pretreatment of foods
' c. ways of feeding
d. photosynthesis .
e. lack of chlorophyll
7. The number of sub-classification in the article is
. a. one b. two c. three d. four e. five
) 8. In line 7, AS A RESULT introduces
<
a. another example b. an exception c. a logical conclustom .

. d. a contrasting idea e. more autrotrophic organisms
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9. A heterotrophic osmotroph
a8. can produce organic compounds
b. can absorb unaltered organic molecules
c. can feed onliquids ,
d. feeds on solid inorganic nutrients
e. feeds on living food

10, In line 22, WHEREAS indicates

a. similaritiy b. a conclusion ¢. contrast d. result

11, In line 24, THIS refers to:

c. Fill in the blanks with one of the words listed below which best completes the
meaning of the text. Use each word only dunce.

Organisms can be into two on the
basis of their of nutrition, Autotrophicworganisms do
not need to redigest their ] before taking them into their
cells most autotrophs are photosynthetic.
heterotrophic are incapable of manufacturing their
own complex organic compounds. , they must
prefabricated organic molecules from the .
includes on the other hand resemble
nutrients possess environment
divided organisms methods
known classes tlerefore
examples because obtain

L
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USING THE DICTIONARY EFFICIENTLY
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Answer the questions below using the dictionary page provided. (Webster's New World

written as plural but are considered singular.

f S

function.(i.e. noun, adjective...etc...)

of the verb ''electrolyze'.

For more information about the electron tube'' you would look under

electrodynamic

The main stress of the word "electrolytically' falls on which syllaHe ?

T/F - Like economics, ‘'‘electrodynamics'' , electronics' and ''electrostatics' are

T/F - "Electrostatics'' and '‘electrokinetics' are directly opposed sciences.

Which of the six definitions of "'electrograph" decribes the satellite photos you
see periodically on the television news ?

Using the pronunciation code at the bottom of the dictionary id

! page, decide whether
the syllable dy of the word "electrodynamic" is pronounced like the word is or
the word bite. -

.T/F- "Electronegative' is the only word on this page that has more than one

T/F - This dictionary gives the spelling of the past participle and gerund forms

467 electrostatics

elec-trody-nany fe  (i-lek’tro-di-nan’il, a-lek‘tro-di-
namhik), adj. 1. of eleetricity inmotivn. 2. of clectro-
dvnamics.

etecteo dy-nantics (-lek’trS-di-pum’iks, a-lek‘tr3-di-
gam”iks), n.pl.-{construed as smx.}. the brarch of phys-
ics dealing with the phenomena of clectne currents and
associated magnetic forces. .

clec tro dy-na-mouny-e-ter (i-lektrd. di’ na-mon’atér,
2lek’tro-di‘na-mom’s-t&r), n. [electro- -+ dynaniom-
cter], o instrument for measuring the strength of an
electric current by means of the interaction between the
differcnt parts of a single circuit carrying the current.

Cicc-(ro»cn-ceplrﬂ'lo-gram(i-lek‘lra-cu-sc('a-la;gram'.
»lek’trocn-sel’a-la-gram’). a. a tro-ing showing the
changes in electric potential produced "y the brain.

e lec-tro-en-ceph-n-lo-graph (i-lel/trd- 2a-sef’a-la-graf’,
i-lck'tra-en-scpa-la-gm('). n. an instrument for making
electroencephalograms. .

edec-tro-graph  (i-lek’tro-graf’, o-lek’tro-grif). n.
{elecira- 4 -graphl, 1. the graphic record made by an
electrometer or other device for recording dhe action of
electricity. 2. an electrical device for etching ¢r engrav.
ing plates. 3. u machine for prepariug rollers that
prnot {sbries and wallpaper. 4. an X-ray picture. S.a
telegraphic instrument for transmitting pbotographbs,
drawings, ete. 6. the transmitied piciure; wirephoto,

e Lot tro-jet (i-lek’tra-jet’. o-lek’tra-jet’), 1. an atmos.
pheric sirearn of electric energy that girdles the earth
ulove the mupnetic equator, | v ee

edoc tro-kineg-ics  (i-lel’tra-ki-net’iks, o-lek’trs-li-
netiiks), n.pl. [construed as siog.), the ‘_)ranch of elec-
trodynamics dealing with electricity in motion, of
clectric currents: oppoced Lo electrostalics.

elec troly-sis (i-leic’trol’a-sis, a-lek’trel’a-sis), n. [elece
no- 4 -fysis], 1, the decomposition into ions of a
(I:2mical ‘compound in soluticn by the action of an
<l utiic curtent passing through the solution. 2. the
sesnoval of unwanted hair from the body by destroying
tha hair sools with an electrified needls,

elecrodyte (i-lek’tra-lit!, a-lek’tra-lit?), n. [electro-
+ -Iy'cl, any substance which in solution is disscciated
into ious and is thus made capable of conducting an
el ctrit current: when an electric current is passed
thiough an electrolyte, a gas is generated or a solid
deposited at the electrodes. R

elue fro-l{l'h: idek’tra-litlik, a-lek’tra lit’ik), adj. 1.
of or produced by electrolvsis. 2. of an clectrolyte.

e lec-trodyt-Leally G-lek’tealitik’l, a-lektra-littik-
1), «:tv. by electrolysis. K

alee teodyze (i-lek’tra-liz’, o-lek’tra-liz’), v.(. [er.EC-
1MOLY¥2ED (lizd’), KLECTROLYZING), to subject to, or

aamstmcra her afantenluveie

clectromotive force, the force that can alter the’

motion of electricity, measured in terms of the ene
per umit charfe imparted to electricity passing throug
the source of this force: abbreviated E.M.F., e.mdt.,
EMP, emf, E, E., . - .
elee-tromo-tor (i-lek’tre-mb’/tér, a-lektre-md’tér), n.
1. any apparatus that produces or excites on electric
current, as a d)'ntmo. 2, an electric_motor,
elec-tron (i-lek’tron, a-lek’tron), n. [Mod, L.; Gr.
Elekiron; see ELECTRICL
any of the noonuclear,
negatively charged parti-
cles that form a part_of
all atoms, each carrying
onc negative charge 1.6 X
10" coulombs in size: the
mass of a0 electroo is
about 1/xago&t that oge:
proton, &0 e numt
of electrons cCirculatin NUCLEUS
around & pucleus is equa
to the number of positive
charges on the nucleus.
elec-tro-neg-a-tive (i-lek’-
tra-'ncg"a;tm. lt)i'lck,'tro-
neg’s-tiv),ady, 1.bavinga ELECTRON
negative electrical charge: (g; \dror tom
tending to move to the (dugumofhsdro‘gmn )
sitive electrode, or anode, in electrolysis; hence,
. acid; oot metallic. n. an slectronegative substance.
electron gun, the part of & cathode-ray tube that
collects, focuses, aod emits the electrons,
elec-tron-i¢ (i-lek’tron’ik, s-lek’tron’ik), adj. 1. of
an electron or electrons. 2. operated, operating, pro-
duced, or done hy the action of electrans
electronlc brain, an electronic tor, computer,etc.

PATH OF ELECTRON

elec-tron-ics (i-lek tron’iks, e-lek‘tron’iks), n.pl. [cun-

strued as sing.]. 1he science that deals with electronic
action in vacuums and gases, and with the use of
vacuum tubes. transistors, photoelectric cells, ete.
electron microscope, ao instrument for I’ocus;ﬁ rays
of electrons, rather thao light rays, to form an enlarged
iinage of the object: it is much more powerful than
any optical microscope. . .
electron optics, the branch of electronics having to
do with the control of electron rays by means of
electric and magnetic fields, which act upon the Tays
in the same way that lenses act on t rays.
electron_tube, & type of vacuum tube whose func-
tioning is Jargely dependent on the motion of ns,
as a0 X-ray tube: ses also wacuum fwbe, tefiblica iy
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Electronic Circuit Diagrams : B
For some electronic equipment, components could be 1 .
shown in outline, with connections, in a scale drawing ; ,
Just as in the apparatus, SIS, A 3% Resistors »
But it is usually better 10 have a circuit diagram where - i

simple symbols represent varigus components. Symbols
are often simplified representations of the components.
By comparing components and their symbols, you will
become familiar with them.
Lines represent wires, These may be joined as in Figure
37a. They may cross without contact [37b]. Dots [37c]
show connecting points such as sockets, which could be
for plugs connected to a loudspeaker, or could be used for
some other purpose.
A fixed resistor symbol is shown in Figure 38, to03ether
with three resistors in a small part of a circuit. In Figures -
"39% and 39b is shown a variable resistor. If connections e
are taken to X and Y, moving the sliding contact (arrow) S
to the right increases the resistance actually in circuit.
The resistance element may be wire for low values, but

is carbon for high values. The track can be in a semi- .
circle, and rotating a spindle moves the contact along the i

track [39¢]. Figure 39d is a typical component.

B, C and D are potentiometers, If a potential - such
as an audio signal voltage - is taken to X and Z, any

required level can be tapped off by moving slider Y. This X A ' 4 /
happens with an audio volume control. B . Tv
7
—What does the word they { page 22. line 10) refer to ? i
! »
—What is an audio volume control?
Is it preferable to use scale drawings or symbols to represent
components? Why? :
Describe the symbol used to represent fixed resistors.
T T o [ 4
~

39 Vvariable resistors and

40 How switches are shown
potentiometers .

T/F

" Dots always represent sockets ( )

ERIC

IToxt Provided by ERI

The resistance element for low values cannot be carbon ( )
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CHAPTER 9

Millimeter Waves

The domain occupied by tue microwave frequencies in the falectro-
magnetic speetrum is of arbitrary extent, betwcczn. approx.xmat,ely
10" and 10'? eps. This frequency interval thus adjoins t’.hculdrlemrcd

band, which is usually rorisidered
Frequency, Wovelength, to have a low-frequency limit of

i " 10'2 cps (Fig. 9.1). Considerable
10V —  practical difficulty is met, however,
] 10 in the effort to gencrate and trans-
lo_"__l olet —‘_.; mit coherent radiation in the frel;
10% Ulroviee — quency decade from 10!t to 10
} Visible 107¢ cps. When equipment and tech-
10 108 niques successful at free-space wave-
10"} } tntrored — lengths of the order.'-lo‘.';_l. ¢m are
I 10*  scaled down for use in this range,
1o 102 the components become inconven-

10" —  jently minute in size and circuit and
T o] | Millimeter waves 1072 transmission losses become exces-
1071 [ wicrowaves 10! sively high. For example, type
10° — RG-139/U waveguide, used for the

|1 frequency range 220 to 325 kmec,
o 10 has inside dimensions of 0.03¢ by
w7 Fude samaeeeit — NN17 i, 253 bes atteauation of
=] ;_C_.z.. 5.12 to 3.48 db/ft in the domin.ant
1ot 103 mode, from the lowest to the high-

10° ' est frequency in this range. This
) may be contrasted with attenuation
of approximately 0.05 db/ft at .10
kme in standard X-band guide
-52/U), having inside dimensions of 0.9 by 0.4 in. )
m’?hi rcxill)imcter-fmve band difficulties of high ntte{matxon and small
component sizes are compounded by the fact that it has been founfl
gssentially impossible to generate appreeiable amounts of fl.mdnme:lta -
frequency energy above 10' cps by means of small versions of klys-
220

Fta. 0.1. Electromagnetic spectrum.

Sec. 9.1] MirziMETER WAVES 221

trons, magnetrons, or traveling-wave tubes, such as are used at fre-
quencies one-tenth 2s great. Obstacles preventing the use of these
sources are the difficulty of achieving the small dimensions required
for the resonant structures, which must be of the order of magnitude
of & wavelength in size, and the problem of prevention of thermal
damage duec to dissipated ~nergy. A typical reflex klystron oscillator
produced for operation at 70 kmc has a resonator 1.6 mm in diameter
‘and distance from clectron gun to resonator of 0.3 mm, with other tube
dimensions proportionally small. The beam voltage and current are
2,500 volts and 15 ma, and output power is 0.1 to 0.2 watt.t A helix-
type traveling-wave tube reported by Christensen and Watkins for
operation at 50 to 60 kme has a helix 1 in. in length, the operating tem-
perature of which is 1300°C in continuous operation.}

Miilimeter-wzve components such as those mentioned here arc repre-
seatative of the effort to extend established technical procedures to
frequencies above 10" cps. The outcome of this effort has indicated
that this extension is not possible with the use of former materials and
methods. Radiation of submillimeter wavelength has many applica-
tions in the study of molecular structure, the properties of solids and
ionized gases, and in extraterrestrial-communication. Considerable
attention has therefore been given to special methods of dealing with
this radiation,

9.1. Millimeter Waveguides

TEo-mode Circular Guide. The frequency dependence of the
attenuation of various modes of propagation in hollow waveguides
(cf. Sec. 3.10) isshown in Fig. 9.2. All of the hollow-guide modes show
rising attenuation in the high-frequency limit, with the exception of
the TEq mode in circular waveguide. In this mode the attenuation
decreases continuously with frequenecy. In practice, however, in
arder o bt by low alipeenptinn of e I
neceessary to employ waveguide of sufficiently large diameter. Typica
data for circular copper guides operating in the TE,, mode, in the range
52.6 to 57.6 kmc, is§

D R YU TROF - ST

Ioside dinmeter, | Measured atteouation, | Culculated attenuation, 1 5 8

in. db/ft db/ft
s 0.0433 0.0370
3 0.0047 ~ 0.00365

t N. V. Philips Glocilainpenfabricken, Type DX1851, 1959.

$ W. V. Christensen and D. A. Watkins, Proc. IRE, vol. 43, p. 93, 1955,

§ A. P. King, Bell System Tech. J,, vol. 35, p. 1115, 1056,

*
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INTRODUCTION TO MICROVAVE THEORY . -

— T/F- After reading the first paragraph of this article, we can deduce that
it is difficult to determinc exactly the frequency of very small waves.

If you answered T, underline the phrases in the first paragraph that justify
your answer. ;

If you answered F, rewrite the above statement so that it reads true.

-~ Synonyms for “thus" in the second sentence are : and

— The last two sentences of the first paragraph serve to o

two different waveguides.

— T/F - Frequencies that are one tenth as great as those abdve 10" cps. are able to
be generated in small klystrons, magnetrons and travelling waves tubes.

If you answered T, underlinc the phrases that justify your answer.

I1f you answered F, change the sentence to read true.

— "Thesc sources " (top of page 221) refers to

— The last two sentences (first paragraph, p 221) describe two different apparatus,
What function do these descriptions serve in the paragraph ? To
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Europe must switch on to electri

The EEC should aim to establishi “re-
alistic” populations of electric vehicles
within its member countries, in view
of the “‘extreme uncertainties over future
supplies of transport fuel, particularly
after the year 20007, ‘This is the conclu-
sion Erom a report® on research and de-
velopment for advanced batteries from
an Anglo-Danish  study funded by the
EEC, the Science Resecarch Council, the
Department of Industry and the Danish
go.ernment.

‘The targets should be for at least &
per cent of cars and light vans to have
electric propulsion by 2000, and 15 per
cent by 2025. One obstacle scen by the
tepourt's authors---Johannes Jensen from
Odense  University  in Denmark, and
Peter McGeehin and Ronald Deli of the
UK’s Atomic Energy Research Establish.
ment—is the “particularly difficult task”
of developing suitable advanced batter-
ies. Apother is that regulations discrim-
inating in favour ol electric vehicles
(V<) will be needed to atiract private
car buyets

Among the advantages of I'Vs are that
the sources of fucl for transport are

1. For cach of th

« the opposite .

1. to raise (L.3 ;
2.
3.
4. low (L. last

11.

1. It is importan

increased to include nuclear power and
coal. And tlie need for anti-pollution
measures, which will probably be energy-
intensive, is reduced. More electric
vehicles would also spread the load on
electricity supply networks. Coupled with
combined heat and power (CIIP)
schemes, this would raise the overall
energy efliciency of the EV well above
the 10-20 per cont of today's vehicles with
internal coinbustion engines.

The report says that FEC encrgy con
servation weasures should include the
development of an advanced traction
battery as a priority, The LEC shiould
support both specific battery develop-
ments and basic research into new con-
cepts and materials, and sliouid start a
study into industrial and social implica-
tions of electric vehicles,

Topics to be covered would include the
need for recharging facilities, battery
exchange systems, and how to increase
the production capacity of EV and bat.
tery makers. The stndy would also help
decide who would use BVs (“second car”
owners for instauce) and how to attract
people: to buy them through lower road

to reduce (L.4;¢.2)
above (L.9 ; ¢.2)
line ; c.2)

Comprehension Questions

e following words give an English
(4 points)

c.2)

¢ vehicles

fund taxes and favourable insurance
rates, for example.

- The report also considers the potential
of secondary batteries for “load level-
ling” on the eclectricity supply network.
Batteries would act as ecnergy stores,
They would be charged up at times of
low clectricity demand and supply the
network when demand was greatest. But
the prospects for batteries in this role
are not as goud in Furope as they are
in the US. Europe has a considerable
amount of lydroelectric power, and
potential for pumped storage scheunes,
both of which are methods of levelling
electricity load.

The authors state that in Europe, EVs
are more cflicient it energy terins than
vehicles powered by internal combustion
engines. The difference is only about §
per cent with present day hatteries and
less when the electric vehicle is folly
loaded. But the researchers believe -that
higher encrgy density batteries will swing
the argument towards the EV. More
fimportant, in conjunction with CHP sys-
tems, the Dbattery-operated electric
motor's intrinsic eflicicney of 70 per ceut
would make EVs considerably more effi-
cient in energy terms. “By supplying
electricity from CHP stations, part of
the waste cnergy inevitably associated
with the transport sector is effectively
transfesred back to the power station,
where it can be put to use in district
heating,” the authors say. 0

¢ Electric Batteries for Energy Storage and Censervation = an
Apphcation Study. Odense University Press, Denmark

word that means

: (11 points)

t to create more electric vehicles because

blem that has to be overcome in

is the

order to reach a 5% to 15%

of

2. One pro
population of e.v.
appropriate batteries.
3. Apart from the uysual sovrce
also use
a.

LEd
T L

s of fuel used by cars, e.vs can
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IV MANUALS o

NS08 1hry 143212 (siticom)
13 1- caTHODE

@-\ \53_ Medium-current silicon rectifiers. Cathad.: Con-
’\‘. nected to case, but reverse polarity (anode-to -case

3 connection) also available by adding st "
CASE 42A ﬁ'\ ) y suffix "R" to type
'D0-S) ’,
~. A-suoﬁ

number, e.g. 1N3208R.
a) Thece rectifiers are made out of : and let
current through. R

b) Does the case come with the cathode ?

—————e e

c) If you would like a 1N3211 rectifier but with the anode con-
nected to the case, what would be the ordering number?
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! QPEN DISCUSSIONS: Some examples of topics discussed:
N - What makes scientific language different frem normal
common language?
- What is a metalanguage?
- Are connotations present in Mathematical language?
- How about synonyms?
ilethodology: The question to be discussed is tossed at
the class. After all students have had an
opportunity of participating in the dis-
cussion, conclusions are written on the board.
Out of the conclusions, the class constructs
the statement of a definition, or a final con-
clusion is found.
As an exercise, two short texts were analyzed
in the following class, to decide which of the
. two was common language and which mathematical.:
. language.

VOCABULARY
A list of words denoting numbers and symbols in English was
discussed. Examples were read. Then the students solved the
following exercises:
a) Write down the numbers dictated by the teacher.
s4; 39; 253 173 81y 111; 578,0323 1/23 1/4;
2/3; 7/8: 3.06.
b) Read aloud the following fnrmulae:
SLI_LL)E +_..YE. = 1

-
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c) In the following terms, identify please
the factors, the coefficient of each factor,
the numerical coefficient:

32 b x2
b a

TEXT ANALYSIS:

a) Paragraphs like the ones shown below were analyzed, first,
syntagmatically (each one) and then paradigmatically (each
element). After analysis and comparisons were made, by the
whole group, certain grammatical aspects had to be covered,
like compound nouns and verb tenses. Paradigms were stretched
beyond the content of the given paragraphs.

"Addition is the means by which two or more numbers are
combined and expressed as a single quantity called a
sum or total."

“Subtraction is the process of finding the difference
between numbers. Unless otherwise stated, the minus (-)
gign is used to indicate subtraction."

"The product of an expression of two or more terms by a
sidgle factor is equal to the sum of the products of each
term of the expression by the single factor.”

b) The following text was dealt with (this of course is only
a short sample text) first from the content point of view
to make sure that the general idea wac understood. This
was done with the help of questions:

Were the contents of the Almagest originally from Ptolemy?
How were theorems expressed in the Almagest?

What was the astrolabe?

After the content is clear, regarding general ideas, the
vocabulary was discussed to clear up any possible mis-
interpretations.

A third step was to analyze the language used in the text
from the functional and communicational points of view.
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. "One of the greatest documents of this‘secohd'AleXandrian
- period was Ptolemy's Great Collection, better known under
the Arabicized title of Almagest (c.A.D. 150). The Almagest
was an astronomical opué of supreme mastgrship and originality,
5 even though many of the ideas may have come from Hipparchus
or Kidinnu and other Babylonian astronomers. Also, it contained
a trigonometry, with a table of chords belonging to different
angles ascending by nalves of an angle, equivalent to a sine

table according to the formula: chord = 2R sin /2, where
10 R = 60. Ptolemy found for the chord of 1. the value (1, 2, 50),
=1 4 2 +50 = ,017453; for the value (3, 8, 30) =

60 602 607

%%% = 3.14166. We find in the Almagest the formula for the
sine and cosirie of the sum and difference of two angles, together
with a beginning of spherical trigonometry. The theorems were

15 }expressed in geometrical form - our present trigondmetrical
. notation dates only from Euler in the eighteenth century. We
. also find in this book "Ptolemy's theorem” for a quadrilateral inscr
. inscribed in a circle. In Ptolemy's Planisphaerium we find a

discussion of stereographic projection; in his Geographia the

20 position of places on earth is determined by latitude and
longitude, which are ancient examples of coordinates on the
sphere. Stereographic projection underliés the construction
of the astrolabe, an instrument used for the determination of
position on earth, already known in antiquity and widely used

25 until the introduction of the octant, later sextant, in the

eighteenth century.”

The analysis of this text was also led by questions, which the
students had to answer. Example of some questions:
a) In line 1, why does the author say "one of the greatest"?
. b) Why does the author use "may have come" in line 5%
c) To what does "which" refer in line 217

. Another kind of exercise with longer texts (some pages long) was

to make them skim and scan the article looking for main ideas and/or
specific information. This was done both as class activity and as
home work. It also was evalutated in tests. : 1(56
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ORAL COMREHENSION IN THE LANGUAGE LAB.

"THE CITY" ( adapted from "The City" by Ray Bradbury)

’ The city waited twenty-thousand years.
The city waited with its windows and its black obsidian walls and
its sky towers, with its streets and its untouched doorknobs.
It was on a summer afternoon in the middle of the twenty-thousandth
year that the city stopped waiting.
In the sky a rocket appeared and then landed fifty yards from the
obsidian wall. - »
There were footsteps in the thin grass and voices from men.
"Ready?" .
"All right men. Be careful. Into the city. Jensen, you and Hutchinson
patrol ahead." '
The city opened secret nostrils in its black walls and a steady suction
vent drew air inside. The city was receiving odours from outside.
Fire odour, the scent of a fallen meteor, hot metal: a ship has come
from another world. This information was given. to other machines.
Click-chakk-chakk-chakk...eeeeoceeccacess

s

kkkkkkkkkkkkkk
I. Listen to the tape and answer the following questions:

1. This city might be in (place)

2. Give some characteristic; of this city.

3. Who are the men that came in the rocket?

4. What kind of reaction do the men produce in the city?
LA 5. Which of the men feels scared?
. 6. WHat is going on in this city?

7. What is your hypothesis about the captain's disappearance?
kkkhkhkkhkhkkkkkkk

8. Through the story, we can infer that the author has several

hypotheses concerning the future of the universe. Please name

three in relation to: a) the earth's space program b)the earth's

relationship with people from other planets, c) other planets'

scientific progress.

PILM " THE ASIAN INSIGHT® - "SINGAPORE"  (AUPTO-VISUAL MATERIAL)

1. Complete the following diagram using the information provided in the
film on Singapore:

. _ SINGAPORE: MULTIRACIALISM |
MAJOR GROUPS

. 1. Chinese 2. 3.
Characterisitics: Characteristics: Characteristics:
o -~non-comptetive
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Pre-Columbian settlements in Mesoamerica

’ . e, ;
’ 3

-

or s Prolessor ol Pre-Columbian Architecture and 1o be very simple, probably governed by chiefs who might
have changed al regular intervals as in modern Indian - .,

communities in southern Mexico. Now we have proof of a

complex, stratified society with a succession of clearly

T o )
T L The auth
«  Urpamsm, Umversity of Guadalajara. Mexico.
E3

. Aboutone hundred years ago the pre-Cotumbian cultures established hereditary rulers as demonstrated, for in-
of America first attracted attention and studies have since stance, by the yenealogy of mc e than 400 years altested
been promoted by the infernational congresses on Ameri- for the governors at Tikal.
can cultures, After an intial period of exploration and Four characteristic examples of dillerent regions and '
description of the greal ceremomial centers, scientific periods of Mesoamerica were selected for this survey:
investigations, often including restoration projects, began Dzibilchaltun for the Maya zone, Monte Alban for tha
in earnest about 1930. Only in the last 20 years, however, Oaxaca region, Teotihuacan as an early example from
has a muitidisciptinary approach started to study not only Central Mexico, and Tenochtitlan as a very late example
the main sites, but ail the related cultural aspects as well. from the same area. :
With the exception of a few small projects, no real . Contemporary rural settiements in the Maya zone give !
investigation of the residential areas in the large cere- " an impression of conditions as they might have beenone |

monial centers had been made. The general impression or two thousand years ago. The dwellingo! the common
.. was that the people tived in small hamlets and came to people 1s a one-room house with a thatched roof, called

?\; their centers only for religious festivities. It was even choza (hg. 1). In antiquity these houses were often con-
%" {hought that no real urbanism exisied n pre-Columbian nected to others on a rectanguiar plaza, and several of
Mesoamerica, except in Tenochtitlan, which was de- these umits were grouped around a more formal plaza
i+ stroyed by the Spaniards early in the sixteenth century. with larger structures. There would also have been a

This was a well-organized large city on the present site of temple on a small pyramidal platform, generally to the
east (HARTUNG 1971). Thistype of settlement palternwas

Mexico City.
New evidence, however. has demonstrated that the detected in the early 1980s in the central tAaya region of 5
., people lived in large urban communities around -thesw the Petén. In the most important center, Tikal, at feast 28
S, ceremonial and civic centers. Tikal, the greatest known residential nuclear groups were distinguistied, each wilh

Maya center, was at first considered by scholars to have a tempte and a building for meetings (HARTUNG 1971).
practically no permanent population, then was thought to 1n the northern plains of the Maya zone, in Yucatan, the
have had 10 to 11 thousand inhabitants; recent studies chozas were scattered in nuclear groups around one of

now support the more realistic figure of some 50,000 in-~ more vauited masonry buildings (similar to the one in
. habants. figure 2) for the chief of the clan or leader of the group.

prevailing ideas about the social structure of Mayan These buildings would probably also have been used for
society have also changed. It was formerly considered administration, ,
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of its content and then answer the following questions (remember .
that the title, subtitles, introduction pParagraph, conclusion
paragraph, illustrations, etc, can help you obtain the most

important information included in articles). »

1. A multidisciplinary approach helped scholars get a better idea of

what Pre-Columbian settlements were like since they began to study
not only

3. In Dzibilchaltun, the most important buildings were in
of the city.

4. The ceremonial center of Monte Alban was located on

5. The main problem urbanists in Teotihuacan had to face was .

6. Which is the pParagraph that introduces the main topic of the article
and which is the one that provides a summary of it?

7. Write below three general characteristics of Pre-Columbian
settlements,

8. Look at the pictures (fig. 1 and 2) given on page N°®326. Figures 1
illustrates Figure 2 is an example of

9. What is the purpose of this article?

II. Scanning:

1. Using the information found in the article, write a complete bi-
bliographical reference of this work.

2. True or False; if False, underline what makes the statement false.

a. A multidisciplinary apporach has been used in the study of Pre-
Columbian cultures since 1930.: -

b. There was no real urban plahning'in Pre-Columbian settlements,
- €. The great Mayan centers such as Tikal had a permenent population.

d. The rulers of Mayan society were chosen in relation ot their
genealogy.

e. The vaulted masonry buildings found in Dzibilchaltun were used by

the chiefs of the groups and by the people involved in administra-
tive matters.

)
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Aruitoxt provided by Eic:

. CAUSE-EFFECT

THE EMERGENCE OF CITIES

- RN

AMen come together in cities Jor aecurity; they stay tugether tor the good life.
Aristotle

This chapter outlines the growth of urban life from the first tentiative

7YY

Zagticuhural villuges of Kurdistan to the industrial cities of the nincteenth

century. Largely archeological and hislqrigullqmlpriu_l is‘includcd. not
becuuse there is anything sacred about heginnings as such. but beciuse
having some understanding of the origin and function of cities helps us to
hetter understand contemporiry cities und how and why they gotto be
what they are today. Thuy our interest is not so muchin the chronology of
historical events as the patterns and processes of urbun development.
Our knowledge of the spatial structure of ancient cities und the social
life lived within them comes mainly from theé research of archeologists
and historicuns. Theirs is a difficult task. for there is very little veritiable

information upon which to make lirm statements regurding urbar, life of .

earlier-centurics. As a resull, relatively little of & cumulative sociological
aature is hnown about early patterns of urbanization. Lewis Mumford hes
aptly stated the problem:

Five thousand yeurs of urban history and perhaps as muny of proto-urban
history e spread over a few score of only partly explored sites. The preat
wiban Lindn..rie, Ur. Nippur. Uruk. Thebes, Heleapolis. Assur. Nineveh,
Habylon, cover o span of three thousand years whose vast emptiness we
cunnot hope 1o fil with a handful of monuments and a few hundred pages of
written records.?

PRECONDITIONS FOR CIliES

What we know is that bef ore elties could emerge and grow 2 number of
preconditions had to be met,? Before the urbian revolution could tuke
place, an agricultural revolution ‘vas necessary. Only when the agricul-
wral systera was capable of producing & surplus was it possible 1o
withdriw labor from food production and apply it to the production of
other goods. The size of the urban population was thus directly related to
the efliciency of agricultural workers: and agriculture remained primitive
for millennia.

When the agriculwral. or Neolithic. revolution began is lost in the
dimness of prchistory, but it was a momentous event, for it made the

emergence of permanent setiiements possible. Perhaps as carly as 15000

years ago. during the Mesolithic period. there were hamlets from India to
the Baltic area that hased their culture on the use of shellfish and fish.?
Within these Mesolithic hamlets possibly werc secn the cirliest domesuc
.animals. such as pigs, ducks. geese, and man's oldest companion. the dog.
Mumford suggests that the practice of reproducing food by plant Cut-
tings—as with"the date palm, the olive. the fig, and the grape—probubly
derives from Mesolithic culture?- .
This process of settlement entered a second stage between 10.000
and 8,000 .c. with the systematic gathering and planting of certain secds,

4-54

Sites means:

a. situations
b. locations
c. places

171
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h‘ihtncad the following paragraph and ~ answer the questions balow.

vnun:wnin:mvmatmat!xﬁbtntnxins¢znddqam§geanﬁlgmauaa
nudmurofzneamtgihumsladuu:beuat. Bafore the urban
:twomuuuutcuuhitzha;ﬂaua,amqudnulhnna.nanﬂntur\wq;

h.tmnmddnathalmy\xnﬂs\nuﬂ'u>expnuu|sudhfumﬂﬁnn.

c. Eow is sentence (4) different from the others?

%= Reed the ﬁﬂuawng;panxmaﬁu:anazaﬂ {ndicate the predominant function
and b) unkulﬂuathelwy1x169\umﬂ'u:expnumisuﬂxfunddnno

the first cities.

b g

‘' ¢e The use of rivers for transportation further encouraged the
aggregation of population, for now it was relatively easy to
gather food at a few centers. Thus In the valleys of the Nile
the Tigris-Euphrates, and the Indus there fixst developed a
population surplus which in turn permitted the rise of the
first cities. By the third century B.C. the Egyptian peasant
frcm the fertile river .flood @ik plain could produce approxi-
nately three times tha food needed.

-e=Tha ciyy's greater population density, along with its
gedentary way of life, made possible the development of
an urban culture emphasizing ® trada, manufacturing and
gervices. The eariiast cities began to evolve a social
organization {mmensely mox. g complex than that found in the
Neolithic village. The slight surplus of food permitted
the emergence of a rudimentary dividion of labor. Nao longexr
did each man have to do everything for himself.

~There is fairly clear evidence that about 8,000 B.C. in
*ha Niddle East theres was a transformation fxrom 2
specialized +ood=collecting culture to a culture where
grains were cultivated. 172
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.X. READING ACTIVITIES ST T e
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A. MATCK THE WORDS CONTAINED IN COLUMN (A) WITH THE WORDS IN

COLUMN (B).

urban revolution l.survival

date palm 2.hunting and gathering

3lash-and~burn ~ 3.parmanent settabments

Indus - 4.production of other goods

palm : S.plant cuttings

city walls 6.flber forrope

artisans 7.way of farming

agricultural revolution 8.river valley settlement

Mesolithic 9.s8iege

Neolithic - 10.non agricultural commodities

division of labor 1l.herd animals

storage 12.citias

B. COMPLETE THE FOLLOWING SENTENCES USING THE WORDS IN THE BOX.

1. Pood production was significantly tncreased with the use

of draught animals such as and o
2. In tha Nile valley three 1mportant Crops wersa cultivated:
¢ and ' o

3. City dwellers took precautions in constructing walls
around the city in order to protect themselves against
and o
4. In Egypt, were used to store

5. In the first cities, the social stratification -

began with ¢ and some peasants
; among the o )
— Jate pala ——wood Barley geess wheat ]
orses oxen nonadic raiders conquerors
iege sheep "~ granaries prlests food surplus
rarriors agriculturists ‘

C. DISCOURSE CONNECTORS

1. In paragraph 1, "thus® meansg a. in summa
o b. in additon
" ¢+ therefore

2. In paragraph 2.W'AS a rasult® indicaﬁos * d. congequence
b. modification
Cc. emphasis

3. In paragraph 6,’Sinca~can be replaced by a. whereas
b. because

173 . ¢, owing to
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PRE READING EXERCISE

1. Read the« following excerpts (taken from the reading of the unit
on Comparison), underlining the words or phrases used to indicate
comparison:

a. In general, the later each country became industrialized, the
faster was its urbanization.

b. The process started much later than in the industrialized nations,
as can be seen by comparing this chart with the one at the top of
the page ,

c. In spite of the enormous growth of the cities, the rural popu-
lation of the underdeveloped countries...is growing at a rate
that in many cases exceeds the rise of even the urban population
during the evolution of the now advanced countries.

d. Most modern cities are similar to ancient cities in that the
government buildings are found in central areas. They are different
however, in that the ancient city has only one central area, whereas
the modern city has many.

e. The horse of the pre-indusrial society was able to transport
only a limited quantity of goods, and therefore was inadequate
as a means of transport in the industrial society. Steamtrains
inevitably replaced the beast of burden.

“ khkkhkhkkkhkhkhkhkkkkhkkitk

back .

2. Now gopover the excerpts and state WHAT is being compared in
each one. State too whether the comparison is one of similarities
and/or differences.

a. ) | b. c .

etc.

£

3. Match the letter of the excerpt with the main criterion used
in the comparison:

i, time and unspecified items

ii. statistics

iii. process

iv. function (use)
V. time

vi. rates

vii. structure

viii. description

—————————
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READING NUMBER ONE

LS | '

;‘;;n}"\‘ t

‘?', ESUMMA RY Existing U.N. projections show urbanization trends continuing unabated aver the
Lilinal quarter of this century. A world which was 29 percent urban in 1950 and 39 percent in {975 is projected to be half
'*urlmu by the year 2000. Can this rate of urbanization continne? Our rescarch at the Woarldwatch lustitute on food and
¢ energy prospects and the future cinployment situation yaise doubts as to whether projected urbunization rates will materialize,
Bk (We do not expect the tends of the quarter century now heginning to be a simple cxtrapolation of the one jmst ended.

! The basic premidye that nrbanization trewds will continue unaltered, leading to a
world of huge nrban agglomerations by the end of thiy century. is underpinned by three implicd assmnptions: Jood surpluses
produced in the surronnding conutryside or imported from abroad will be sufficient 1o feed the burgeoning urban popula-
tions. cheap energy will be available 10 underwrite the additional energy costs of urban living, and sufficient productive

cumployment will become available in the cities, Neither these underlying assumptions nor, therefore. the basic premise are
likely to hold.

If the trends of the past several vears continue. the collective import needs of the

0 the harvest 15 poor. Overwhehning dependence by the world's cities on imported food supplies from a single yeographic,
v 3 region in a world of food scarcity brings with it a valncrability to exiwernal political forces amd climatic trends that iy risky
N - indeed. This heing the case. countries wounld do well to re-examine nrhanization policies and cousider whether continued »
$ rapid urbanization and the awociated growing dependence on distant Jood supplics is in their national interest.
it . : The large scale migration of people from conntryside to city reqnires an abundance
i i of eunergv, In an urbau enviromment, acdditional energy is required to satisfy food, fuel, honsing, and transport ueeds. »
i Assinming no changé in comsumption levels. each person who moves from the countryside to the city raises world cenergy
il ., requircments. As the nrban [mpululi(.n.l increases relative 1o the rural food producing pup(llalioﬂ. additional encrgy is required
gt 4 in agriculture to genesate this requisite food sarplus. At the same time more encrgy is needed 1o procesy the food and
l i tramport it ta urbun areas. Cheap nuclear power has often heen cited as the sonrce of energy for cities of the future. I
i RN the envirommental und economic problemy swith nuclear power cannot be overcome. the only logical alicrnative, solar power.
i ] ; will require a dispersed population to be effective.
i A third assumption implied by the projections of urbanization trends is tha jobs
£y will be available in the cities. But this asssmpnion is at least as questionable as those in foud and energy. One of the most

R intractable problemy facing govermments in the years ahead is that of providing cmployment for the rapidly swelling numbers
of youug people coming intn the job market. Projections by the International 1 abor Organization indicate that the industrial
5 countricy will need t create 161 million additional jobs during the 1970-2000 periad, or an increase of 33 percent. The
. developing conntrics meanwhile nuet attempt 1o create 922 million new jobs, nearly double the number of jobs that exist
(I taday-. . : i
S If the flow from the canntryside to the clity should continne wiabated, some harsh
?:':'7- *ocorrectives will likely hegin to operate in the not o distant futnre. Among these will be food shortages in the cities, energy
i ‘ shortages that will hanstring the econpmy, and rising levels of wemployment, The secondary signs of stress will be uncon-
: vollable inflation, iicicasing nutritional stress, growing dependence on eaternal Jood and energy imports, and an associated
rise in external indebtedness. Finaliy, rising nrhan employment would likely lead to social unrest and political instability,
™ ‘ . The conditions on which the massive maovement from the countryside to the cities
. ﬁ.‘* has been based over the past gquarter centiry do not appear to be sustainable. It is incimbent on political leaders to recog. ,
uie nize thiv and to climinate the overwhelming wrban bias in resonrce ullncation, adopting a much more balanced approuch.
' ‘.q one consistent with the new food. energy, and employment realitics. The most effective cfforts to ameliorate the problenn®
a8 facing cities 1aay well be thove 1o improve living conditions and productivity in the conntryside. v

ERIC

Aruitoxt provided by Eic:

100 pluy importing countries will eventually greatly exceed the exportable supplies from North America, pawticularly when
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THE BASIC ASSUMPTIONS ..

LESTER R. BROWN R
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4PART ONE XISTING U. N. pro-

7 I {: jections show mbamza-
i R 113 trends  continuing
-f;', *upabated over the hnal quuarter of this
. century. ‘A world which was 29 percent

arban i 1950 and 39 pereent in 1975
L v projected to be half urban by the
allyy: . yunr 2000, Can this 1ate of whant/a-
r.,g,ytmn continue?  Our research ot the

¢ Worldwatch Iastitite on foad and ener-
oy

1) gy prospects and the future employ-
ﬁ" L omient situation raise doiibts as to wheth-

Wt er  projected urbazation  rales will
) i matenialize.  We do not expect  the
"% wends of the guarter century now  be-

gk, ginning to be a simple extrapolation of
oA« the onc just ended.
ol P ‘The haste premise that
" ‘urlmnimlinn trends  will  continue un-
::a altered, lcading 10 a world of huge
. * “urban agulomerations by the end of thi
At century 1 underpinned by three implied
Wil assumptions:  food surpluses  produced
i
H

.

in the surraundig countryside or im-
. ported from abroad will be sufficient
W feed the burgeoning urban popula-
tions, cheap cnergy will be avarlable
1o undenwnite the additional energy costs
of urban living, and sufficient produc-
tive employment will become avatlable

Neither these underlying
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w in the cities.

el assUniptions  nor, therefure, the  basic
i wens prenmse afe bikely to holl.
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TR ARE . ‘

¢ e The Food Assumption
O . sople
o il fn order for people 1o

move from the countrysule to city, there

:,“, ?‘, “ st be g surplus ol foud produced
t'A the fural arcas that can be wsed to
teed the dependent urban pupulations.

““: These surpluses Ny come trom the
) ‘»lrroundmg countrysule or they may be
oy imported  from abroad. From the first
S Gehan settlements seseral thutisamd years
©® e unnt the mddie ol thiy century,
""i‘ ubies were sustained targely. of pot en-
',‘“';"' trely, by the tood produced m the
’m" surrounding countryside. Sinee then mare

and more ciies hinve come o depend
4 on foud waports, fargely from Noith
£, Amenca. Accelerating urbamization sinee
E ‘I'C«mlccnlury has bren sy paraticied
y the vast growth e joud shupiients

e ropy.: North Anierica.

Forly years ago Nosth
Anerican prain exports averaged 5 ol
hon tons per year. As ol 1950 they
¢ had increased 1o 23 million tons and
D by 1970, to 56 million tons. During the
current year, North America will export
an ostimated 94 million tons of grin,
In consumplion erms, the farmers of
North America  are exporting  enough
grain to feed, al their 1espective con-
sumption levels, S560 million Indians ur
115 million Russians.

, The worll foud trade
pattern has been altered »pmluumlly "
recent decades. A generation agy, West-
ern Lurope, which was the mosl urbun-
ioced region, was itho the only imporl-
ing reglon. Each of the other contments

(‘w:nx exporting  grain in at least sowe
quantity. By 1976, that situation has
been changed beyond recognition.  Vir:
wally the entire world has come o
depend o North American food exparis.
Asia, Africa, Latin  Amcnci, Western
fourope, and fastern Lurope, ingludmg
the Soviet Union, are nel grain import-
ers (See Table 1). A great amount of
the foad imported into these regions i
wsed 10 feed the cities.

IAMLL l. _'l'hc Clulmgmg Patiemn u}—ﬁ'mhl Grain Hrade!

g

Formerly A

tnternationl  Agrienitural Develapment

40
Alone and the

A Small Planct, (W. W. Norton,

. Further amalysis on &
country by country basis shows that the
world taday comts almost entirely ol
food deficit countrics. ‘Those remaming
as important exporters at the  glubal
level can be muunbered on the fingers'
of one hand. While scores of new 1ol
imputters have emerged over the past
twa devindes, not i single new expuites
has emerged! Emerging deficits in some
counties are due o the inability  to
eapitnd food produgtionapace with rapnl-
ly muluplying poptliiions. In uther coun
tries, these defieits are o omatter o
InTHLRement and of agricultural neg
leet, Ueating agriculture as o stepeinid
winle gning the ciies prionty Tor mew
wvestments. All tou olten, deficits ave
the product of both factors,

‘ Not only are ncarly ol
countries 1oday food importers but a
growing sumber now import over hall
of their grain supplies. Among these ae
Japan, Belgum, Senegal, Libya, Sunh
Arabia, Venezuela, Labanon, Switzerlind,
and - Algersa. Others rapidly approach-
ing a sumlar alegree of  dependence
on imported  foodstuffs inchde  Portu-
“gal, Costa Rica, Sni Lanka, South Korea
and Lgypu

2e

Rugion [CAEBRY ] fo48-52 [Q7R 1970 W1
(Ml Mot tans)
Nuorth America TR 123 L 4 Su . €
Pahn Amenica P Y iV b 4 4 -
Western Lurope —24 —22 —123 — .
. Europe & USSR -+ 3 - 0 0 v
Affica 4! 0 ) e 5 -
Astit 42 — 0 —17 AL -
Australia & New Zealand 4 3 P 3 0 il2 o
souttes: Duenved hom ) AO andd USDA data and authoiy’s eshisales.
1 Mus sen indicated AEL exputisg s sipgh, net nnpoits,
2 Prelinmay estimates of fiscal year data.
o N
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A. Summary: Complete the following outline which includes the main
ideas presented in the summary of this reading.

I. PROJECTIONS OF URBAN TRENDS

1. According to the U.N. - ' \
1.1, Assumptions:

d.
b.
Ce
2. According to_________ R
2.1, :
d.
b.
Ce.
II. RELATED TO URBAN GROWTH

inflation

OO WK

IITI. PREVENTIVE MEASURES TO AVOID THESE--PROBLEMS
1.

2.
3.

B. EXERCISES ON PART ONE

l. From reading the author's curriculum in the first paragraph, what
would you say is his main concern ahbout the world and its future?

2. "unabated" as used in the first sentence of paragraph #2 means:
a. being ar full strength b. unfinished
c. lacking help from outside d. unbeatable

3. Write below the four hypbthéses presented in the second paragraph
and indicate who proposes each of them:
1.

2.
3.
4.

4. Give some examples of "huge urban agglomerations" from our world
at the present time. '
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ship between the ,basic premise" and the

5. What is the relation
nunderlying assumptions" as stated in paragraph #3?

6. In paragraph 3, the two adjectives used with "assumptions"
( and ) are very in meaning.

7. The surplus of food needed to feed people in the city comes from:
a. the rural areas b. abroad
c. the surrounding countryside
d. all of the above

t

8. Represent graphically the change that has occurred in the way
food has been acquired by city dwellers from the first urban

settlements to the present.
9. Study table one and answer the following guestions:

a. Which areas of the world were still exporting grain in 197672

b. What are the differences between Western Europe's pattern of
grain trade and Asia's?

*****************
10. State below: a) the author's hypothesis in realtion to the food
assumption and urban growth, b) evidences presented by him
which validate hsi hypothesis (you can do this in outline form).
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ARGUMENT
1. M putting people together into an -«

Small enterprises
and the "informal’ sector

‘

The “informal™ sector tradition in development work has
tended lu obscure the differences between the units which
t ymprise that mass. By lumping together the individuals,
t imilies and enterprises which one intuitively believes to
constitute that sector, one ellectively precludes analysis
¢l its rrowih prospects while at the same time impeding
investigation of its diverse parts. Indeed, there is an
emerging consensus that the continued use of the
"informal” sector cancept obfuscates the work thal has
1o be done to understand emp'oyment and housing pat-
terns in LDCs' cities. 7o quote from the President of the
Alnican Studies Association of the U.K.: "An inlormal
sector is not only a piece of neediess obscurantism but
also raises the question of whether these activities do in
fact conslitute a sector.”!' The ILO World Employment
Programme survey for the Sudan argued similarly thal

"our understanding of the informal sector would be en-’

hancedilweviewed it as a heterogenous, multidimension-

| or mullilayered phenomenon.” To do this they distin.
guished lour sub-groups, each of which was then ana-
lysed separately. Their conclusion was that:

3 The picture that emerges for the informal sectof in the Su-
dan s that of helerogenous and complex aclivities. At ils
mast advanced level, where the majonty of establishments
exist, we have the multitude of small manufacluring, service
and commercial esiabhsments employing a large number
o! people who are making a reasonable living and who are
there 1o stay Finally we have thn traditional petly vendors
who are in transition to and {rom formal seclor jobs and who
at the momentdo not seem lo constitute a significant portion
of the Sudanese informal sector.'?

H From the point of view of housing, the shortcomings of
the "informal” sector as a vehicle of analysis are four in
number. First, it overiooks the fact that a proportion of
those at work within it are only seasonal urban workers.
Al other imes of lhe year they will be elsewhere in the
counlry. in a neighboring LDC, or even perhaps in a dif-
ferent occupation within the city.
|8 The nature of the agricultural work undertaken in rural
areas in LDCs gives rise lo marked dillerences in the
intensily of fabor demand through the year. If farm
work is not supplemented by rural non-larm activities
there vl clearly be periodic excess supplies of jabor
time. One response on the part ol those faced with this is
to seek work in other rural areas or in the towns, with the
mtenbon of returning 1n ime for the next seasonal peak.
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irregular group.

2. precludes: to impede, to hamper.
3. while expresses: a) contrast b)simul taneity

4. indeed indicates: a) additional information
b) contrast c) emphasis.

5. Is the sentence "our understanding of the
informal sector........phencmenon" (parag.12),

a known fact or a hypothesis? Support your answe.
by reference to the structure of the sentence.

6. Is the information presented in this p: :
; paragraph

(12) new or does it restate infonmation mentionext

before? Where and what is the information?

7. petty vendors:trivial selle.x.;s.

8. }*hat is the Sudanese informal sector
of? Use a diagram to answer.

caomposed.

<

9. shortcamings mean: a) characteristics
b) defficiencies c) features.

10. overlooks means: a)takes into account
b) ignores™ c¢) concentrates too much on

11. peak: the highest point of degree in an
activity.

12, spells: periods

13. what does the author imply with ‘'seasonal
urban workers"?

14. cohorts: campanions
15. tenants: people who live in rented places-,
16. landlords: people who own reated places. .
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it the goods lhese stalls normally sell are packaged In a
Jdnore attractive way o caplivale the tasles of a new wage-
Jearning enclave, the respunse of those small stall-holders

who cannot stock such goods will be to selidirect o cars

and passers-by. This means that not only is tratfic-flow

impeded, bu! that the pattern of urban store rents is at-
fected

28Two of the few studies which have so far fooked al the
vanations contained within an occupational group are
those of Sann and Newcombe. Sarin's stody of market-
place traders in Chandigarh, India, set out by rejecting

- a hamogenous approach in favour of distinguishing seven
categories of units, ranging from itinerant hawkers
through mobtile rehris (Lartows) to khokhas (improvised
structure such as awnings).'® Inthis way he couid identify
different obstacles to the growth of each size and type of
stallholder. Similarly, Newcombe's account of Hong
Kong s street lraders being squeezed out by the growth
of supermarkets shows how government intervention o
lavor supermarket growth mdlitates against the interests
of the bulk of the population, who are besl served by com-
pelition between roadside food vendc:s located near
thelr hames and places of work.'?

Conclusions

44 The foregoing sections suggest that there are many links
between the structure of urban economic opportunity

- and the exlent and pattern of housing demand. Analysis
o! housing nqus 15 hkely to be partial and unsatisfactory

il 1t overlooks the sorts of forces just discussed. In turn,
further study'of the poor in shanly towns must continue to
break down the aggregated categones (''formal,” "“in-
“format, ' and unemployed'’) which have tutherto obfus-
gated-the forces In the city which create the types of
work which become available. A first step towards this
Is recognising the mobility of people belween " sgctiory,™
and the straddiing of family groups across these toun~

. odaries. At the same time the attitudes which eagth aft
these groups bring to housing must be analysed!imitiis
light. For fallure;to proceed along disaggregated lines

is likely to result fix inappropriate public housing pravisiom

or private provistdns which. fail to make bestiuse:affitie
materials to hand. e AP
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37. Is the situation described in the last
two sentences of parag. 19 typical of Caracas?
Give examples,

38. barrows:

39, awnings: a canvas covered frame or similar
structure that shelters a window, deck or the
like from rain and sun.

40. "sarin and Newcambe" refer to places or
names?

41. Would the majority of people in Hong Kong
be better supplied and served by the super-
markets or local food vendors?

a push cart, a handcart.

42. Does the conclusion offer a solution to the
problems described or does it summarize what
was developed throughout the article?

43, hitherto: so far.
44. foregoing: previous.
45. Can you get examples in the article for:

a) mobility of people bewteen and within
sectors:

b) the straddling of family groups across
these boundaries:

c) attitudes which each group brings to housing

46. Reorder the steps in reasoning developed by the author throughout the article, and
pumber the paragraphs in which such steps appear.

-Analysis of the different ways of clas-
sifying the urban poor.

-Illustration(case studies)
-FPormulation of the problem

~-Division of the urban poor in groups
* and analy ;.3 of their individual
housing preferences.

-Background information in order to
e state the problem in question.

- Refutation of traditional classification

IText Provided by ERIC

l{fC‘ Does the authorde what he promises to do in the first few paragraphs?

and analysis of its defficiencies.

-Brief statement of the possible
solution to the problem.

1 3 L)
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CHAPTER V

Donna De F. Archibald

1. Introductory Remarks

1.1. The Importance of Testing--or Why Test?

Testing undoubtedly constitutes the culminating point of any serious at-

tempt at curriculum design and implementation. Indeed, it might be consid
ered th-e' classic "moment of truth”, when both teacher and student finally
become aware of the extent to which each has succeeded--or failed--in at-

. taining certain stipulated goals or objectives. This moment is all the

. more crucial by virtue of the relatively large amounts of time and effort
that have usually preceded it. At this point, the question uppermost in
the minds of "the two individuals directly involved in the learning expe-
rience (ie. the student and the teacher) is whether or not their efforts

were well-directed or even worthwhile.

More often than not, there are mo final answers. Yet, with careful plan-

ning and analysis, tests can provide not only an assessment of whether,

.« ~ and to what extent, teacher and student have achieved their respective ob

jectives, but also data on which to base improvement of the teaching-learn

ing process. Thus, by implication, the role of testing can be and, we be-
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lieve, should be extended to include the evaluation and consequent revision

of related aspects of course design and implementation. .

1.2. Aims and Focus of this Study

Since this study forms an integral part of a larger project aimed at devel-
oping a systematized approach to the design and teaching of ESP courses in

a particular context, the topic of testing will be discussed in accordance
with the focus of the project as a whole, namely, the perceived need and
subsequent search fofdéuitable means of establishing common goals, and com-
mon procedures for afzaining them. For this reason, the topic will be trea
ted within the following organizational scheme: Using as a basis recent stud
ies on testing in general and, more specifically, the testing of éommunica-
tive performance in English as a Fofeign Language (EFL), those aspects of
theory will be highlighted which promise to be profitably applied to the
formulation of a framework for test development in ESP courses for post-
first year students at the Universidad Simén Bolivar (USB). Subsequently,
the testing methods currently utilized in these courses will be described
1n relat1en to the theoretical framework previously outlined. Then, in the
11ght of conc1u51ons resulting from this comparative analysis of current
theory in language testing and actual testing practices, we will propose .
what, it is hoped, will prove to be a viable methodology for formulating

tests and quizzes in ESP courses at the USB.

It should be borne in mind that the intention behind proposing a common
methodology is by no means that of imposing prescribed patterns of thought
or behaviour on individuals in charge of designing and teaching ESP courses. Y

Rather, ours is more ri%htly viewed as an attempt to establish clear, well-
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founded guidelines with the object of avoiding arbitrary decisions, and re-
sultant time-consuming mistakes, in the testing component of course design.
Needless to say, any procedures or instruments utilized for tésting purposes
must neceséarily conform to the specific teaching-learning situation faced

by teacher and students in a given ESP course.

2. Some Fundamental Aspects of Testing

2.1. Testing as a Form of Evaluation

As a rule, the term "testing" is included within the wider concept of "eval
uation', the latter being broadly defined as the making of comparisons be-
tween any person or entity_and a previously established model or criterion.
In this sense, evaluation and judgment are synonymous. Within the more re-
stricted context of educational evaluation, three main types can be distin-
guished: (a) evaluation of the administrative and orgaﬁ%iational aspects of
an institution; (b) evaluation of the effectiveness of teachers responsible .
for implementing a given programme; and (c) evaluation of student achieve-
ment of course objectives (Villarroel 1974). Central to all three types is
a comparisonQ-either explicit or implied--between certain established aims,
goals or objectives and their actual accomplishment. Implicit in this clas-
sification of educational evaluation is the idea (briefly mentioned in the
Introductory Remarks) that evaluation piays both a diagnostic and valora-
tive role in curriculum design and implementation. The diagnostic role cor-
responds to a process of formative evaluation, while the valorative role

is more closely related to what has been termed sumative evaluation (Bloom

et al. 1975; Gage and Berliner 1979).

It has been pointed out in both studies that summative evaluation is es-
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sentially an administrative technique in which classroom teachers are rarely
involved, since the emphasis is placed on determining in a general way the
extent to which the broader administrative and curricular requirements have
been mct. Hence, this is a job for outside experts *'skilled in measuring .
achievement, attitudes, opinions and interests, and in examining the econom-
ics , management, and politics of education.' (Gage and Berliner, 1979, p.
701) Fofmative evaluation, on the other hand, does fall within the compe-
tence of the teacher whose aim is precisely that of detemmining whether a
student has mastered the specific learning objectives for a given course.
Should there be any discrepancies between the desired and actual outcomes,

a formative evaluation will be instrumental in pinpointing a specific prob-
lem area. The object is not necessarily to rank or categorize the student,
but réther to help both teacher and student to concentrate on the particu-
lar types of learning activities necessary for attaining the objectives
(Bloom et al. 1975). This type of evaluation is carried out with the stu-

dent and not on him (Villarroel 1974).

An obvious conclusion” that can be made from even this brief discussion of

the concepts of formative and sumative evaluation is the relativity of the
term '"evaluation". It therefore follows that the selection of instruments
for 'evaluative' purposes will be circumscribed by the kind of information
one expects to obtain, as well as the particular uses to which this infor-
mation will be put. Since the role of evaluation, whether summative or for-
mative, in curriculum design falls more appropriately within the area of
systems analysis applied to educational and instructional planning, 1 fori
purposes of this paper, the term evaluation will be used in the sense of

testing, defined as the process by means of which the objectives established
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for a course are compared with student achievement of these objectives

. (Villarroel 1974). By this definition, a test is:

" a systematic _procedure for measuring a sample of a per-
+ son's behavior in order to evaluate that behavior against
standards and norms" (Gage and Berliner, 1979, p. 686).

This definition warrants some explanation of the terms used in its config-

uration.

2.2. Achievement Testing: 'Minimum Essentials' vs. "Maximum Development'

The choice of a systematic or standardized approach is, as mentioned above,
justified on the grounds of the obvious advantages of such a procedure over
irregular, unsystematic observations. Measuring can be broadly defined as
"&q_gpanf;tative estimate of a pefSon's ability or achievement" (Gage and
Berliher, 1979, p. 686), yet this estimate may be either objective or sub-
jective. An objective test is one which lends itself to reaching a consen-
sus in the interpretation of scores obtained. On the other hand, a test is
. said to be subjective if attaining a consensus proves difficult due to the

existence of criterial differences or €ven the impossibility of establish-

. ing criteria. The leamner's behaviour is sampled because : (a) tests muét
rely only on what is observable if they are to be considered a rational means
of estimating achievement; and (b) it would be impractical, if not impossi-
ble , to specify all the specific learning outcomes for each instructional
objective at the developmental level (Gronlund 1978). In this regard, it
should be kept in mind that "...failure to distinguish between instruction-

al objectives that are considered minimum essentials and those that encour-

age maximum development has caused considerable confusion in both teaching

. and testing" (Gronlund, 1978, p. 41). As defined by Gronlund, minimum essen

tials are typically low-levei, easily attainable outcomes which serve as
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prerequisites to further learning, while the developmental level, exempli-
fied by such cognitive abilities as comprehending, applying, interpreting
-and thinking critically, represents objectives which students may attain in

varying degrees but which can never fully be mastered.

2.3. Norm-referenced vs. Criterion-referenced Testing

It has been stated that the purpose of a tesfvis that of evaluating , as
opposed to merly measuring, a sample of the learner's behaviour. That is to
say, the measurement process supplies numerical data, but it is the judgmen
tal interpretation of this data in relation to standards or norms that makes
testing such a valuable tool for assessing an individual's achievement or

ability. Nomms are used in norm-referenced testing as a basis for interpret

ing an individual's score in relation to the scores of other individuals
(Gage and Berliner, 1979, p. 690). Standards are characteristic of criterion-
referenced testing where the aim is that of measuring the learner's ability
with respect to established and absolute criteria. Thus, a student's numer-
ical score will be interpreted differently depending on the standards used.
Accordingly, it is well worth noting that
‘ "...at the developmental level of learning where maximum a-

chievement is the goal, useful standards of performance are

extremely difficult, if not impossible, to define. Thus, it

is usually necessary to describe test performance in rela-

tive terms; that is, in terms of where a given test score

falls in some particular group...the test score indicates a

relative level of achievement only; therefore, the nature of

~'the group must be taken into account when (interpreting) the

score” (Gronlund, 1978, pp. 44-45),
Since an achievement test is essentially a means of obtaining a Sémple of
student behaviour, it follows that this sample should reflect both the in-
structional objectives and the content emphasized in a particular course.

The likelihood of obtaining a suitably representative sahple is increased
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if test preparation adheres to the type of systematic procedure recommended
by Gronlund (1978, p.48):

" 1. State the general instructional objectives and define
each objective in terms of the specific types of be-
havior students are expected to demonstrate at the end
of instruction;
2. Make an outline of the content to be covered during the
instruction;
3. Prepare a table of specifications that describes the na-
ture of_the test sample;
4. Construct test items that measure the sample-of student
behavior specified in the table."
The importance of setting up a table of specifications cannot be overempha-
sized for, in addition to facilitating classification of test items with re
gard to course objectives and content, the table also serves as a method
for determining the number of test items needed to obtain a true reflection
of the objectives and topics stressed throughout an entire course or part
of a course. This statcment should not, however, be taken too literally.
Rather, the classroom teacher should seek to ensure at all times that tests
are, in fact, probing achievement of objectives in modes or contexts which
do not mirror those in which teaching was effected. Otherwise, achievement
tests might easily degenerate into mere tests of memory. Yet another advan-
tage of the table of specifications is the very positive contribution it
can make toward enhancing test reliability and validity , although to a large
extent problems connected with reliability and validity are obviated by
criterion-referenced tests. 2 Besides its utility in test designing, the
table of specifications can also facilitate the essential diagnostic func-

tion of tests, thereby enabling teacher and student to pinpoint specific ar

eas of inadequate achievement necessitating further instruction.

2.4. Testing Communicative Performance: Item Types and Formats

A survey of the bibliography related specifically to the testing of English
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as a foreign language yields much valuable information concerning standard-
ized proficiency tests. However, fwo studies (Cohen 1980 and Carroll 1980)
stand out aé particularly relevant and applicable to testing a learner's
commmnicative pérformance as this has been envisaged by members of the ESp
section at the USB. The applicability of the above studies can no doubt be
attributed to the following factors:

M‘(al_their emphasis on test development for courses based , as those
at the USB are, on a communicative and functional theory of language;

(b) their comprehensive and objective treatment of a variety of item
types, including both discretz-point and integrative items;

(c) the clear distinction made between proficiency and achievement
testing (primarily in Cohen's study) and their definitions of key terms
commonly used for describing test questions; and

(d) the wealth of practical guidelines and suggestions for the lan-
guage teacher faced with the necessary, but no less complex, task of de-

signing tests which are reliable and valid measures of learner achievement.3

In accordance with the dual aim of stressing those aspects of tests and
test items which make for a relatively economical process of tes: design
and, at the same time, promoting the testing of functional language abili-
ty4, Cohen argues in favour of adopting what he has termed a "distinctive-
element approach". It is suggested that
"...instead of talking about discrete-point items and inte-
grative items separately, we, give more focus to items and
procedures that are somewhere along a continuum from most
discrete-point to most integrative. Such an approach encour
ages the teacher to pay attention to all the things that a
particular item tests for." (Cohen, 1980, pp.64-65)
Thus, a distinctive-element approach would involve fundamentally an an-

alysis of the various Components of a given test item, that is, the item-

1yy
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stimulus format, the item-response format, and the tested response behav-

iggz,s in order to ascertain precisely which language features are being
elicf%ed by the item and whether the response behaviour is being measured
directly or indirectly. The example cited by Cohen is that of a cloze test
which is in fact "an indirect test of integrative reading ability in that
it is not assessing reading ability directly, but rather the ability to
write words into randomly deleted blanks as a measure of reading ability"
(Cohen; 1980, pp. 64-65). A cloze test can therefore be classified as an'in

direct integrative test".

The distinctive-element approach is also very much in keeping with the com-
wnicative-functional requirement of distinguishing between usage and use
for teaching as well as testing purposes. As indicated by Carroll (Tbéﬁ),
this implies that test items cannot be selected on linguistic grounds alone,
and indeed specification of how the testee requires to use the language is
essential. In other words, the test designer--like the curriculum planner--
must be aware of the testee's commmicative needs. By this token, VGcab;
ulary, grammar and pronunciation are ncontributary linguistic skilis" (or
“ninimum essentials'', in Grohlund's terminology) and not final criteria

for communicative performance.

On quite similar grounds, a case is made for the use of integrative items
for testing functional language ability (communicative performance) in the
classroom:

n_..the very systems of meaning that have been identified to

describe different layers of meaning in text immediately sug

gest the almost obligatory integrativeness of attempts to test

reading comprehension. These layers of meaning in text include
'notional' meaning (basic semantic categories); 'propositional
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meaning (the information content of the material); 'contextu

al' meaning, consisting of text-level cohesion and discourse-

level realization of functional categories like 'assertion’

and 'justification'; and 'pragmatic' meaning (referring in

this context to the attitude and purpose of the author)" (Cohen

1980, p. 67). -
Moreover, it is pointed out that while, in theory, discrete-point items
test a series of points separately and integrative items test several points
all at once, in fact, some discrete-point items (known as 'hybrids'") really
test more than one point at a time. Indeed, multiple-choice items (the as-

sumed discrete-point item type par excellence) can be designed so that each

distractor is illustrative of a particular kind of inability to understand.6
Then presumably the testee who selects the correct alternative would be dem
onstrating achievement of a particular aspect of functional language abil-

ity specified in the course objectives.

Nevertheless, " the demands of authenticity ( a concept basic t communi-

cative test development) will often conflict with the need to produce a re
liable testing instrument' (Carroll, 1980, p. 37). In effect, the tes: de-
veloper must confront the challenge of effecting a rigorous measurement

of language-based performance while striving to maintain the essential fea
tures of commmicative behaviour. In a critique of three test format cate-
gories (ie. open-ended, closed-ended and restricted-response)7, even though
acknowledging the maximum authenticity and relevance of an open-ended for-
mat, and the scoring objectivity and economy in marking afforded by a closed
ended format, Carroll favours a restricted-response format since, to a
large extent, this test format éombines the flexibility of the former with
the scoring objectivity and economy in marking of the latter, Restricted-
response items are also considered relatively economical to construct,

while open-ended items are at a disadQ?ntage owing to problems of compar-
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ability and economy. The objection to closed-ended items is based on what
is viewed as their excessive restrictiveness and a possible 'backwash ef-

fect" on teaching programmes.

2.5, Implications for Testing in ESP

However, in referring to single-focus tests--in this case, tests of read-
ing comprehension--Carroll allows that a " major focus on reading and un-
derstanding a text suggests keeping to the closed-ended or restricted-
response formats' (Carroll, 1980, p. 39). This possibility is exemplified
by sample items for a variety of skills amenable to testing taken from the
Munby 1list. And finally, Carroll observes that "...in ESP what is being
tested is not a general language mastery, but the ability to perform appro-
priate communicative operations requiring specified language skills and in-

sights in specified subject areas" (Carroll, 1980, pp. 58-59).

In this section of the paper an attempt has been made to synthesize infor-
mation on testing gathered from a variety of sources while placing special
emphasis on those aspects most relevant to our purposes of testing student
achievement in ESP courses at the USB. If it is at all possible to reach a
conclusion, it is that which has already been aptly expressed by Gradman's
resumé of research in EFL as reflecting the notion that ' there are far
too many limitations in current research to make a compelling case for any
one 'best' procedure " (Gradman, 1978, p. 44). The implications for test-
ing are that perhaps " the best way to test in the classroom is through a
multifaceted or eclectic approach, whereby a variety of methods are used "
(Cohen, 1980, p. 11) and, basically, this is the view which has been taken

by ESP teachers at the USB.

193




5-12
Admittedly, the theoretical background of testing.is a fascinating and ecs-
sential preliminary to establishing'a coherent framework for test develop- .
ment, but it is time we delved into the realities of testing as conducted

in our particular ESP teaching situations.

3. Current Testing Methods in ESP Courses at the USB

3.1. Course Objectives as.Ibsting Objgcfives

The éoncept of needs anaysis is central to ESP, both in the initial stages
of curriculum planning and for subsequent steps in course design and imple-
mentation. Hence, if the objectives of a course can be said to reflect the
learner's needs, it is equally true that test objectives will be a reflec-
tion of course objectives. That is to say, the initial process of ésééss-
ing 1learner needs determines the objectives of an ESP course which, in
turn, are the basis for decisions concerning the type of testing methods

to be employed. Similarly, information provided by the student profile fa-
cilitates the task of the test developer, who then has a clearer notion of

what type of testing methods and instruments would be most apt for a given

kind of testee. 8 _ .

3.2. Testing in Context

Yet, test characteristics will derive not only from certain sociolinguis-
tic, psychological and pedagogic considerations, but also from the partic-
ular administrative structure of the educational setting in which instruc- ﬁ
tion takes place. At the USB, teachers must endeavour to combine the for-
mative character of criterion-referenced achievement teSting with the ad-
ministrative requirement of ranking students on a scale from 1 to 5 (where
5 is the maximum) over a three-month period. This requirement is further

conditioned by régulations stipulating that at least 60 percent of the
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student's final course evaluation must be known by the withdrawal date,
which usually falls sometime soon after mid-term. However, within the lim-
its of these broad institutional directives, the teacher enjoys complete
freedom as to the type, frequency, purposes and ultimate evaluation of the

testinrg methods employed.

In ESP courses offered to students of Architecture, Biology, Computer Sci- -
ence, Electronic Engineering; Mathematics and Urban Planning, the nature of
tests is chiefly determined by the fact that reading comprehension emerged
from the needs analysis as the primary objective té be pursued in those
courses. Considerably less emphasis is placed on the objective of listening
comprehension, while speaking and writing are introduced, not so much as
objectives per se, as teaching strategies in the interest of greater moti-
vation and dynamism in the classroom. The levels of difficulty of tests are
set in relation to those the students have shown themselves capable of han-
dling during similar classroom tasks. The frequency with which students

are expected to take quizzes or tests depends on the overall organization
of fhe course into units or modules, as well as administrative deadlines
for making grades available. Another factor influential in determining fre-
quency of testing is the degree of student motivation for following a given
ESP course. For instance, in ESP courses taken as electives motivation is
usually higher than in the obligatory courses. Consequently, teachers of
obligatory courses often have recourse to testing as one means of ensuring

regular attendance on the part of students.

In fact, this somewhat coercive role of testing is never entirely absent

from testing in an institutional context, the difference usually being one
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of intent on the part of the teachér. Scen in a more positive light, test-
ing motivates the student to focus attention on course objectives and ma-
terials throughout the instructional process and just prior to taking a
quiz or test. The role of testing is thereby extended from one of post facto
assessment to include a direct, simultaneous effect on the instructional
process. Accordingly, continuous evaluation is a characteristic feature of

ESP courses at the USB.

3.5. Determining Test Content

Once the general focus and aims of testing have been established, the next
step is the specification of test content, that is, it then becomes neces-
sary to describe the kinds of behaviour to be elicited by the test. In this
respect there are basically two factors which must be taken into consider-
ation: 1) what it is we want to test; and 2) how to test it (Cooper 1972).
The answer to the first question is easily obtained by referring to the
general and specific objectives formulated for each ESP course: we are
testing reading comprehension and, to a lesser extent, listening compre-
hension.9 However, in order to make decisions pertaining to precisely how
student attainment of these objectives should be elicited, some delibera-

tion is required.

As Cooper has observed, there are many factors of a practical nature in-
volved in deciding how to go about eliciting appropriate language perfor-
mance :

'"" The particular operations which are chosen for the test
will depend in part on their suitability for examinees at
a given age and at a given level of English proficiency,
in part on the difficulty of writing items to embody such
operations, and in part by the limitations imposed by time
and money." (Cooper, 1972, p. 338)

19¢
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The particular linguistic or contextual content of tasks should also be

> considered. In other words, teachers must decide whether a given item type
actually will test the aspect of functional language ability in question.
At the same time, it must also be borne in mind that "...just as an item
could test for more than one.objective..., so one objective...can be tested
by more than one item and by more than one item type...(Cohen, 1980, p.7)".
The fact that there are many more items through which it is possible to
measure any one feature of commumicative performance reveals, *herefore,

that the problem of specifying testing operations is essentially one of

adequate sampling. At present, the selection of the number of test items

used to evaluate a given objective, as well as the point worth of each i-

tem or set of items, is established on the basis of the importance of the

objective in terms of the entire course programme, and hence the amount of

time and effort dedicated to this objective throughout instruction.

. Because students are mainly required to handle difficult conceptual mate-

’ . rial written in English and related to their specific subject areas,10 a
typical test of reading comprehension is centered around a reading pas-
sage similar in thematic and linguistic content to those the students
have been dealing with in their normal class sessions. The length and de-
gree of complexity (both conceptual and logico-linguistic) also reflect
the types of texts students are accustomed to handling in the ESP courses
for their specific subject areas,11 But, despite the existence of "core"
objectives at the more general level, many more specific objpgtives are
peculiar to each ESP course. Even in-cases where objectives are actually

shared, there may be variations in the way they are focused. Any such var-

. iations are naturally reflected in the adoption of different approaches
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to testing achievement of these objectives. In view of these differing 4
‘degrees of emphasis accorded to the teaching and testing of many objectives,
in conjunction with the existence of a wide range of item types which teach-
ers can draw upon when developing testing instruments, one-to-one compari-
sons would be unnecessary and perhaps even impractical. Certain common ten-

dencies are nonetheless discernible.

As a group, the members of the ESP section share the belief that:

""...a reading test should (not) have very many straight vo-

cabulary items, items which test only the dictionary defini-

tion of a word and so could be answered without reading the

passage at all. Vocabulary items should test the meanings of

words in a particular context." (Pimsleur, 1966, p.221)
Students are therefore required to guess the meaning of wunknown words from
the context in whichfthey appear. Likewise, it is considered that items
should test the student's knowledge of how English is used for a partic-
ular purpose in the reading passage. For this reason, test items seek to
elicit comprehension of notional, propositional, contextual and pragmatic
meaning (cf. Cohen's definitions of these terms in 2.4). The student is
not therefore required to demonstrate a knowledge of English vsage (gram-
matical or lexical). Instead, syntax and lexis are tested only'in so far

as they are necessary for determining comprehension of the different layers

of meaning in text mentioned above.

3.4. Typical Item Types and Scoring Formats

Within these shared criteria of a very general kind, teachers of ESP cours-
es adopt a number of item types in accordance with the requirements of each
course. Owing to the limited time available for test construction--and the

Y

undesirability cf spending long periods of time correcting frequent quizzes
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and tests--ob* ctive scoring formats are preferred over more subjective

types, although the latter may be used occasionally for evaluating projects

mmmmmmm

and oral presentations. Moreover, as Carroll has noted, the aims of reading
comprehension would appear to be best served by the closed-ended or restric-
ted-response formats, such as, fill-in-the-blanks, True-False, or matching.
We have also found that these formats lend themselves well to testing both
minimum essential and maximum development objectives. Multiple-choice items
are also used for testing objectives at both the "enabling' and the "devel-
opmental" levels. On occasion, the inclusion of indirect integrative items
(such as, cloze paragraphs, cloze dictation and diagram completion) is promp-
ted by the desire to impart a greater measure of authenticity to our tests.
Unrestricted cloze items are never utilized since they are better suited

to testing proficiency than achievement. Rather, whengver possible, cloze
items are constructed which serve to summarize information presented in the
test reading passage. In order to facilitate scoring objectivity, a list of
words or expressions which have been deleted is supplied. Such a list may
include the exact number of words deleted, or the exact number supplemented
by a distractor for each one, or simply several other words or expressions
aimed at diminishing the possibility of answering later questions by a sim-
ple process of elimination. Generally, the process of test writing culmi-
nates in having other teachers proof-read the items and their accompanying
instructions. If necessary, corrections are made previous to printing and

administration of the tests.

3.5. An_Eclectic Approach to Testing
All things considered, the current approach to testing in ESP courses at

the USB is indeed an eclectic one. Two main factors have been influential
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in bringing this about:

1. the lack of any established, clearly defined methodology for test-
ing functional language ability; and

2. the present limitations of linguistic science amd its consequent
inability to draw up a conclusive list of every kind of behaviour necessary
for adequate commnicative performance. 12
In spite of these limitations, we are still of the opinion that since we
have access to information regarding the purposes for which the student
needs Inglish, it is possible when testing to concentrate on those key as-
pects--such as, reading skills and specialized tenninology--percieved as
most relevant in a given ESP course. In this way, comprehension of notional;-
propositional, contextual or pragmatic meaning can be tested to the extent

that this is indicatedwﬁ} the needs assessment and corresponding course

objectives.

At present the ESP courses are still at the pilot stage and the testing
component--perhaps due to its sequencing in the overall scheme of curricu-
lun design--is no exception. Since course materials and methodologies are
now going through the inevitable trial-and-error process, teachers are
understandably not yet in a position to construct definitive testing in -
struments. Nevertheiess, even these interim tests and quizzes are subject
to some degree of evaluation. On the basis of the level of performance of
the class or of individual students, in addition to feedback obtained from
a questionnaire, tests are evaluated, for the time being informally, with
respect to the following criteria (adapted from Cohen 1980):

1. Clarity of instructions to the students

2. Appropriateness of time allotted

2Uy




3. Degree of student interest in the tasks
4. Relationship perceived between the test items and course objectives
ana materials
5. Level of difficulty of items” (since these are achievement and not
proficiency tests, an 'easy" ;¥em tends to be considered a good
one; a bad item--one that a majority of students, including the
better ones, answered incorrectly--would be interpreted as indica-
tive of flaws in teaching or leurning strategies or, possibly, in
the test item itself)
6. Appropriateness of scoring procedures and weighting
7. Ease of interpretation of the test scores
8. Extent to which the test measures what it was intended to measure.
The fact that current testing methods have been relatively successful,
from both the students' and the teachers' points of view, can probably be
attributed to the close connection maintained between teaching objectives
and materials, on the one hand, and testing objectives, on the other. We
are, nevertheless, aware of the need to formulate a perhaps no less eclec-
tic, but certainly a more systematized, approach fo testing. Only then
could test results seriously be considered as a valid endorsement or crit-

jicism of the instructional process and its outcome in ESP courses.

4. Conclusions: Toward a Systematized Approach to Testing in ESP Courses

In the interest of gréater clarity, the table below summarizes the infor-
mation presented in Part 3 of this paper. The components of test items
generally used for testing reading and listening comprehension in ESP cour-
ses at the USB are classified following the distinctive-element approach

proposed by Cohen (1980).
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Table 1. General Characteristics of Test Items in ESP
Courses at the USB ’

e

1) Written stimulus (usually passage stim-

ITEM-STIMULUS FORMAT ulus, paragraph or sentence stimulus be
ing more rarely used)

2) Combined oral and non-verbal stimuli
(e.g. videotapes, slides, photographs,
diagrams--either with or without accom-

panying oral texts

1) Written response (usually of the struc-

tured, short-answer kind (e.g. matching,
ordering, completion--of diagrams, ta-
ITEM-RESPONSE FORMAT bles, sentences or paragraphs--, true-
false, fill-in-the-blanks, translation
of short phrases, multiple-choice, etc.)

2) Oral response (e.g. reporting--this

response format may also be used in
ordinary class sessions, although not
on more formal testing occasions

Accuracy, speed and auantity determined

by:

1) Specifications in course objectives

2) Degree of emphasis placed on testing

TESTED RESPONSE BEHAVIOUR certain objectives.in relation_to. oth-
ers

3) Student capabilities and general know-
ledge of English

.1 4) Limitations of specific item-stimulus

and item response formats
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The reader wishing to obtain a more specific idea of the forms taken by
the item‘types sumnarized in the preceding table should refer to the Appen
dix, where a sample of test items from each ESP course is presented.
On the surface, the above tabular synthesis of test items would appear to
indicate a considerable degree of homogeneity among testing methods utilized
in ESP courses at the USB. Were we merely to limit our observations to the
level of synthesis, this conclusion might probably be acceptable. A more
analytical approach, however, might well reveal that, in the event that
any such homogeneity did exist, it was essentially fortuitous. For although
the ESP courses possess certain ''core' objectives derived from a common
theory of language and language teaching, this does not necessarily imply
that homogeneity in testing methods and instruments will automatically
come about. In fact, the circumstances under which tests have had to be
developed, that is, at the tail-end of an ongoing process of course design
and materials production--simultaneous with teaching--for ESP courses at
the pilot stage, has tended to militate against the formulation of a co-

herent ''policy' for testing in these courses.

A look at actual tests, complemeﬁted by interviews with the teachers who
designed and wrote them, does confirm the existence of a tacit, albeit
fortuitous, agreement as to the purpose of tests and the most appropriate
form they should take. Nevertheless, such uncoordinated cfforts are nei-
ther adequate nor desirable, especially when seen in the light of our ul-
timate goal of establishing a systematized approach to the design and
teaching of ESP courses at the USB. In short, shared viewpoints do exist,

but participants in the project fecl that these should be translated in-
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to a coherent methodology which could be commonly arplicable to test devel
opment in our specific teaching situations at the USB. Clearly, any method-
ology proposed would have to be comprehensive enough to constitute a viable
framework for test development in ESP courses covering six different spe-

cialty areas, and yet not so ample that it defeated its very purpose.

Fortunately, the task of elaborating a suitable methodology is facilitated
by common agreement as to the focus and objectives of ESP courses. There is
also wniformity with regard to the purpose of testing: tests are used as a
means of determining student achievement of course objectives; to identify
student strengths and weaknesses with regard to specific points; to help in
assigning a final grade to each student; and to provide feedback for revis-
ing course design and-teaching strategies, as well as the tests themselves. .
It is the area of the actual specification of test content that now requireg
clear, well-defined guidelines which are based on sound theoretical princi-
ples. In order to meet these requirements, the process of establishing a
common methodology for test development could be divided into six (6) stag-
es as”fdiia;;g

1. The organization of an internal seminar to serve as a forum for
ESP teachers to carry out a critical analysis of certain key concepts in
testing on the whole, and more particularly, in testing functional language
ability, having as-their objective the idéntification of those aspects
which could be adopted unanimously by the group as a viable framework with-
1n which to carry out test development and evaluation;

2. Assuming that the internal seminar confirms and strengthens the

current tendencies for testing in ESP courses as described in Part 3, par-

ticipants would then familiarize themselves with the criteria and recom-
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mended procedures for elaborating tables of specification (as in Gronlund
! or Bloom, for example), and acquire practice in making such tables them-
selves, o |

3. Subsequently, tablés of specifiggsion drawn up as the basis of de-
fining test content for each ESP coﬁfgg*%guld be submitted to group dis-
cussion and criticism;

4. Then, taking into account the framework agreed upgﬁmin Stage 1,
and the course-specific tables of specification drawn. up in Stage 3, par-
ticipants would develop testing materials for particular units or modules
of their courses;

5. The resulting tests would be given to the students and informa-
tion obtained from them would be processed and utilized according to the
purposes of tests previously stated (cf. foregoing page);

6. Finally, tests would be revised and modified if this were indica-

ted by the results of Stage 5.

¢ In this way, we might aspire to produce tests which at least approximate
the ideal of carrying out a rigorous measurement of language-based abilit;

* while maintaining the integrity of the essential features of communicative
behaviour. As language teachers, our ultimate goal is the creation of test-

ing instruments which truly reflect our pedagodical aims.

NOTE: The sample items from each ESP course given in the

following Appendix are based on corresponding read-
ing texts, unless otherwise indicated. Some :items
¢ used for testing listening comprehension have also

been included.
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‘ , ARCHITECTURE . . : ¥
g;QVMultiple Choice .y
7 _ 5
1 t
s ',“'4'?, .&;_.‘, ¥ ‘u‘ lmg
In architectural design all of the three main elements assist each other
£ in providing a coherent and efficient plan,
R, .
o a. aid b. attend ¢, negate d. follow
] _An urchitecturuldd;uwing is nothing more than « representation of what
e the architect hopes will become an actual building,
?ﬁf  . a. present b, current ~Ce. Up to date d, real -~
The architect does not first plan a building for convenience, and then
for construction and aesthetic effect, T
a, therefore b. next c. in addition d. more than
et e e L 2 RO ‘
o One essential prerequisite for the student of architecture, then,is an SR
. ability to draw. E
;é%' d. in addition b, at present ¢, therefore d. at that time
'%' - s : - —e e S
i, Circle the correct alternative to indicate how the following connectives -
?32; are used in the text, by
T g
?i?. ~-irrespective of (Par. 1, line 6): jﬁ
ﬁfj a) purpose b) comparison c) exclusion d) reason ‘E?'
#g ~ Label the following sentences by selecting from the list provided the .
LA language function which you consider most outstanding in each one. ‘Q‘
e , -k
PR Beauty either resides in, or is caused by, the form itself or the ‘?i
» perception of it.

The first great class of aesthetic theories comprises those which 'y
sonsider beauty as the primary result of specid@f formal relationships, Z

This concept is of special importance because Schopenhauer sees

the expression of structure as basic in architectural beauty. ;,
o A. result B. comparison C. classification S
"ERIC D)
;%?Jﬁxm D. cause-effect E. process | Fo reason 2()(; R
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ayp
o
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¥

e e e e e R, . -_____f_;,

~ Which of the follbwing are»nai anthfopometric units of measurement?
a. the meter b, the hand c. the cubit d. the mile e, the foot

L]

2
e or——————

which of the following jdeas is NOT expressed in the text?

a. We use psychological references in order to measure

time aond space.

b, It is easier to perceive a pattern of alternation when the
time involved is considerable.

c. The eloquent use of legato rhythms demands very acute judyment
and sensitivity on the designer's part.

d. A complete enjoyment of architecture involves the intuitive

measuring of space over a certain period of time,
=

The perceived closeness or remoteness of the buildings in an architectural

complex basically depends on o
a. the relation of the architectural complex as a whole to its
surroundings o
. b, the space existing between the various buildings of the
complex - . »
c. the geometrical calculation of the distance within the
buildings

'Md. the complexity of the design of the -buildings themselves

""" - Rad —r—— o c———

The statement ".,.Optimal distances can be measured:-gbt here again the
rules governing the phenomenon are not likely to be simple" implies

~ that .

s Qo thekmeasurement of optimal distances is a uniquely difficult
o tas : , :
_ b, due to the complexity of the rules governing this phenomenon, it ’
is impossible to measure optimal distances ,
c. it is just as difficult to measure optimal distances as to hypothe-
size about ideal spatial arrangements R
d. it is easier to evaluate the distances between buildings than to
measure optimal distances

The purpose of this reading is to o

a. teach the laymon how to go about measuring and judging scale

b. explain why we feel uncomfortable when a percept does not conform
to our expectations |

c. show how scale is determined using both subjective and objective
criteria

d. explain how the designer creates the expectation of size in a
building ' .
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e

Match each word in Column A with q definition from Column B which corresponas
l.w to how the word is used in the text, )

;%i . — A IO B
RN I . ' '
.7 1. coalesce (line 3) \ a. manifest, show

“i 2. appendage (line 4) . b. apart from

' - 3. display (line 9) c. vary, change

W ——4. proper (line 14) - d, influence

#50 5. strains (line 18) e. additicn, extension
i 6. overlay (line 31) ‘ f. merge, blend

i 7. juggle (line 34) . g. tensions

© __8. other than (line 37) h. well-behaved, polite

i, in addition to
j. manifestation
suitable

1. species, type

x
L ]
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~ Match the concepts taken from the texts we have read during the trimestre
with the corresponding paragraphs, *Put the letter of the paragraph next
to the number of the concept,

A

¥} CONCEPTS PARAGRAPHS

"1 es (Contd) D. If architects are to continue to do useful work

e on this planet, then surely their proper concern .
___4. Apart from the must be the creation of place-~the ordered impo-
energy that pervades sition of man's self on specific locations across

- it, .. .space cannot the face of the earth. To make a place is to make’

" . be said to exist phys- a domain that helps people know where they are,
ically, and, by extension, know who they are,

__5. There has emerged
a way of huilding whose

A L E. Architects can form a concept of the total
; spatial characteristics

spatial structure of a building from the plans

are marked by openness and sections, just as a musician reads a score.
. ratber than en?losure...: The concept arising from the plans, however, is
oo kl?d of archxt?cture( but a weak substitute for the real thing: it

new in Western history, lacks scale, the color and texture of the mate-

in which one often has rials, the effects of natural and artificial

the feeling of being in- lighting, and, above all, the ambiental quali-
ties of the building itself,

2U8
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'E;T"Trdeasr.FﬁiSe

T--F é good architect will think of design first in terms of use, then
in terms of construction, and finally in terms of uesthetic’effect '

" .
" , >

T--F ~ Our urge to experiment with distances between objects stems from
our perception of complementary forces.

e+ v ——

. ,}“ Tl B . N b B e e ———

T--F Becuusé.the distances between objects are perceived as a reality,
and not as dead, empty spaces, we are able to make judgements

about distance.

JRRPISENY

- Ordering ‘ |
"Something extraordinary happened which caused the manor house and its
+. way of life to change." Put the following list of events in order according

a. the cold climate movéd sou{h

b. sun spots and/or
the food supply was affected

c.

d. volcanic activity

e. there were icebergs in the Atlantic

f§. fertile land froze solid

g. weather got colder in the Arctic Circle
h. it was too cold to stay alive in winter

- Information Questions

In QBAE”;SQiS) are the activities of the designer and the observer:

a) alike?
b) different?

Q : > e —————— YRS . e
‘ what effect is obtained : o)
a) by moving two buildings further apart?

Y L. cmmesl amse L.;m_&ln.&.]‘_tﬂﬂ.ﬁihﬁr"




.l; w', R R 3
) .

"Paper archlte‘*ure" may be deflned as

Nhen we see q b011d1ng for the fij
X of determining its identity, its

1rst time we are faced w1th the problem
from us, and its

Two types of rhythm mentioned in the first paragraph are .
Méa;br{néﬂahdwn*_—w-“-~Wh”ww“ﬁ“'areielﬁiier 1n that both involve .
A contradiction of the size expectancy establlshed at any given point :

results in because we experience a building as a

One can say that the space between b011d1ngs is empty if

S —— —

- - o TIITT v e - !

The designer's plan does not constitute a work of archltecture unt11 .

Claustrophobia and stand;ng on top of a mounta1n or 1n31de some grent
building are examples of

The music analogy is used to illustrate .

UJ

[:R\!:e author's purpose in writing this article is to
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Use the words in the list provided to complete the following paragraph.
The completed paragraph should summarize the main points of the text.
Use each word or phrase only once.-Every word corresponds to a blank,

, aesthetic theories of architecture may be

into main ¢ those which of

beauty as a of the way in which are

perceived and which consider that the beauty of an

structure its ability to certain values or
. For the , critics belonging to the

class, the sense of beauty is essentially autonomous

7 it is to meaning or other
conceptions, the expressionist sustains
that beauty is on expression,
. point of view express divided first
. forms dependent those categories
. functions consequence architectural irrelevant
conceive formalists basically since
. two , lies in unrelated while

- Open-ended (Restricted)

Draw (sketch) examples of the two types of rhythm correspondences
mentioned in paragraph 4.

. ..Throughout the reading, the author discusses the key concept of

. "expectancy' or "expectation", Cite an example given by the author
which illustrates our ability to modify our expectations or to

justify their unfulfilment:




BIOLOGY

- Multiple Choice

Water is carried to the farthest leaf of the plant by means of

a. capiliary action b. molecule suction

~ Matching

—— et m———- ——— s— v

c. atmospheric pressure

Match the items from colum A with the items contained in colum B and C :

A

since (par.4, line 3)

so (par.4, line 7)

even though (par.6, line 3)
moreover (par.6, line 6)

. nonetheless (par.17, line 12)

VBN —

B
(SYNONYMS)

however
furthermore
because
as a result
in spite of

C
(FUNCTTONS)

cause-effect
additional information

consequence

contrast

definition

Match the ideas in colum (A) with the words appearing in colum (B)

A

a. environmental factors acting on an organism

b. male clasped to female bullfrog

c. female manatee

d. lack of fertility

e. living in groups or societies

f. feeding relationships

g. Dead Sea

h. a group of manatces

1. marine incrustrations on platforms

QO acoustic commmication

B

herd

fouling
barrenness
gregarious
estrus

brine

amplexus

niche space
mechanoreception

food wech

-
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~ True or False

Most hermit crabs engage in lengthy courtships, while in coconut crabs mating
is a quick, simple and infrequent event.

o lioneybees prefer the alfalfahflgwers because they come equipped with a large

amount of nectar.

oduction of thyroxine the slower the rate of metabolism.

The faster the pr

I —
The wing basal area is the least melanic and stiff-chair covered part of the
wing, therefore it is this area that gives wings their thermoregulatory properties.

- Selectior

Check (-) the terms defined in the film.

semilunar valve
artificial heart valve
blood
. pump
. heart-lung machine
veins
coronary arteries
oxygene
nutrients
middle layer
flow
hardening of the arteries e
00 -
lung

- Ordering

Put the following in the order in which they appear in the passage.

- the function of insulin
- the result of iodine deficiency

. - the effeets of removal of the pituitary gland

- the process leading to loss of body weight

- the function of hormones

- the function of the endocrine 213
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- Information Questions

Wny is interferon called a 'wonder drug" ?

When will scientists be able to explain the weird spread of cancer cells ?

What role does the gut play in the spreading of the disease ?

What is the difference between glucagon and cholecystokinin ?

Arg researchers convinceq that one day in the future they will be able to
1mitate the photosynthesis process ? Give a reason for your answer .

The first reason for mapping human genes, is a fact or a hypothesis?
Underline the linguistic clues to justify your answer,

Which is‘the sentence or sentences iq paragraph (2) that embody the
exgligat1og of "the mechanism of differentiation? Write the beginning
an e end,

What is the function of the last sentence in paragraph (2)?
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‘= Completion

Chloroplasts contain and these are composed of

. — —— —————— —— v—— ——
-
— —— c—

The function of the cell nucleus is

e e et rmtn  coma— o wom—
—— ——— — —

e ——— — —— —— —  —— g~ p—— t—  ————  —— ———"
B e e S —

The bendinggbf the stem is caused by
plant hormone.

__ __a naturally produced

Fill in the blanks using the words in the cloud.

When the valve is deffective and therefore it can not control the flow of blood,
. we have a

are vessels that supply the heart with food and nutrients

and penetrate through its muscle wall.

is a strong pain caused when the total blood supply to the

heart is not sufficient.

The lower parts of the heart are called

o are one cell thick vessels that permit 02 and nutrients
to diffuse through the cells. - .

A blood clot in the brain causes a ___

stroke clot angina capillaries gangrene

ventricles closed system heart murmur atria

coronary arteries




Find in the text a synonym for the following
paragraphs 4, 5, 7, 9).
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connectives (look for them in

a, that is : b. while :

c. even if : B d. for example :

Si .
e. Since : f. nevertheless :

Complete the following diagram ysingthe information contained in the last 2

sentences of paragraph #10.

), -

~

————

{

mMPLETE THE FOLLOWING OUTLINE BY RETRIEVING INFORMATION FROM THE READING "THE

HUMMINGBIRD AND THE CALORIE .
BE BRIEF AND CONCISE.

Birds' .general characteristics.

A. Humindbirds' _—
concems ;;\::\:;\

\\\\\\ these factors induce

them to :
/

in order to :

\ hummingbirds

without territory

’ h ]
5 2l
IERJ!:Dcfcnse of Territory

IToxt Provided by ERI
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DESCRIBE BRIEFLY THE DIFFERENCES AND SIMILARITIES BETWEEN TIESE TWO ORGANISMS.

Describe the cholera organism.

Reason out the results of the experiment. Draw conclusions from the results.

Indicate the four topic sentences present in the text between paragraphs 4 and 9
by writing only the first two words and the last two of each sentence.

PROVIDE A BRIEF DEFINITION FOR THE FOLLOWING TERMS.

hive :
]
’ forager :
. thermogenesis :
217
o _
- molt :
ERIC
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COMPUTER SCIENCE

- Multiple Choice

Which of these components is usually contained in the CPU?
arithmetie-logic unit
output
auxiliary storage
none of the above

Which of the following statements describes a keyboard terminal?
it may be used only as an input device. ’
it may be connected to a computer system by a telephone line.
both
neither.

s

Which of these stutements is true?
the storage uait controls the operation of the computer system.
the supervisor is a program that controls the operation of the computer

system.
the storage unit contains the program being used by the computer system

and i/o data for that program.
all of the above.

One of the problems of telecommuting would be:
a. employee turnover

b. gasoline waste

¢c. people working without supervision

d. people with physical defects.

The term "compunications"

a. is used to emphasize the influence that computers have had on the area
of communications:

b. was first used by science-fiction writers.

c. describes the link that exists between computers and communication.

d. was established i- order to use it in coins as exchange items.

The purpose of the "Dow Jones, the publisher of the..." (page 118 - first
column, pavagraph 3 under "two-way mini-radio...) is to:

a. add new information about microwaves.

b. emphasize the disadvatages of satellites.

¢. support the idea that satellites can be more economical.

d. reinforce the idea that satellites and microwaves can be combined.
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- Matching

Match the following:
o fastest access time

(a) magnetic disk

. (b) magnetic drum

slowest access time (c) magnetic tape
(a) data cell

e+

Match the following:

___storage unit (a) performs required operations on data
_____arithmetic-logic unit (b) common link between all devices in a
computer system
control unit (¢) interprets instructions

(d) issues commands

- Comgletion

Instructions to the computer system are interpret=d by the
and then issued as commands to other components.

The new generation of communication includes the combination of
and

~" One of the advantages of the voice-recognition units developed by Westinghouse and
Exxon and described in paragraph 8 is the fact that the incoming telephone calls

would be answered by a instead of a

Using the_infdrmation from the reading, complete the following Table:

COMPUNICATIONS ALREADY IN USE:| WILL BE USED IN NEAR FUTURE| MAY BE USED IN FAR FUTUREJ
DEVELOPMENTS
AND

DEVICES




- Information Questions

What two types of information are placed in storage by the input component?
and

Frgm which component(s) does the arithmetic-logic unit obtain data to operate
on?

How could telecommuting "make traditional offices obsolete"?
(be specific and brief) .

- Open-ended (Restricted)

Write one similarit ai ' ;
‘ and one difference between
satellites Ly cables or microwaves and

Compare advantages and disadvantages of punchéd cards and magnetic tapes.
Consider: record length, storage capacity, type of processing and speed.

Choose five verbs followed by prepositions and apply them in computer-related

si%ations:

» Temove from, break down into, be connected to, be impressed with,
leave for, correct in.

switch through

ERlC - FRu

-




- Multiple Choice

Choose the correct option to complete the meaning of each of the sentences below.

' there is no clear dividing line between conducters and
insulators, it is very useful to make a distinction between them.

a. However b. So that c. Although

Which of the following is problably cheapest (least expensive) :
. Intel 8048

" 8049

A
B. " 8748
C
D " 8021

Which of the following works at a faster rate :

a. discrete bipolar integrated circuits
b. 16 bit general purpose micCroprocessor devices

Random access memory devices are most often used for :

. personal computers

. general purpose microcomputers
. dedicated tasks

. reprogramming
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- Matching

Read this description :

A relay is a switching device for opening and closing one or more electrical |
circuits on receipt of an electrical signal. |
A simple kind of relay consists of two parts, a switch in a high voltage
Circuit which is operated by a spring loaded armature and a low voltage electro-
magnetic circuit.
The electro-magnet comprises a soft iron core shaped lie a horseshoe.Each am
of the core has a coil wound around it. The coils are connccted to each other and
to a battery through an on/off switch.
When the switch is closed, the electro-magnet is energised,and the armature is
attracted towards it. This closes the contacts and enabies .the current to floy
through the high voltage circuit. When the switch is opened, a spring pulls the
armature away from the magnet, and the contacts open again.

Now match the letters with the parts of a relay;

high voltage circuit
L
d b
p
. r

c) .__ a)

extracted from: Nucleus

Relay Engineering. (Dudley-
Evans, Smart and Wall,
1978), p. 43,
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¢ - Completion

Study the following paragraph and fill in the blanks with the appropriate words :

"The resistance of a conductor decreases when the cross-sectional area

Thus, the the croas-sectional area, the

——— —— —— — — —— ——

- r— ————— — ——— n— ——

the resistance. In other words, the resistance in invesely proportional to the
cross-sectional area."

bt e

"As we raise the anode voltage, anode current increases."

Restate the above sentence by filling in the blanks with the correct expressions :

e the anode voltage, the _ __ ___ anode current.

A synonym for 'throughput' would be (p. 13, par.2)

T pet—  ———— Go— ——— —rat  ——
— e

"Plug into'" (p.14, par.3) means __ ___

——— — — — — —— — — ——— e~

 em e

"These resources" (p.12, col.2, 1.5) refers to

— . —— —— —— —— — —

_-—-————————————-—-————-———--——-——————.—.—_—.‘_—-——‘.—.———_—-.——._—.—-—-——




FUNCTIONING OF AN APPARATUS:

Look at this diagram:

i

—————— electromagnet
bell push -

r make and break contact

spring loaded armature

@ g clapper

Electric bell and circuit

Now complete this text using a word from the columns A, B, C when
indicated :

A B C
. through when stops “
| back to until starts .
| towards then continues
away from at the same time consists of

An electric bell circuit a battery, a bell and a bell push
connected as shown in the diagram, _____ the bell push is closed,
the current flows the electromagn.s and a magnetic field is
created. The armature is . __ attracted —=~ the electromagnet
and the bell to ring.

——— the make and break contact is opened, and this —ax- the

- flow of current the electromagnet. The magnetic force _ _ _ .

acting and the spring pulls the armature ——— its initial position.
—~a— the make and break contact closes, the current flows and the
cycle ____ again. The current _.___ to flow _ _ .=— the-bell push is
released.

Extracted from: Nucleus, Englineering
Dudley-Evans, Smart and
Wall, 1978), p. 54. .




The three necessary components . for assembling and integrating a custom micro-computer
system are : a.

b.

e —— S— Sr———

‘»C.'

the choice of what family of microprocessors to buy, there are two

When making
ions to be made. One is choosing the CPU, and the other is

major decis

- Open-ended (Restricted)

Give exambles of where you could apply single-chip microcomputers. _
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- Information Questions

T —— c—— ——— ——— S— -

What is the meaning of "expertise" (pg.11, par.1) __ =~ -t

What are the two verbs in the sentence on p. 14, last par., first sentence ?

S T et e ety nttmint it o et comvoar—— sonmnss

Why were '"Standard building blocks" developed ?

- Translation

-+

Translate the following paragraph :

" A body with a considerable excess of electrans has a strong necgative charge ;
one with few electrons has a strong positive charge. Thus, there is a di fference
of potential which exists so long as there is no means of electrons escaping or

nuclei gaining the electrons tney lack."




MATHEMATICS

. = Multiple Choice

- Which of the following words represent exact mumbers?

a. a dozen d. a couple
b. a quarter e. a lot
c. most . f. a week

which ot:“ the follwiﬁg commmicative functions is used here:
a) instructions
b) classification
) exemplification
d) cause and effect

e) process

Which of the following scientific areas were not developed during the
Renaissance? -

. logarithms

technique of solving equations
. complex numbers

mathematical notation
. the use of the abacus

Which of the following were consequences of the development of machines:
in the XVII-th century?

. the study of trigonometric tables
. the study of the quadrature of the circle

. the study of motion

. the study of change in general
. the study of theoretical mechanics

similar conclusion of both Platonists and Cartesians?

. That there was a harmony in Universe.

" That lines were originated by the motion of points.

" That there was a general method of thinking based on reason.

" That mathematics was the Queen of Sciences.

. That it was not convenient touse negative values for coordinates.

R27
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- Matching

Join the matching words or phrases

1. statistics a. formulae

2. arithmetic b. harmony

3. solid geometry Cc. triangle

4. fractions d. decimal point
5. music e. functions

6. trigonometry f. rate of change of functions
7. algebra g. product

8. multiplication h. line

9. differential calculus i. integer

10. calculus j. piramid

11. plane geometry k. subtraction
12. whole number 1. probability

Please locate the following names on the drawing:
abscissa - ordinate - quadrants - axes - intercepts (x,Yy)

origin - radius vector - coordinate system
A\

N2

Give a numerical example to illustrate each of the following concepts:
(give a simple example)

. an unending number

the absolute value of a number
a colum of numbers

to 'borrow a number'

a factor

to round up

a fraction

to bring down a digit

the remainder (division)

a quotient

a grand total 22 3
a difference

:—‘W‘-"H':'OQ HO AN o
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- Completion

Expressions consisting of more than three terms are called - °

I; an algebfaic formula, a combination of symbols representing nunbers

is called an

When we locate a point's position from ﬂ_ie values of 'x' and 'y', we
the point.

say that we

The lowest coxmbn denominator (LCD) is used to

.

- Information Questions

What was the Almagest?

Whét waS Man's attitude toward Mathematics ...
a)...during the early history of Greece?
b)...during the CGolden Age of Greece?

¢)...during Hellenism?
d)...during the Roman Empire?

o What was the difference between warithmetica’ and "Logistics"?

What part gf sentence (1) does sentence (2) explain?

How many cases of mathematical activity are mentioned in this paragraph?

Could you please enumerate them?
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Wnich sentences contain opinions of the author of the book?

Which sentences cantain definitioans, and of what?
Which sentences contain applications of the discoveries?

Why are Leibniz, the Bemoulli brothers and Huygens mentioned together
in this paragraph?

Why does the author use 'was closely related" (past tense) and then
"is often considered" (present tense) in sentence (e

- Ordering

Order chronologically the names of the following mathematicians:
Eudoxus - Pithagoras - Thales - Hippocrates - Euclid - Zeno

- Translation

Write out the following expressions with words:
a+b _ (a+ b;z
a-b a” -b

1
(a/a P = (d1)P=a

B
q

- Combination (Translation & Dictation)

n - Write down the numbers that your teacher will

: i hensio
Listening Compre ) with letters.

dictate to you, (a) with numerals, (b

23y
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URBANISM

- Multiple Choice

"Pinpoint" as used in the last sentence of paragraph two isvsimilar to:

a. become visible ©b. highlight c. show up with d. realize

The expression "But wait", as used in the 7th. sentence of paragraph 1,
implies .
a, reinforcement b. contrast c. addition

d. rewording e. similarity .

In theblast sehtence of fﬁe second paragraph, we can find the following
phrase: "victim of its own colorful success". "Its", as used here, refers

to:
a. the waterfront c. the wax museums
b. the fishing industry ‘ d. the restaurants
e According to the last paragraph, S.F. is different from other American
o cities in that
e aitSan Franciscans spend money to beautify the main streets of their
city.
b. Downtown S.F. has kept its importance for being the center of
activities, .
The evolution of the first cities in the valleys of the Tigris and
' Euphrates was possible
a. due to the existence of adequate water supply and fertile soil.
, b. because the area offered the possibility of exchanging knowledge
i among several cultures as well as favorable living conditions.
! c. because several cultures and tribes mixed for thousand of years.
! d. both a and ¢
f_j__ﬂ_u,n i S R — . .
d According to the author, which of the following is an implication from

the example given in this paragraph?

, a. there will be more places to go shoppinZ

! b. population density will decrease

* c. there will be more uniformity in the buildings

d. more people will come to the area in order to do their errands

231
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frp—.

ibokingvat the cases described in the text, the people mostly favored
by the in-kind program have been (choose the ones mentioned in the

article): - 1a
- d. people possessing o

a., part-time students houses.

b. divorced women e. old people

c. people bearing physical defects f.juvenile delinquents

Select from the following 1list, the word(s) related to the main jidea
of the first paragraph,

a. each dot €. nothing special i, each point
b, pointillist paintings f. buildings

c. landscape g. uniform units

d. light-colored h. closely-knit

~ The first sentence of this paragraph:A

i)introduces a new point in the development of the article
ii)summarizes the information of the previous paragraph

iii)presents some additional information to complete what has been said
so far,

In the fourth paragraph the author inclﬁdes several

projects being built in S.F. today. From the list gi
ones mentioned by him,

a. too small scaled for S.F. ~d. alien to S.F,'s natu
b. built without sensitivity. €. owned by many peoplere
¢. too large for S.F. f. singly owned

criticisms of large
ven below, check the

FACT OR OPINION (If opinion, whose is it?)

a. The city of Hartford seems to want its residents
to keep their homes even though they owe tax money.

b. The people that have a debt due to taxes can be
very useful to the city. .

c. Mary Haley is 41 years old and untrained.

d. The city generally gets most of its money from taxes
on land property.

Is the informatidﬂ contained in this paragraph

a. completely proven or 2(}9
b. hypothetical ? 2
[]{B:‘REASONS FOR YOUR ANSWER ( you may use Spanish if you want)

IToxt Provided by ERI
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- Matching :

Look at the following words in context and match them with the synonyms
on the right:

Line word in Context Synonym

22 therefore 1. in addition to
46 shift 2. boundary areas’
47 outskirts 3. hence

48 although 4, domain

78 thus 5. even if

98 realm 6. nevertheless
98 moreover 7. in contrast
116 linked 8. connected with
49 rise 9., emergence

115 however lo. increase

11. movement

Match the words contained in column (A) with the words in column (B). You
may do this exercise by going superficially through the reading.

A B
Fertile Crescent 1. Ur
crossroads 2, urban life -
silt of the delta 3, gems and precious metals
written tradition 4. Tigris and Euphrates
merchant-traders 5. communication among cul tures
literacy 6. more rigorous systems of thought

Sir Leonard Woolley 7. early Egyptian urban life

- Completion

In Hartford, penple can pay their taxes to the city either with
or, if eligible for the in-kind program, with .

The term used to define a person who owes the city taxes is
and the propertvy is said to be
paid.

if the taxes have not been

233




5-52

{Eethis paragraph, the author makes allusion to the differences between
and

the in order

to better understand the current process of urbanization in the under-

developed countries,

According to the author, in the deveiepment of urban 1if i ti
been the major cause of: e,writing has

a/
b/
c/

Fill in the blanks using the words in the box.
a. With the data in this paragraph, the author wishes to make a

between the in cities of advanced nations and cities
of . In this way he the main
point he has made throughout the R

/defines/ /Africa/ /non-industrial countries/ /Australia/

/third paragraph/ /increase in density of population/ /distinction/
/illustrates/ /economic growth/ /classification/ /article/
/growth of urban population/

Fill in the blanks using the information given in the paragraph:

For cities to develop, ’

and were necessary factors. Because cities promoted
innovations, took place, and these could be
further developed on the uvasis of an y especially
the one regarding the .

Of the words underlined in the text, write in Column A the words used
to express the function of cause-effeEt; in Column B write the words
that indicate the cause and in Column C write the words that point out
the result or effect.

COLUMN 4 COLUMN B COLUMN C
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. - Information Questions

Fill-in the diagram below using the information provided in the first

. extract.
SAN FRANCISCO'S DOWNTOWN
éf”’////’ Viewed From
The or kast Bay The
man-made blocks
Charaecteristics: ’ Characteristics:

in . R

- Information Questions

oy 2 T - . ”
Why are changes in San Francisco's downtown SO noticeable *

Pléase look at paragraph threemoéeggénces three (3 énd f
is the relationship between seﬁtences three and §03r? our (4). What

In sentence six (6) of paragraph three, neveryone' is used twice. Does
) it refer both times to the same people? Why or why not?

| Is the author's Opiniahvof s.F. a positive or a negative one? Write dowr
l three ®xplicit markers to support your answer.

What are the two elements béing contrasted?

VS

Write down the words used to express the function of contrast

. Which are the criteria for such contrast?

2.

b.
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NOTES e

. The formative evaluation of the ESP courses taught at the USB is dealt

with in Alfonso (1981). |

. Gage and Berliner (1979) define test reliability as the degree of preci-

sion, consistency or stability of a score over a period of time, that is,
whether or not the test enables a testee to achieve the same score on the
same or a similar test taken shortly afterwards. Reliability is of para-
mount importance in proficiency tests since they are generally used as a
basis for making crucial decisicns about an individual. On the other hand,
test validity is essentially concerned with the question of whether and,
if so, to what extent, a test actually measures what it is designed to
measurc. Spolsky observes that '...the central problem of foreign lan-
guage testing, as of all testing, is validity. With tests of the first
class (achievement tests), used by classroom teachers in the control of
instruction, this problem is not serious, for the textbook or syllabus
writer has already specified what should be tested. With tests of the sec
ond class (proficiency tests) it remains a serious difficulty for we have
not yet found a way to characterize knowledge of a language with suffi-
cient precision to the guarantee the validity of the items we include or
the types of tests we use' (Spolsky, 1975, p. 153). Although content val-
idity may not pose a problem criterion-referenced achievement tests,
teachers should be aware of thelack of watertight rules for construct
validity when using such tests as a basis for decision-making.

. Despite being less recent than the works of Carroll (1980) and Cohen

(1980), those of Pimsleur (1966),Cooper (1972) and Cartier (1975) also
provide valuable insights into the nature of foreign language testing
which the teacher/test developer should find particularly useful. In

our view, Language Tests at School (Oller 1979) is an essential reference
work for teachers interested in reaching a clear understanding of the
differences between pragmatic and discrete-point testing approaches and
how these fit in with the commmicative-functional notions of use and
usage. However, because Oller's work isdirected more toward proficiency
testing, we found that Carroll's--and even more so Cohen's--work was

more relevant to the aims and focus of the present study.

. "Functional language ability", as defined by Cohen (1980), is ''the a-

bility to use target language knowledge in natural oa naturalistic com-
mmnicative situations."

Cohen (1980) defines the item-stimulus format as that part of an item
which elicits data from a student, while the item-response format indi-
cates how the student is to respond to the item-stimulus. Therefore, an
"item type'" consists of the combination of an item-stimulus and an item-
response. The tested response behaviour refers to the accuracy, speed,
or quantity of the testee's responses to an item-stimulus.

The comprehension objectives listed by way of example (Cohen, 1980,
p. 58) are understanding:

(a) the explicit or implicit meaning

(b) the conceptual meaning

236
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(c) the commmicative value of the text

(d) the relationship between one part of the text and another through

cohesion devices
(e) a grammatical yelationship between words

7. Examples of these formats are: Compositions, oral presentations (open-
ended) ; multiple-choice, True/False, matching (closed-ended) ; combina-

tion, completion, cloze (restricted-response).

8. See Dolanyi (1981) and Ross-Jones (1981) for a detailed discussion of
the needs assessment and objectives components of the project.

9. Naturally, we are aware that as long as linguists and psychologists are

unable to reach a consensus concerning the precise nature of the rela-
rYocesses),

tion between language and thought (in the sense of cognitive p
there can be no clearcut definition of the term "comprehension". For the
time being, therefore, we are obliged to continue teaching and testing
comprehension within "apattern built on eclectic traditions and support-
ed not by an adequate theory of reading, or of language, but by a con-
siderable body of empirical data" (Harris,1979, p. 29), while exploring
at the same time the possibilities of less conventional testing proce-

dures.

10. See Rajani and Villoria (1981) for the rationale behind this aspect of
the teaching of ESP within a commmicative-functional framework.

11. See Curiel (1981) for in-depth information concerning materials used in

the ESP courses.

11 be dependent to a large €x-

12. Clearly, progress in the first aspect:mi
d. We may conclude, as«

tent on any advances which are made in the secon
Harris does, that ''testing of reading in ESL is presently in the same
state of flux and uncertainty as the fields of language testing and read-
ing generally...A nurber of item types have been identified which seem
at the very least, to correlate highly enough with the conventional tests
to deserve consideration as replacements. It is still too early, however,
to say whether any of these will ultimately pass the theoretical and
ragmatic tests that should secure their general acceptance" (Harris,

1979, p. 29).




BIBLIOGRAPHY

Alfonso, Genoveva: 'Procedures to Follow in the Evaluation of ESP Courses",
(unpublished) 1981.

Bloom, Benjamin et al: Evaluacifén del aprendizaje (Vol. 1), Troquel, Buenos
Aires, 1975.

Carroll, B.: Testing Commmicative Performance: An Interim Study, Pergamon
Press Oxford 1980.

Cartier, F.: '"Criterion-referenced Teating of LanguageSkills'". In Papers on
Language Testing (1967-1974), TESOL, 1975.

Cohen, A.: Testing Language Ability in the Classroom, Newbury House Publish
ers, Inc , Massachusetts, 1980.

Cooper, R.: "Testing". In Teaching English as a Second Language: A Book of
Readings, H.B. Allen and R.N. Campbell (eds.), Mc.Graw-Hill, 1972.

Curiel, Dolores N.: '"Materials Development: A Necessary Task in the Field
of ESP'", (unpublished) 1981.

Dolanyi, Ana Maria: 'Needs Analysis- First Step in ESP Course Desigm",
(unpubllshed) 1981.

Gage, N. and Berliner, D.: Educational Psychology, Rand McNally, 1979.

Gradman, Harry: "English as a Foreign Language (EFL)". In Classroom-Relevant

Research in_the Language Arts , H. Shane and J. Walden (Coordinators),
Association ftor Supervision and Curriculum Development, 1978.

Gronlund, Norman: Stating Objectives for Classroom Instruction, Macmillan
Publishing Co., 1978.

Harris, David: 'Testing Reading Comprehension in ESL: Background and Current
State of the Art", TESOL 1979.

Oller, J.: Language Tests at School, Longman, 1979.

Pimsleur, P.: '"Testing Foreign Language Learning". In Trends in Language
Teaching, A. Valdman (ed.), Mc Graw-Hill, 1966.

Rajani, Sonia and Villoria, Nora:'Theoretical Considerations about
E.S.P." (unpublished), 1981.

Ross-Jones, .Sharon: '"The Objectives Experience in "An Experiment in

SYStematlzed Course Design for ESP at th Simén Bolivar',
(unpublished) 1981. gn e Unlver51dad

Spolsky, B.: "Language Testing- The Problem of Validation'. In Papers on
Language Testing (1967-1974), TESOL, 1975.

‘Villarroel, César: Evaluacién de los aprendizajes en la educaci6n superior,

Caracas, 1974.

233




=

-~ CHAPTER VI
PROCEDURES TO FOLLOW IN THE EVALUATION OF E.S.P., COURSES

Genoveva Llinares de Alfonzo _~

1., Introduction

The term 'evaluation' is familiar to anyone who in one way or an-
other deals with teaching. For most people it brings to mind the
related term 'testing'. Yet, 'testing' is only one manifestatidn
of 'evaluation'; 'evaluation' 1is ultimately associated with a great

number of functions and processes. As Beggs and Lewis put it:

"Teachers evaluate students when they assign grades.
Principals evaluate teachers when they rate theit in-
dividual teaching capabilities. Superintendents eval-
uate principals, and school boards evaluate superin-
tendents.Teachers evaluate their instructional mate-

rials, and students evaluate their teachers".
(Beggs and Lewis, 1975,p.6)

In order to cover all areas mentioned above, a definition of eval-

uation should be broad and flexible. Dressei's definition appears

to be a very suitable one:

"An evaluation is both a judgment on the worth or im-
pact of a program, procedure, or individual, and the
process whereby that judgement is made".

(Dressel, 1976,p.1)
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2. Evaluation as a Part of Curriculum Design . .

For the purposes of this paper the term 'evaluation' encompasses
~one of the seven steps of a project.(1) When a piece is taken a-

way from- the whole, as in our case, itqbecomes more difficult to

understand its functioning and functions within that whole. It

is therefore necessary to consider the complete set of steps which’

make up the process of systematizing E.S.P. course design, so as

to clarify the one step with which we are concerned here.

Several authors facilitate descriptions of the above process from
» “the perspectives of both the general field of curriculum develop-
ment, and the fig%d of E.S.P. Apart from slight differences in
style, terms used, and specificity of each stage, all models fall
into a general pattern. As an example of this, and for purposes of v
clarification. a chart is provided comparing the models given by
Gagné and Briggs (1974, p.2é8) and Mackay (1980,p.9) and with our
own version, seen as a result of thé'blending of the core featdres

present in both models.

1

This paper is part of the project ''An Experiment in Systematized Course
Design for E.S.p.at: the Universidad Simén Bolfvar" , in

which a group of professors are engagea in the task of designing courses
for students in the areas of Architecture, Biology, Computer Science,
Electronic Engineering, Mathematics and Urban Planning.

! .
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- Gégné and Briggs - Méckéy E.S.P.Poject (U.S.Bi

1.Analysis and iden- 1. Basic information | 1. Theoretical
tification of needs gathering. ~  framework.

2.Definition of goals 2. Needs analysis
and or inctives
3. Objectives

-

3.Identification of 2. Development:texts,|4. Materials pro-
ways to meet the teaching points, duction.
objectives, teaching materials
5. Teaching strat-
4,Desing of system egies.
components.,
6. Testing.

5.Analysis of re-
sources,

6.Selection or de-
velopment of ma-
terials.

7.Design of stu-
dent assessment

procedures,
* 8,Field testing: 3, Formative eval- 7.a.Short-term
» formative eval- uation. evaluation,
. uation, -
4, Summative 7.b.Long-term
9,Adjustments, re- evaluation, evaluation,
g visions,

10.Summative evaluation|

From the above it would appear that course evaluation occurs at the
end of the design process.It should be remembered though that for
any evaluation to be usefu} it should take plece in a cyclical fash-

ion, An item is evaluated, impyoved, tried out and evaluated again in

a never ending sequence.




3. Kinds of Evalﬁation

3.1, Formative and Summative Evaluation

The evaluation of courses has commonly béen assigned the two varied
functions of a) identifying strengths and weaknesses within lessons,
units, or programs, and b) assisting planners in the procedure of
decision making towards improvement. These two uses reflect the u-
sual distinction between formative and summative evaluation, pre-

sent in the previous tables,

The difference between the two types extends itself also to the

time time of application of each one, and to the persons who gather
and use the information, Formative eValuation takes place while the
program or course is being developed, and the most suitable person

to carry it out is the teacher who can perceive the advantages or
shortcomings of an element while it is being tried out in class. Sum-
mative evaluation, on tke other hand, is undertaken when the deve-
lopment of the feature in question,i.e., lesson, unit or program,

hés already been completed., It rests on information gathered by
oﬁtsiders and serves to help planners or administrators make deci-

sions concerning the final adoption or rejection of an item.(Gagné

and Briggs 1974).




e J

3.2, EValuation of Processes

Among the many aﬁthors who deal with the different kinds of eval-
uation thét shoﬁld be carried out we find Dressel (1976), who sug-
gests the following main types:

- planning or developmental evaluation

- input evaluation

- process evaluation

- output evaluation

interestingly enough, each one of these evaluation. types can be
identified with one or several of the steps we have mentioned to
be integrative of course design,i.e., planning evaluation is equi-
valent to what we have done trough our needs analysis and objec=-
tives stages,; inpﬁt evalﬁation is equivalent to our stages of ma-
terials prodﬁction, teaching strategies, and testing; process eval-
uation is eqﬁivalent to what we call short-term evaantiéh.-and

output evaluation identifies with our long-term evaluation,

With respect to the.relationship between the formative and summa-
tive types of evaluation and the four types mentioned above,Dressel

has stated:

"Gennerally, planning, input, and process evaluation
are tentative and formative -they are used in deve-
loping a program, Output evaluation, to the extent
that it is used for feedback,development of alter-

natives and improvement, is also formative,To the
extent that it is used for retaining, modifying,re-
placing, or eliminating a program, it is summative.
Thus, summative and formative refer more to the nat-
ure and finality of a decision than to the role of
evaluation". (Dressel,1976,pp.16=17)
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Having already covered the stages of planning and input evalua - : .
tion sy the types of evaluation needed to still be carried out

are process and output evaluation., Here we will deal with process
evaluation, However, some attention will e given to output eval-

uation as well.

4, Evaluation Within E,S.P, Courses at U.S.B.

We feel that Cronbach's definition of evaluation is particularly
appropriate within the framework of this project:
"Evaluation is the collection and use of information

to make decisions about an educational program"
) (Cronbach 1975, p.399)

In the following sections we will be specifying the kinds of in-
formation and decisions we are dealing with, and explaining the v

means used to carry out the collection of data,

As has been pointed out before, the objective of the project as
a whole is that of giving the design of E.S.P. courses a common
framewdrk. Due to the vary specific nature of these corses it is
impossible for a equivalence to exist between them. What we do

think should exist are common reference points -common ways of

doinf things., Since each professor undertakes each step indivi-
dually for her séecific course, the ultimate objective of this
part of th@*ﬁioject is that of providing each professor with .
common instruments and proced&res for the evaluation of the res-

pective materials. The materials to be evaluated ‘include texts,

© xercises, audiovisual materials, and test materials,
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Interestingly enough, in this project, the people who carry out
evaluétion are the séme ones who teéch and develop the courses-
they fulfill the dﬁal fﬁnctions of planner and teacher: More-
over, these coﬁrses ére being designed and taught simultaneously,
by'virtﬁe of which, decisions whether to keep, modify, or dfs-i
card units are continuously taking place. In this respect Cooley
and Lohnes' observations arg.quipg pertinent:

"There is debate today over who should be conducting
evaluation studies.Some claim that developers of new
educational means should not be engaged in evaluating
the effectiveness of those means because of their ob-
vious bias in favor of them . This is like saying that
Priestley's experiments in oxygen should not be believed
because he was biased against the phlogiston theory of
burning, or that Galileo's observations with the teles-
cope should. not be trusted because he was obviously Jjust
trying to support the Copernican theory of the solar
system, What tends to keep researchers honest is the
publicly available record of what they did and what

they found, and not a godlike objectivity which some
people seem to feel those doing evaluation should ex-
hibit." (Cooley and Lohnes 1976, p. 2)

4.1. The Information

Process evaluation deals mainly with the interactions which take
place within the teaching~-learning process,i.e.,interactions of
students with people(teachers), things(materials), and prectices

(exercises - activities).

With regards to the teacher's role in the teaching learning pro-
cess, we completely agree with Stanford and Roark when they state:

"Our viewpoint is that teachers and students should have
the same basic goals, and that differences, if any,

: 24
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should be . in emphasis and methods. By this we mean that

in any given educational endeavor all participants should
share the same basic goals even though there may be a di-
vision of labor and wide variation in procedures and spe-
cific objectives, By being a participant, the teacher con-
structively lowers the barriers between teacher and stu-
dents and increases the probability of cooperative effort,
thus making it easier for students to identify with tea-
chers and with school., Teachers should still take respon-
sibility for their classroom but they will do it as par-
ticipants in a community of learners engaged in a joint

1 "
learning venture." (qi . eord and Roark 1974,p.10)

It stems from the above that when evaluating teacher performance,at-
titudes that stimulate students' participation should be searched
for,i,e.,it should be checked whether a) course or lesson objec -
tives have been clearly explained to students, b)the teacher regu-
larly verifies students' understanding, c¢) students are led to draw
conclﬁsions and are not provided with pre-established ones, d) the
teacher tries to establishM}n the classroom a feeling of mutual res-

pect and understanding, etc.

The overall objective of E,S.P, courses at U.S5.B, is that of ena-
bling students to deal efficiently with texts(written or oral) in

English they will encounter in the course of their studies.

It has been stated (Curiel 1981) that texts should be authentic,
i.e,, the same és or 'similar' to the ones students will be deal-
ing with, This similarity should hold in relation to the topic
dealt with, the length of the texts, style and linguistic forms
present, as well as level of conceptual difficulty, The information

lr-equir'ed in order to assess the adequacy of texts is based on the

ERIC
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If exercises are viewed as ways of dealing with texts, they should
concentrate on activities thét prodﬁce or reinforce the kinds of
knowledge thét are presﬁmably needed for understanding texts. As

an exémple we might mention some of the kinds of knowledge that,ac-
cording to Goodman, are involved in reéding:

-word recognition

-word formation

-exposition techniques

-recognition of ‘grammatical units

-rhetorical organization ‘ T '

“(C£. Curiel 1981)

Hence, exercises should be; a) varied, to allow for different kinds
of knowledge to be exercised, b) repeated, to reinforce knowledge,
c} useful, to work towards the gchievement of the objectives, and
d) releQant, i.e., closely related to the texts. Exercises can be

eQaluéted as adequate if they are proven to possess the desired

characteristics mentioned above,

It is necessary first of all to regard tests and other activities
sﬁch és expositions, reports, group work, etc. as teaching material
as well. Archibald mentions that in a student-centered program,such
és in the E.S.P, courses at U.S.B. testing is carried out with the
students and not on them. (Archibald 1981.,p. 5-4)Testé are useful
as teaxhing materials because they can be viewed as exercisesyas
well. When the teacher goes over the answers and the students real~ -
ize where they failed and why, this gives them a hint as to the
objectiﬁes they dc not yet master. It also provides them with a re-

view of information previouély given.jThe results of q test give the
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teacher feedback about the objectives that have or have not been
achieved, But, in order for the teacher to regard the information
as Qalid, féctors which coﬁld interfere with stﬁdents performance
Should\be rﬁled out. Some such factors could be: insufficient a-
mount of time to do the actiQity, difficdlt phrasing of the quest-
ions, type of anéwer expected (short multiple choice or long open-
ended questions), The teacher should search for the absence or pre-

sence of these 'noise' factors.

4,2. The Decisions

We are deéling here with the formative aspect of evaluation. Once

vhe information is gathered the planner has a basis for making de- »
cisions as to whether an item should be kept as originally designed,
modified or rejected. It is important to say here that these deci-
sions are left to each individual teacher, The information obtained
dﬁring trial applications of materials is not designed to compare
and/or qﬁalify any of the courses as better or worse than any other,

(cf. part 4)

4,3.The Instruments

After determining the kinds of information to be obtained and the
use for which it was intended the steps to be followed for this v
part of the project were defined as:

~the design of information gathering instruments.

~the establishment of conditions for their application.
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~-the determination of ways to record and interpret information.

these steps will now be considered in more detail:

4,3.1. Design

We feel that when studying classroom events the people who can
more appropriately talk about them are those directly involved in

such events,i.e.,the teachers and the students.

It has already been mentioned that each individual teacher is per-
fectly capable of identifying and signaiing weaknesses within the
materials used, but, the ‘teacher's point of view reflects only one
. side in a two-sided matter, the students being the other and most
» important participant. Since it is the students who are ulpimately
the 'consumers of the product', in the sense that they are the ones
who will need to use English as a tool, they should be the ones to

judge whetner their needs are being met.

According to Marsh et.al.,

"the most common criticism of student evaluations is
that they are biased by variables unrelated to teach-
ing effectiveness...there is considerable evidence that
e most background variables such as class size,reasons

~ %" for taking the course, workload...have little relation-
ship to such ratipgs." "There is considerable evidence
that students can differentiate between factors of ins-

. truction ." (Marsh et al. 1975)

v ‘i

’ Bearing in mind the abévé considerations, a questionnaire(Appendix 1)
wéssdeveloped to gathei students'opinion about teachers attitudes

and the use of different materials. (at this point it would seem
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profitable for the reader to refer back to section 4.The Infor -
mation 5 The questionnéire consigted of two questions about the
adequacy of the materials used in class throughout the corse, re-
quests for the students to list the course aspects they had liked,
and the ones they considered should be improved, and a list of pos-~

sible teacher's attitudes for students to check how frequently they

had been oObserved.

After a pilot run of this questionnaire was performed the project
members came to an agreement about giving more emphasis to the ma-
terials used and to leave the evaluation of teachers to be carried
out latter on. This was done in the light of the follbwing consider-
ations: “
-If both variables (teacher-materials) were evaluated at the same
“time the results could be confusing. As Dressél has stated: |

"Process evaluation must be specific to each process

element if it is to be definitive on these points.

element if it is to be definitive on these(Dressel'1976,p.16)
-If more detailed information were gathered about the different ma-
terials used, this would certainly help teachers improve specific
items, and move faster towards completion of course design.
QThough teacher attitudes are very important, it is also true that
they are much more difficult to evaluate because of the feelings

involved. Furthermore, very often teachers disagree upon the best

attitude to take in certain respects,

~-The aspect of teachers performance does not have to be ~oimpletely
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set aside., Our university offers a course in methodology of tea-

ching to all professors interested. There, teachers work under

the student-centered approach and are evaluated regularly for

feedback on performane. Most project members have already taken

the course, and all others are committed to take it soon,

As a result of this a secondquestionnaire»ﬁas developed. (Appendix 2)

shortcomings as well:

because it required ‘uch writing.

translate each question.

for analyzing the data and tabulating the results,

- » P 25_‘_

The questionnaire which was given in English, cohéited of seven
questions.of the yes/no type, each followed by a request for an
explanation of the answer given. At first it was felt that this
format was appropriate in order to obtain as much information as
possible. Later it proved instead to be a disadvantage, and we
had to relinquish the possibility of obtaining such divefse in-
formation in favor of gathering more coherent data. When a pilot
test of this questionnaire was run, it.was evident that revision

- and changes were definitely necessary because of the following

-Students were rather reluctant to complete the questionnaire,

-Students took a long time to complete it because they had to

. -Since the questions were completely open, the. students gave all

sorts of different answers which made it unnecessarily complicated




-Each question concentrated a great amount of information, not

allowing for specificity of daté. An example couldAUe'when stu-
dents are asked about the topics dealt with in the 'materials’';
there were no previsions made for requiring the student to dif-
ferentiate between the different kinds of materials. In fact, the
topics could Le very appropriate in one kind of material and not
in another, but the question did not force the students to make

such distinctions. It was also abvious that the inclusion of

tests within the same broad category of 'materials' impeded the
addition of questions that arise from the very specific nature
of these instruments, but that do not concern other kinds of ma-

terials.

In an attempt to overcome the disadvantages mentiovngd above, a
new questionnaire was designed (Appendix 3) along the following

lines

-Short questions of the multiple choice type.

-Questions written in Spanish.

-Clear division into four sections,namely; texts, exercises,

audiovisual materiéis, and evaluation activities, in order to:

i. identify the kind of material being dealt with in each case.

ii. include specific qﬁestions dealing with testing materials, ‘
-.Sub-division of original questions for providing the possibility -
of zeroing in on tﬁé specific point being dealt with ,For exam-

ple, question N2 of the second questionnaire was included on

Q e 5~
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this questionnaire as questions 4 and 5).

Two items were included in this qﬁestionnaire that were previosly
absent.They were: a request for students to gi?e their overall
academic averagé as well as a request for students opinion about
the instrument itself.It was thought that the former might shed
some light on a student's answers. The latter arose from the con-
sideration that students might not like to be asked about their

average, and that they should be given the opportunity to say so.

If this was the case, we would ‘%willing to elliminate the re-
quest for such information . T questionnaires were to be filled
out anonimously, put students had to indicate the point they had

reached in their professional studies at the U.S.B.

A pilot rﬁn of this qﬁestionnaire was performed.It was found to
be an appropriate instrument, since it provides clear and speci-
fic information about the different materials being evaluated,and
that information is easy to record and interpret. As such, it
has been adopted to evaluate the materials developed for each E.

S.P. course,

4,3,2, Application

The questionnaire is to be applied several times during a term.
This stems from the fact that the content of each course is di-
vided into two or three units per term, The formative aspect of

this evaluation requires that each unit be tried and evaluated

253
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Separately thus allowWwing teachers to pinpoint weaknesses and
to correct or discard only the specific item of the unit in-

volved,

Students are asked to fill out the questionnaires in the class-
room, ih order to give them the oportunity to requestl claritr 3=
tion of any doubts while providing the teacher with feedback on

any defects inherent in the instrument,

The questionnaires are handed out in class after the evaluative
activities for the corresponding unit have been carried out, so
that students can provide feedback on these, but, they are not
given immediatelly after handing out the students' grades, Fecl-
ings of frustration or satisfaction could bias the information

either way. -

4.3.3. Recording and Interpretation of Data

Data obtained will be recorded in charts like the ones given
below, Each teacher is expected to record and interpret the in-

formation concerning her course, and to use it for the improve-

ment of defective items.




I II I1I IV
1 tZ 3} 4l sl 1] 21 3} 41 1 23 41 11 2} 34 415
NN
B
|
. ; C
!
D
Tot,
I, texts: II1, Exercises:
1. topic 1. variety
2. concepts 2. quantity
3. length 3. usefulness
4, vocabulary 4, relation with texts.
5. gram, structures.

III. Audiovisual material. IV, Evaluation activities:
1..relation with theory. 1. relation with class activt@f
2. quantity. 2. quantity.

3. vocabulary 3. length/time available
4., sentence construction, 4, question type.
5. answer type.

Each question in the questionnaire is followed by four choices.The
first: three allow for dualification of the material, the fourth

is a provision in case the students, for any reason, feel they are

‘not in a position to judge,i.e., if for example they are asked

about the appropriateness of the audiovisual materials when, in ef-
fect they have not been used in class, they should choose answer
4:not applicahle., The first three options were organized for all
gquestions in the same order, so as not to confusé the students. The

ordering could be labeled 'from the most to the least', or something
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similér. The following examples might be helpful to illustrate

this:
a. the topics were: b. In length, the readings were:
__very interesting __long
__linteresting __appropriate
_of little interest __short
__not applicable __. ot applicable

As we see here, for question 'a' the ideal answer is the first,
while for question 'b' is the second. In order for the teacher
to locate ideal answers very quickly, the places were they go

in c¢he table have been marked with thicker lines. The other ans-
wers will always be considered negative without one being pre-

ferred over the other,

5. Results of the Inquiry

The very nature of this project rules out the possibility of giy -
ing general, final or conclusive results., We can however confirm
that: a) we are satisfied with the instrument which has proven
to gather relevant and specific information which can be easily
tabulated and interpreted; b)materials development for E,.S.P.
courses seems to be going in the right direction-materials de-
veloped to the present have turned out to be fairly appropriate;
and c)as a result of the information available in each case in-

dividual professors have taken steps towards improvement. Whether

R36
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they have succeeded or not is a question that will only be ans.
. wered once these materials are used again and information concera-

- ing appropriateness is once again gathered.

6. Further Considerations

Up to this moment our efforts in the area of materials evaluation
have been concéntrated on what is commonly called 'short-term eval-
uation'. Our immediate needs, as well as the time factor(courses
being designed and taught at thé same time) have been decisive in
determining this aspect. We must, nevertheless, remember that we a
are preparing students to use English as a tool for understanding
the texts they will indeed have to deal with during their studies.

Wher we effect short-term evaluations we are faced with one very

important constraint, namely,we are asking the students to compare

v our materials to the texts in English used in their fields, at

a point when some of the students have not yet had the opportunity

or the need to deal with such texts.

Follow-up studies,i.e.,'long-term evaluation' would perhaps yield
more valid information with regards to the appropriateness of our
materials. It would certainly be a way of obtaining information

about the ultimate contributions of these courses to students'

’ performance. But, as expressed by Cronbach:

° n,..the completion of such studies is so far removed
in time from the initial instruction that it is of :
minor value in improving the course..."{(Cronbach 1975,p.406)

~




We are still working on the development of materials for our
courses, Only after an exhéusti&e formétive evalﬁations of these
materials has been carried out, will we be able to adopt them on

a 'permanent' basis, and only then will we be able to undertake
serious follow-up studies of their effectiveness. Considerations
have already been made as to the type of instruments and proce-
dures we would need to develop in order .to carry out long-term e -
valuation.Members of our group have showed interest in undertaking
projects in this area, but much thought has still to be given to
the matter. Whatever the results are of such an inquiry, they

should be the subject for other papers still to be written.
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APPENDIX 1

DEPARTAMENTO DE IDIOMAS

ENCUESTA

I EL CURSO:

1. El material (en general) utilizado en el curso fus:

MIcHo
1
Apropiado

ADECUADO
2

Estimulante

De tu agrado

2. El uso de material audio-visual fu&:

Apropiado

Util

De tu agrado

3. Los aspectos mejorables del curso son:

4. Los aspectos que me agradaron del curso fueron:

20y
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10.

1.

12,

13.

14.

15.

E1 PROFESOR:

. Identifica claramente el problema

Verifica comprensifn

Obtiene de los estudiantes informa-
cién pertinente al problema

Conduce a la verificacidén de las
hipbtesis propuestas

. Muestra una actitud de respeto y

atencién a las preguntas y res-
puestas de los estudiantes

Formula preguntas claras y precisas

Da tiempo para pensar las respuestas

. Fvita sugerir la respuesta

. Verifica conocimiento previo a

través de preguntas

Verifica aprendizaje a través de pre-
guntas

Pide clarificacién y justificacidn
de las respuestas

Invita al estudiante a identificar
los puntos correctos y los errores

Destaca puntos claves de la respues-
ta dada para llevar al estudiante a
reformular la respuesta
Hizo sentir al estudiante como:

a. su compaiiero

b. su discipulo

Utilizo un buen sistema de eva-
luacién

6-23
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APPENDIX 2

SHORT TERM EVALUATION OF COURSE MATERIALS

CAREER YEAR; 1 2 3 4

In the following questionnaire you will be evaluating the materials

you have seen in class. The information you give will help your teacher
improve his/her English course. Please answer the questions carefully.
(You may answer in Spanish) ‘

1. Was the content of the material revelant to you in your special
field? (By CONTENT we mean TOPICS DEALT WITH IN THE READINGS) .

Yes . Please explain:

. Please explain:

2. Do you find the language used in the materials comparable to that
which you will or are using in your studies? (By LANGUAGE we mean
THE VOCABULARY, GRAMMAR STRUCTURES, LEVEL OF LANGUAGE DIFFICULTY, ETC.)

a. ARE USING: Yes . Please explain:

No . Please explain:

b. WILL BE USING:

Yes . Please explain:

No . Please explain:

3. Do you find that the materials are authentic? (By AUTHENTIC we mean
YHE TYPE OF READINGS YOU WILL USE FOR YOUR STUDIES)

a. style of writing: (explanation, instructions, hypothesis, argumental,
descriptive.....etc.)

Yes . Please explain:

s

e

g2
by
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No . Please explain:

v b. length of readings:

IS Yes . Please explain;

No . Please explain:

c. level of conceptual difficulty:

Yes . Please explain:

No . Please explain:

4. Is there sufficient VARIETY in the exercises done in class?

Yes . Please explain:

No . Please explain:

—

GIVE SUGGESTIONS;:




E
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APPENDIX 3

Estimado estudiante :

El Departamento de Idiomas en su deseo de perfeccionar los cursos ‘de Inglés
que se imparten para las diferentes carreras solicita su colaboracidn e la evalua-

cién objetiva y constructiva de dichos cursos.
A tal efecto le agradecerlamos responder este cuestionario con la mayor sin-

ceridad.
No es necesario que usted se identifique.

Si necesita alguna aclaracion levante la mano y el profesor le ayudar3d gusto-
{

samente.

GRACIAS POR SU COOPERACION.=-

INSTRUCCIONES =«

Este cuestionario serd utilizado para evaluar la (s)
unidad{es) de trabajo empleada (s) este. trimestre. Lea cada pregunta cui:lzdosamente

y seleccione la opcidn que mejor se adapte a su criterio. Si la pregunta no :iene
relacidn con el curso ( Por ejemplo : se le pregunta si los materiales audio-visua-
les fueron apropiados, cuando en el curso no se emplearon estos materiales) selec-

cione la opcidn '"no aplica'.
I. Comparando los textos (lecturas) utilizados én esta unidad con aquellos que
debo leer (en Inglés) durante el curso de mis estudios. Los empleados aqui me

parecieron :

1. En cuanto a los temas : : } 4, En cuanto al vocabulario :
muy interesantes dificiles
_ interesantes adecuados
. poco interesantes faciles
no aplica no aplica

En cuanto a las estructuras:

2. En cuanto al contenido (conceptos—teoriax 5.
gramaticales :

faciles )
= de dificultad adecuada complicados
dificiles adecuados
no aplica sencillos
no aplica
" 3.7En extensiodn:
largos
adecuados
cortos
no aplica
COMENTARIOS : z

O
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(actividades) realizados en clase me parecieron

» 11.Los ejercicios

. 1. En cuanto a la variedad : 3. En cuanto a su utilidad (relacidn entre
muy variados el ejercicio y el objetivo que se per=

adecuadamente variados sigue) :
poco variados muy Utiles
no aplica dtiles
poco iitiles
no aplica

2. En cuanto a la cantidad :‘

demasiados .
suficientes En cuanto a su relacidn con los temas

y/o textos tratados :

‘pocos

no aplica muy apropiados
apropiados
poco apropiados
no aplica

COMENTARIOS :

I11. Los materiales audio-visuales empleados me parecieron

N 1. En cuanto a su relacidm con la parte tedrica del curso
muy apropiados

apropiados

poco apropiados

no aplica

|

L 4
2. En cuanto a la cantidad : 3. En cuanto al vocabulario :

demasiados dificiles

suficientes adecuados

pocos _ faciles

no aplica no aplica

I

R

4. En cuanto a la construccidn de las oraciones
~ complicados
adecuados
sencillos
no aplica

COMENTARIOS :

IV. Las actividades de evaluacidn me parecieron :

»
1. En cuanto a su relacidn con lo visto en clase
" 'muy apropiadas
apropiadas )
poco apropiadas
no aplica

il
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3. En cuanto a la relacidn entre 1la

2. En cuanto a la cantidad :
longitud y el tiempo disponible :

muchas
suficientes ; largas
pocas adecuadas
no aplica cortas
’ no aplica
4, En cuanto al nivel de dificultad :
\

a) planteamiento de las preguntas b) respuestas exigidas
dificiles A __diffciles
adecuadas ' adecuadas
faciles _ faciles
no aplica no aplica

Por favor indique su afio de carrera e indice académico aproximado .

afo de carrera : 1 2 3 4 5

R

Indice aproximado.
menos de 3,
3'5 .

6
4.5
5

LE AGREDECERIAMOS INMENSAMENTE CUALQUIER COMENTARIO QUE QUIERA HACER SOBRE LOS
ASPECTOS MEJORABLES DE ESTA ENCUESTA.
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CHAPTER VII

THE METHOD OR THE HOW TO

IN ESP COURSES

Sonia Villegas de Rajani
- _ and

Nora Soto-Rosa de Villoria.

1. Problems iﬁ Defining What Methodology is

Methodology being suéh an ésseatial and basic element in the

teaching process, it would seem that finding an adéquate

definition would be an easy'task. However, Qhen one begins

reviewing the literature on language teaching in searéﬂ’fé? some

gtatement defining exactly what methodelogy is, one encgunters

- instead a plethora of terms and nomenclatures. But nowhere is
there to be found.a definition which might help us understand’
the dynamics involved in the teaching strategies used in the

language classroom.

One of the difficulties in Jdefining any enancspt in ELT is
precisely the vast number of terms and their different connotations.

"Over the years, teachers of language have adopted,

adapted, and developed a bewildering variety of

terms which describe the activities in which they

engage and the beliefs which they hold."” v
({Anthony, 1963, p.1) g

Each individual has his/her own way of naming concepts or idzas
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and of interpreting them. Thus,.a systematization of the
terminology has not been possible until now. Devon Woods among
others has described this situation as a "communication block"
in which the two parties involved (the theorists and the
language teachers) have difficulties in communicating with

each other on the same level.

It has also been argued that classroom.fechniques are "personal
and outSide the'scope of the ﬁheories of language and‘iearning"
(Woods, p.l). Theréforeh‘how can there be an exchange of'
informotion thot is.goovindividuéiistic and spécific to be of any

use to other people?

Another difficulty found in the quest for a definition resides in
the fact that since methodology has been viewed as an individual
process with an individual stamp on it, it is rather difficult to
make comparisons among other diverse approachea. Moreover, it is
no easy task to determlne how the participants in the teaching
process, i.e. teacher, student, curriculum designer, etc, view
the pragmatic and theoretical elements involved in this process:
"Thus we can be faced with a sit
various participanks in the teachinsg -
students, researchers, educators, suparvisors,
curriculum workers-hold idiosyncratic views with
respect to the relationship of the underlying

theoretical rationale to the associated c¢lassroom
practices. " (Woods, p. 12)

There are other problems involved in the dafinition of methodology

such as the blurred distinction between the materials production




s
process and the actual use of these materials in a ;lassroom.
Although theoretically there %s a difference,in practice the
borderline between the two is unclear and often confused. A dood'
example of this confusion is the fact that generally the main
emphasis in course design projects is on the materials production
stage, the aspect of methodology being left up to the. teachers~-
no guidelines are given concerning how the materials should be
dealt with in class.It is important to clarify that we feel the
productlon of materlals is a bas;c step in curriculum design. But
it is also true that a descrxptlon of the teachxng strategles
should be included ip every course des;gn.as well.
Finally we might add that a justification for the absence of a
definition of methodology in language teaching‘could be the-
fact that up until several years ago, before the advent of the . _ .
communlcatlve approacih and ESP, the best strucLured courses were
those geared towards the beginning student. These types of courses
had a lot of information for the teacher on classroom procedure
Courses for more advanced students, however, were less structured
and-consequently lacked that important information.
from whac has baen discuss=2d 30 far, we might be tempted to
conclude that the search for a definition of methodology 1is a
fruitless enterprise. After all, why do we need to define metho-
dology? Isn't it something which comes naturally with time
and experience in the teaching précess? The fact is that it is

important to base our teaching on firm grounds, to specify
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' We may start from a more general viewpoint, i.ec. by searching

.o . 7-4

what methodology reaily invblves and to combine the artistic

.

aspect of teaching with a scientific analysis of its underlyind
strategies:

"In today's world any educator worthy of the
name is deeply uncomfortable if he can not
believe thet his work bears some demonstrable
relationshlp to established scientific fact."
(Prator, 1964, p.2)

Furthermore, our success as educators depends very often not

only on how much we know or how well we have prepared cur

materials but also on how we use them in class: ¢

"...in the teaching situation it is the methods

used more than any other' factcr that determine
thHe results achieved."” (Pprator, 1964, p.1ll)

2. A Definition of Methodology

Thus overcoming the difficulties of unifying different éfitefiam
in the definition of teaching strategies, we will attempt to

determine for our purposes the limits of such a definition.

for the definition of methodology in the general area of education.

According to Luiz A, de ilattos, tne didactic methed involves

"the rational and practical organization of the resour-es and
pProcadures of a teaching with the purpose of guiding the learning
process of students towards the preéicted ahd expected results,
t.e. to take the student from fhe situation of not knowing
anything to the satisfactory and firm control of the course's

subject matter." (Mattos, 1963, p. 82)

iy




The Brazilian pedagogist adds that this method is, based on five

-~ -

important principles:
-the principle of purpose -
-the principle of sequence
-the principle of adequacy
~the principle of economy
-the prinétple of.orientation
and also that there are three basic elements: the didactic
language, the auxiliary resources and teaching materials and
finally the didactic action.
By breaking down this definition, we can make several statements

concerning the role of methodology in a teaching situation.

First of all, this organization of resources and procedures has
to be a well-plannéd and weil-thoﬁght ou% stage; It shoul& not
be something done on the Spur of the moment. Nevertheléss, tha
method requireé the teacher to be practical and flexible in his/
her techniques iﬁ order to meet the needs of the students.Sometime
'by being too strict and fixed in our teaching behavior we may

hinder more than help the learner.-

The five principles givan by Mattos conscitute a globa; View Qf
what methddology should be concerned with. The needs of the

students and their purpose in learning a Zoreign language '
become the most important element in a tezching situation

followed by the sequencing of all the structures and materials




used to meet these needs and purpose.
The adequacy of our materials or resources in relation to the
students we have and the kind of structures or concepts we want
to teach determines their use in an economical way.
"Every didactic method attempts to achieve its
objectives in the fastest, easiest and most
economical way, avoiding the waste of time,
materials and efforts, not only on the part of

the students but also on the teacher's."
(Mattos, 1963,p. 83)

L]
Thus. the method used-ﬁy the teacher will be the tool by means
of which he/she will guide the students throuch the realms of

learning.

We can also point out:that the materials .used in é’course are

but one of the elements in its methodology. The way the téacher
communicates his/her knowledge to the student through the language
used and through the class strategies employéd are also essentiai

elements that need to be considered.

At this point it is necessary tc distinguish batw2en three tarms
that sometines are usad iatarchangaably b some p2ople. Matios

makes a clear distinction between resources, techniques and

procedures. He describes resources as being the"physical means"

(Mattos, 1963,p. 86) available for teaching. Things like text-
books, workbooks, the blackboard, maps, charts, audiovisual

materials are all examples of resources.




F At

Techniques on the other hand, are "the rational ways (and from |,
- experience, the efficient hays) of conducting one or more étagés
’ of the learning process.” (Mattos, 1963, p.87) He includes exanples
such as the technique for motivation, for evaluation, for audio-
visual materials, etc.

;
1 s

Procedures are "parts or a set of teaching activities in a specific

stage of the teaching process."’(Mattbs, p. 87) For example, the
procedures used for questioning, for demonstrating, toegive

explanations, etc.

Edward M. Anthony in his article :"2Approach, Method and Technique”.

(English Language Teaching,l17, Jan. 1963) also discusses three

definitions which help to establish some .common grounds in the
terminological aspect of language teaching. These definitions are
. given in a hierarchical order in which "the organizational key is

that techniques carry out a method which is consistent-¢ith7an

approach”.

The first term defined is approach:

"T viaw an approach-any agproach-23 a sabt uf

correlative assumpticons dealing wizn the nature
of language and the nature of language teaching
and learning." (Anthony, 1963, p. 5) s

fiom

Thus the approach deals with concepts ancd ideas related to the way
we view language teaching and learning theories. ESP is an approach%
‘ since it is based on several assumptions cencerning language

. teaching such as the purpose for learning the language and the
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communicative aspect of language.

:
.
- 1

Method, according to Anthény, "is an overallAplan for the orderly
presentation of language material, no part of which contradicts,
and all of which is based upon the selected approach. An approach
'is axiomatic, a method is procedural.” (Anthony,1963,p. 6)He adds
that there are several factors which can influence the method
used. Some of these are related to the learner such as the
student’s mother tongue, his/her age, cultural background,
previous experience with Engiish, etc. Other factors we could
include here are the burpose of the coﬁrse, the number of
students in the class, the durétion of the course, etc. All of
these are variables that will affect the organization plan

developed by the teacher.

The third term defined is technique:

"A technique is implementational-that which

actually takes place in a classroom..It is a

particular trick, strategem, or contrivance

used to accomplish an immediate objective."
(Anthony, p. 7)

From these definitions, it becomes clear that the method is a

plan and that the techniques are stratagil»s used o implement :hak

plan. The former is more general and involves more aspects than

|
|
|
|
|
|
|
\
|

the latter which 1is aimed specifically at a target situation and

is observable.

”

We could add that a lesson plan is the best way to illustrate the
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differences between approach,method and technigque. A good lesson
plan would include thess three aspects but always making a. "
distinction among them. Generally, the approach is stated in an inplicit

manner since the ggggctives and method of the lesson plans would

have to be based on the approach or assumptions that the teacher

F

has in re;atipn to the language and the teaching process. The way
in which activities are organized would constitute the method, and
the specific strategies would be the fechniques.

3. Hethodology and The Communicative Approach in ESP

Due to the fact that ESP courses a the USB are designed within
the framework of the communicative approach, it is important to
briefly review some of the basic concepts of both in relation

to a teaching methodology.

As pointed out in the first chapter of this project (Villoria and
Rajani, 1981), the main characteristics of ESP courses is that

: i
they are learner-centered. It is the learner who determines the

objectives of the course through the analysis of his/her needs,

be they immediate or future. (Ross-~Jones, 1981).

On these bases, Martin K. Phillips, ia his article "Towacds A
Theory of LSP Methodology" {(MacKay R. and Palmer, J.D. "Languages
for Specific Purposes-Program Design and Evaluation” 1981,p.92-
105) states that "the structure of LSP tasks must be determined
by the structure of the behavioral objectives of the learner's

special purpose" and that "this structure must be at the highest



practical level of focus" (Phillips, 1981, p. 97). These two
considerations entail a particular methodolqu both for the
production of materials and the generation of classroom activitie:

Phillips elaborates on four methodological principles.

The first one, called "the principle of reality control”,states
that simplification of tasks to make them more accessible to the
learner can be undertaken as long as it does not interfere with
the paramete;s of the student’'s special purpose. (Phillips, 1981,
p. 98). The second principle éoncerns,"nOn-triviality; and it
refers to the fact that the student must perceive the learning

experience as a meaningful activity.

Tasks to be performed by the student should be relevant to the
special purpose objectives, and if, for’instance,'grgmﬁ;r-iféﬁg' :
have to be incorporated, their teaching should be generated by
the special purpose task. Thus, in ESP great emphasis is given

to relevant language practice. This is where the communicative
épproach with its emphaéis. on "meaningful communication" (Canale
and Swain, 1979) and "commitment to reality"” (Maley, 1980, p.10)
is relevant to the field. Therefore in ©SP courses with a
communicative approaéh, the learner is viewed as beinyg an active

participant not only in the learning process but als> in the

teaching process.

Phillip's third principle, that of authenticity, results from the

porevious two principles and it states that "the langu-ge that

Do
~
cC:
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.....

_stated by Brumfit, in this approach "theory has outrun practice"”

the student acquires through following the LSP course must be
éuthentic,zthat is, it must be the language naturally generated
by his/her special purbose". (Phillips, p. 10l1) Exposure to ‘
authentic language and situaticns will help the learner achieve
autonomy in his/hér encounters with the language by learning how
to cope with the difficulties present in authentic language. The
fourth principle refers to the"tolerance of error” whereby "error
of content and of formal adequacy are to be judged as unacceptable
only to the extent that they entail &#&rrors of communicative -
adequacy" (Phillips, p.103). Instead of designing claésfbom
activities which minimize the po;sibility of error, it is better
"to opt for a policy of progressive elimination of significant

error" (Phillips, p. 104), allowing the learner to make hypotheses

about the structures and the functioning of the language and test
them in communication with native speakers. Pﬂ;ii;ps concludes that
these principles should be applied in classroom techniques
according to the nature of the LSP course. There is not a set of
specificrc1assroo$ technidues that should be considered acceptable -
in a LSP classroom. They can be acceptable as long as they are B

generated by the learner's purpose, the educational context and

the above mentioned princivles. (Phillips. p. 105)

The implications that these factors have in the methodology of
ESP courses are varied and in some cases are not quite clear. As
(Brumfit, 1980, p. l). However, we should mention some of these
implications as a reflection of our .own teaching experience at

the USB.



An important consequence of the ESP approach is that due to the

L]

interrelationship between the subject and the language, the role

- I 1
1

of the teacherin the teaching-learning process-is that of a

facilitator, i.e. in this approach, the teacher needs to be

flexible and adaptable in order to help the student tﬁrough his
learning proceés. As Croft points out, the "ESP teacher's most
acceptable and effective role, in addition to that of pure
language teacher, is not a Pseudoteacher of subject maéter'
students have previously learned or expect to learn in their
speéialist studies or occupations, but as a teacher of things

not learned as part of the courses in these rpecialisms." (Croft,

T 1981, p. 149).

The role of the teacher and the student in the classroom has
- \

significantly changed from that required in the audlolJngual

\
approach, for example. In this approach, the teacher had absolute
control of the input and output the student would receive and

émit respectivelf. This information given and produced by the
student was never allowed to be expressed in the student's
mother tongue and there was almost no tolerance of error. In
the current apprqaches,“there has bheen a visible relakation
the'acéeptance of fhe learner's native ‘anguage and OFf his errors
since the main emphasis is on being able to ccmmunicate:

4 -

"The current thinking considers the student's
creative involvement more important ta the

. 1earn1ng process than the mere av01d1ng of
errors. (Newton, 1974, p. 24)
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To conclude this section we should add that the effect of ESP

on the current state of affairs in the field is summarized in

the following statement:

"..to raise standards, generate renewed
intellectual interest. in a profession which
constantly risks boredom, and offer new

prospects to hardening clients.” (Sinclair,1978,p.1)

4. The Methodologx_in'Reading

4.1. The Readiﬁg Process

As mentioned throughcut this project, reading constitutes our
main teaching objective. Thus, in developing a methodology for
the teaching of reading in an ESP course, it is necessary to

’ take into account the salient characteristics of the reading

process itself ‘as well as the use of authentic materials.

With respect to the reading process, the current literature in
the field describes reading as a selective, tentative, anticipatory
and predictive process (Goodman 1967, Wardnaugh 1970, Smith 1971).

Wardhaugh's description of reading aptly s‘hthetizes the above
; b4

Saatucas:

aQentioned

"When a person reads, a text, he is attempting
to discover the meaning of what he is reading

. by using the visual clues of spelling, his
knowledge of probabilities of occurrence, his

. contextual-pragmatic knowledge, and his syntatic
and semantic competence to give a meaningful
'1nterpretat10n to the text. Reading is not a
passive process,. in which a reader takes something

1 out of the text! wlthout any effort or merely

©
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recognizes what is on the page and then
interprets it,-a process ' in which the stage

of decoding precedes a stage of involvement
with meanlng...Readlng is instead an active
process, in which the reader must make an
active <ontribution by drawing upon and

using concurrently various abilities that he
has acquired." (Wardhaugh in Robinett 1974 p.31)

Therefore, reading "involves an interaction between thought and
language” (Goodman, 1967, p. 3). From the above mentioned
information, we can assume that reading is a complex process. A
great deal of literature has been dedicated to the description
of the reading process, but since it is such a complicated interna
process, it has not as yet been clearly unraveled. According to
Betty Wallace Robinett, "anv one way to teach reading continues
to elude us perhaps because the conclusion forced upon us by
recent research is that the reading process involves some kind
of global attack by the reader on the printed page” Robinett,p.
35)waSkey believes that the reading activities do not merely
| SR
involve a guessing procedure but "has to be something more
systematic" (Eskey, 1973 p. 35 ). For him the ability to read.
is innate:
. "It seems that for reading as for the higher

laval Languaqe functions, che numan mind must b=

ignately »rog cammed and  that che job of the

teacher is to activate, not to create the prodgram. :

Teaching a skill as complex as reading is main}y -

a matter of getting the student moving in the

right direction and providing him with feedback

as he develops that skill to the best of his
largely innate ability." (Eskey in Robinett 1974 p.35)

The use of authentic texts serves as a stimulus to the student

Q allowing the teacher to recreate in the classroom a real-1life

28u




communicative situation.

4.2 Methodological Implications for The Teaching of Reading Skills

Bearing in mind the two aspects briefly mentioned before, the ESP
reading course should involve task-oriented learning, that is, the
focus of the course should be on "learning strategies rather that
on teaching technique" (Phillips,1981 p. 28). The methodélogy

useé should make emphasis on leerner-centered situations where

the responsability for learning is more "evenly shared between
the student and the teacher", the latter acting as a "linguistic
consultant calléd in;by the student to elucidate difficult points”
(Phillips, p. 28). Ultimately, "the studenf is respbnsible...for
his own progress" (Phillips, p;.zs). Therefore, the task of the
teacher should be "to monitor the efficiency of the skill
techniques, to identify language problems’as théyfarise and to
prescribe remedial work when necessary" (p. 28). As a direct
consequence of using authentic materials, problem-solving
situations are the most relevant type of activities to be
performed in a reading ESP classroom. They can make good use of

. the student's background knowledge and of his knowledge 5;~;he
subject matter. In this respect, the teacher "is no longer the .
undisputed authority on the text and must acknowlédge the
student's «xpertise in the subject" (Phillips, p. 28).

i

When we take into account the use of a%thentic materials and the
view of reading as an internal, complex process, group work

constitutes a relevant way of conducting classroom activities.

ERIC )
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It allows for flexibility in the achievement of reading skills

and in the treatment of texts for comprehension, bbliges the
students to discuss problems thus encouraging coopgrative activity
when dealing with a text and turning the students' conceptual

and linguistic differences into an advantage; permits the
integration of students and allows for individualized selection

- of materials for different groups to stimulate communication and

tc increase degrees of specialization (Phillips. p. 2§8).

In other words the methodology to be used in a reading course
has to be flexible in order to allow students to learn at
different paces and involve them in the learning process; to cater
to the students' needs; to accomodate differences in teaching
styles. Teaching strategies should not exclusively refer to
reading skills, but also incorpor ate speaking, writingAand
listening comprehension (to a lesser degree) as motivating
strategies. The teacher should also make use of a variety of
~audio-visual aids, such aé charts, pictures, the over-head
projector, the blackboard, video-tapes, tapes, slide shows,
films, etc, to liven up classroom activities and as another means of

presenting students with real~life materials and situations.

These resources should only be regarded as aids and their use
-should always be integrated with the other materials used in the
course. Videotapes constitute a novel aid and offer several

advantages. Consequently, they are now becoming more widely used.

The use of video is highly motivating for the student since:

<82
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"It can expose him to 'live' instances of communication rather
than the usual simulations which teachers or text-book writers
have to resort to." (Kennedy, 1979 p. 2) Since the teacher has
control of the output, teachers and learners "have time and
opportunities to select and discuss those aspects of the materials
which need clarification or explanation" (Kennedy, p. 3). By

means of the video, the students can be trained in mechanical

reading skills such as hand manipulaticn an

[oR}

left-to-richt eve
movement ir the early stagec cf réading ana writing. Snefrington
(1973) suggeéts that roller captions as well as subtitles with

a visual presentation "can be used to increase reading speed and
the ability to skim and scan for information" (Sherriﬁgton,l973,

p- 3). Video is also helpful in deveioping the skill of note-taking
by presenting the students a "realistic verbal and non-verbal
context" in which this activity can take place (Sherrington, p. 3).
Through video, lecturettes can be easier to understand since

students havé access to the non-verbal elements of discourse

present in "normal face -to~face interaction" (Sherrington, p.4).

It is an aid that permits the integration of language and content.

4.3. The Teaching of Reading: General goals ané Procedures

As yet , there is not established methodology with a set sequence
of teaching strategies for teaching advanced reading. The current
literature usually deals with general methodological approaches or
describes speéific methodologies used in specific case studies or
developed for a particular teaching objective. Here it is worth-

while referring to William Norris' description of what a reading
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course involves in terms of skills and procedures for conducting
the lesson, and to Fraida Dubin and Elite Olshtain's article,

"The Interface of Writing and Reading"(Tesol (uarterlv, Vol. 14 N°3,19480)
where a sequence of activities and techniques to develop efficient
reading is described. These two articles have been consulted due

to their general nature.

4.2.1.
.
Norxis suggests five areas or skills that readers should develop
in order to read efficiently:
1. Speed of recognition and comprehension
a. Word-recognition speed: improving eye movemerit, visual
discrimination. |
b. Word comprehension speed: Smeol—sound—meaning association.
c. Sentence-structure régggnition: eye sweep, reading by
structure.
2. Vocabulary recognition and comprehension
a. Word formation: derivation and compounding
b. Lexical range: choices and restrictions
C. Vocabulary in context: using context clues to meaning.
3. Sentence stncturee and comprehension
a. Sentence structures: uﬁderstanding advanced-level conjunction,
nominalization, embedding, etc. and grasping the main idea.
b. Sentence comprehension: understanding the full meaning.
4. pParagraph structure and paragraph comprehension

a.'Paragraph organization: the central idea, paragraph

development.
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b. Scanning for specific information

C. Full understanding:paragraph analysis
5. Comprehension of the complete selection

a. Surveying for the main idea

b. Scanning for specific information

c. Readiég for full understanding
(w. Norris, "Advanced Reading: Goals, Techniques, Procedures",
P. 203, FORUM, Vol. XTI, N°3-4, 1975) *
Ir this article, Norris presents gaeral sample exercises that
can be used to develop the above mentloned skills and says that
the techniques used to produce materials are not unique to the
teaching cf reading: matching, multiple chocice and open-ended

questions serving several purposes (namely-skimming, scanning,

inference, expansion, evaluation),fill—in-the—blanks, rearrangement,

 transformations, summary outline, and paraphrase (Norris, p. 204).

Norris suggests that the activities for reading comprehension
should be organized in three stages:pre-reading, reading and
follow-up activities. In the pré—reading stage, the teacher may
prepare the student for thé main objective of the lesson or unit,
deal with difficult vocabulary, motivate the student, or prepare
him/her to cope with linguistic problems he/she may encounter
when reading the text. For the reading activities, Norris
recommends the reading aloud of sentences or péragraphs or the
whole selection, with questions to check comprehension. This oral
reading could be followed by silent feading. In the follow-up
stage, the activities should provide the practice necessary to

attain the objectives of the lesson. This can be achieved by
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'fiusing exercises of the type mentioned before which can be
conducted orally or in writing. Through homework, as part of this
stage, the teacher éan ask the studenté to write a summary, an
outliné, a paraphrase of the selection, answer comprehension
questions or even use new vocabulary in sentences. Homework

can also bé-used to prepare the student for the next lesson by

asking him/her to skim, scan or study vocabulary in context

(Norris, p. 207-208). ¢

4.3.2.
Dubin and Olshtain have elaborated a sequence of ‘activities and
techiiiques for efficient reading on the basis of the relationship
between the writing and reading processes:

"In analysing the elements in written communication,

there is a parallel between wiiting and reading

that is comparable to the match between speech

-produced by the speaker and interpreted by the

listener. The writer utilizes syntactic, semantic,

discoursal and logical devices to encode the message

in the form of a written text. The reader must uce
the same devices to interpret that message."

(Dubin and Olshtain, 1980, p. 354)
First of all, a reader must have a purpose for -reading. He may
want to read for general or specific information. So the reader
should learn how t6>recognize and make use of external clv=s,
such as introductions, titles, tables of content, and back
matter, to distinguish general from specialized information.
(Dubin and Olshtain, p.357) Then, the reader should know how to
grasp the main idea and for this the following techniques are

suggested: skimming(reading through the complete text without

looking up the unfamiliar words) ,providing the s:udent with key
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words or frequently used words before he starts reading, or
supplying the student with "introductory material which set the

stage for the selection”.

Before reading for full understanding or plunging into the
reading, the student should discover the author's plan and point
of view. Onefway of teaching him/her to do this is by pointing out
the elements that create unity in the reading selectiorn. A< the
learner deals directly with the text, he needs to follow the

Sequence of the discourse, that is to see the sequence of main

ideas and the subordination of supporting details. The rhetorical

devices used by the writer to elaborate the paragraphs should be
pointed out to the student by techniques sﬁch.as the picking

out of words and the use ofxmﬂ@ﬁnal subheadings ("This paragraph
expands the topic through contrast"). "Later, learners can be
given a chance to supply their own analysis of the type of
expansion thought utilized in the fragment by selectind from

a list" ( pubin and Olshtain, 1980, p.360).

In order to fully understand a text, the student has to be
trained to identify and understand the discourse devices used
b} the writer (such aé reference and reiteration) as well as the
syntactic devices and transitional expressions, which give
cohesion and coherence to the reading passage (Dubin and Olshtain,p.362).
As a further consideration, the authors advice the use of topic-

related texts since reading "with understanding implies bringing

to the material background, knowledge and previous experience" (p. 358).
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5. The Method Used in the ESP Courses at thgmpSB

» 5.1. Introduction

At the beginning of this project, the methodologies used in the
various ESP courses were very different due to the fact that we
all had different professional backgrounds and were using
our own intuition rather than guidelines set by the department.
From the development of the project, our methods have coincided
as a result of our common theoretical framework .and intérchange
of information. Consequeptly, although a complete systemaéi—
zation has not been possible nor i; advisable, the similarities
outnumber:: the differences.

It is not advisable to have total homégeneity in this respect
since this would be boring not only for the teachers involved
but for the students as well. Furthermore, this homogeneity

is not possibie due to the differences which these courses
exhibit in relation to each other. Factors, such as the dura-
tion of the course, the subject-matter, the individual teaching

style, students® needs, etc., have to be taken into account.

Ao

gy

It is important to point out that,éu;-courses are :agimed at
second-year level students and that during their first ye:r
they were enrolled in the first year basic scientific English .
cnurse. Thus, the objectives covered during this year were our
point of departure for the ESP courses. As a result, we all

. 'began~in the same circumstances. Other common broad criteria

. such as pragmatism, dynamism and variety, have been established

for our ESP courses (Archibald 1981).
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By pragmatism we mean the ability of the course, as reflected
in the methodology used, to meet the actual neéds of the
student, even if this involves some disregard of traditional
taboos in foreign language teaching. An example of this is the
use of the students' native language if "this seems essential
for understanding a given concept or relationship.‘ It is felt
that the use of the students' native language is a valid way
for them to indicate their comérehension of a text. ¢

The term dynamism refers to the atfempt to inéolve the student
actively in the learning process whenever possible; hence, the
use of listening and writing skills as motivating strategies
and as'reinforcement for the main objective of reading compre-
hension. An effort is being made to create a learner-centered
classroom with a great deal of interaction between the students
and the teacher. It has been our experience that students enjoy
working in groups on reading comprehension activities in order
to exchange ideas and help each othér with the interpretation
of the text under study . Another source of dynamism has been
the use of task-oriented activitiés on the part of some teachers.
This implies some kind of student activity based or suggested

by the text being studied.
The third criterion, variety, is in a sense a corollary to the ..

first two, since it is derived from the Gery requirements of .

pragmatic and dynamic methodology.

<83
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We should add that the most visible similarity iﬁ these courses
is the fact that the methodologies used are eclectic, which '
means "choosing what appears to be the best from diverse sources
systems or styles" (Newton 1974, p.30). Some of the concepts of
the ESP and communicative approach have been adapted to our si-
tuation wi;pout.abandoning completely other approaches such as

the structural approach. From this approach we have kept cer-

tain ideas such as the teaching of vovabulary and grammar when-
ever needed tc comprehend a text. The use of grammar as a ool

in thg ﬁeaching of reading should not be overlooked. Brumfit
staﬁéé“ihat the teaching of grammaf is "economical and capable

of being systematically ordered for teaching" (Brumfit 1980,

p. 5).

5.2. The Questionnaire

. In order to give an accurate description of the methologies e
used at the USB, a questionnaire was designed to collect all
the necessary information. This questionnaire (see Appendix
I)was administered to the professors in charge of the ESP
courses. We tried to make it as objective as possible to save
teachers from héving to give tedious explanations. Nevertheless,

some questions had to be answered with brief explanations.

The first part of the questionnaire had some general questions
concerning unit organization and the use of a lesson plan. As
discu;sed before in this project (see Curiel 1981), the unit
organization of our ESP courses may depend on the theme or

topic related to the specialty, language functions and on types

23
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of literature. Through the questionnaire, othef ;elated cri-
teria were established: the vocabulary of the text (as in the
specific case of Computer Science) and sometimes in relation
to the degree of difficulty of the discourse in some courses
such as Urban Planning, Compﬁter Science, Electronic Enginee-

ring and bidlogy,

Unit activities, in broad terms, are usually organized in three
. [ ]

stages: pre-reading, reading and post-reading or follow~-up ac-

‘tivities with the exception of Biolegy, in which these three

stages are not so distinctive. The other courses follow this
sequence giving more or less emphasis to each stage depending

on the content of the unit.

A general lesson plan is used by the majority of the teachers
oflthe ESP courses. Almost all the courses use a teacher-pre-
pared workbook with readings and exercises incoorporated. These
workbooks serve as lesson plans since they have the materials
sequenced and organized in relation to the topic, language
functions, style of literature, vocabulary and degree of dif-

ficulty of the texts.

5.2.1. The Pre-reading Stage

Pre-reading activities are used by teachers as a motivating
element in the course. They are also used to introduce the
topic or general theme of the reading by giving students other
shorter readings which complement the ideas of the text or by

exposing students to a.v. material related to the theme of the
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text. In Urban Planning, for example, a short text about
Egyptian civilization was taped in order to introduce a reading
which dealt with the evolution of the first cities in Mesopo-

»

tamia andbggypt.

Other ways-of using pre-reading activities are to deal with

linguistic and conceptual difficulties of the text and to teach
some of the cbjectives of the course, such as skimming, scan-

o
ning, distinguishing main, ideas from supportinyg details, re-
cognizing the structure and vocabulary typical of the rheto-
r1ca1 functions dealt with in the course, understanding the
relation between parts of a sentence, a paragraph and text
through lexical and grammatical cohesﬁon deviceé, and tran-
sition elements in discourse (developing an.idea, transition

to another ldea, concluding, emphasizing a point already made,

ant1c1pat1ng an objection or contrary view).

To deal with vocabulary, teachers use different types of
exercises, namely asking students to provide synonyms or anto-
nyms, presenting excerpts from the reading and asking students

fo guess meaning from context, discussing the difficult words

An class. In courses such as Electronic Engineering and C mputer
Science students are given glossaries with important technical
terms. Students who are further ahead in the specialty can be
very helpful in explaining specific terms to the rest of the

class.

Connectors are also dealt with in the pre-reading stage of

.
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all the éourses;in the following ways; asking students to“unAé;;
line them in a text or to provide a synonym of the connector.
Students are also asked to complete sentences either by choo-
sing.the correct choice [ (in relation to the meaning of the
connector) from a group of sentences or by making up the rest
qf the senéence. The teacher also points out the connector
to the students and discusses with them the way the sentences
Oor paragraphs are connected. Grammer is rarely includéd in this

first stage and contextual clues are part of class discussion

sessions.

The sequence given to these activities varies from one course to
the other. Urban Planning and Mathemetics begin the pre-reading
‘ stage with scanning and skimming activities, prior to dealing
with content, difficult vocabulary and connectors. In Elec-
tronic Engineering the sequence varies in relation to the

teacher in charge of the course (there are two teachers). One
begins with vo&abulary and connectors, leaving the skimming

and scanning exercises for the end. The other teacher begins
with skimming , content and scanning and then deals with vo-

cabulary and. leaves connectors as the final activity.

Group work is used by almost all the ESP teachers as a way of
approaching pre-reading activities. In Biology, Urban Planning
and Computer Science it is always used, while Mathematics,
Electfonic Engineering and Architecture use it less frequently.
Students are also given tasks to be carried out individually

or together with the teacher.
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The a.v. materials most frequently used gre video-tapes, pictures
( the ones included in the teacher-ﬁreﬁared wqubook,), charts
(especially in Mathematics and Electronic Engineering) and the
blackboard. Other materials employed are handouts, bxinted
matter and filmstrips (as in the case of Biology).

In Computer Science, Urban Planning and Electronic Engineering
‘pre-reading activities are assigned 25% of the course's ti?e

in relaticn to reading and post-reading activities. In Archi-
tecture and Biology this stage accounts for 15% of the course's

time, while in Mathematics it corresponds to 50%.

5.2.2. The Reading Stage

In the reading stage the most common activities used by all the ESP
courses at the USB are skimming (through wh and open-ended
questions, matching exercises, classroom discussions, labelling
paragraphs, underlining the topic sentences or by reading the
text quickly); scanning (through wh gquestions and matching); -
content comprehension (by using true and false statements, wh,
qpen-ended and multipls choice questions, f£ill in the blanks,
e classroom discussions, labelling diagrams and completion of
‘tree diagrams); and discourse comprehension activities (t:rough
paragraph analysis, anaphora, cataphora, syntactic devices,

reference words, transition elements in discourse, connectives).

The reading stage includes other activities, employed less
often , such as information transfer (the student has to re-

construct the information .of a text through charts, diagrams,
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tables, dra- i1igs to be labelled ox as a point of departure in ,
order to write short definitions or deééiiptions); summary (the
student has to reconstruct the information in the text by wri-
ting a summary using the topic sentences, the ideas obtained
from skimming, by reordering the main ideas to form a coherent
passage, o£ by giving the students the summary of the text to
be analysed); synthesis (the student has to reformulate the
information of the text . in order to answer questions, complete
outlines or to write a synthesis of the text) and expansicn
(the student relates the informétioh of a given text to other
readings through exemplification and further explanations).
English for Mathematics is the only course that alwayé includes

these last four activities within the reading stage.

The sequence of the‘above mentioned activities in the unit
varies very little émong the different ESP courses. Usualiy,
skimmimg, scanning and discourse comprehension are the first
activities to be performed, followed by content comprehension
and summary, and synthesis and information transfer in an in-
terchangeable order. Expansion is always included at the end

of the reading stage. 1In order to carry out the tasks in this
teachers of all the ESP courses.

The visual resources most commonly used in this stage are charts,
pictufes and diagrams that appear in the given text and the
blackboard for exemplification, clarification and summary.

.
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With the .exception of English for Mathematics and English for

(50%~60%) of the unit in relation to the pre-reading and post-

reading activities.

5.2.3. The Post-reading Stage

Broadly speaking, in our ESP courses the follow-up activities
serve to reinforce the vocabulary and reading skills dealt

with in the given unit and especially to reinforce and exdand
the concepts related to the content of the téxt being analysed.
For all the courses, the main purpoée of this stage is to sum-
marize the contents of the unit. With regards to the activities,
discussion questions of various types are used by all the
courses. Urban Planning and Biology always make use of video-
tapes, while Computer Science, Architecture and Electronic
Engineering use this. a.v. aid occasionally. Tables, outlines, sum-
maries and fill-in-the-blanks are commonly included in this

stage. TIn English for Architecture, research projects are

also assigned. In English for Electronic Engineering, the teacher

ﬁay also ask the student to draw an apparatus using the in-
formation presented in the text. In English for Biologists,
film-strips are used sometimes in order to summarize or expand
the contents of a text by asking the student to write a short
passage using the visual information provided by the film-strip,
such as the picture, titles and roller captions. Homework
constitutes an important follow-up activity for courses such

as Urban Planning, Electronic Engineering and Computer Science.

<96
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. In most of the ESP courses, the frequent sequencing ofAthese
activities is to begin the follow-up stage with discussion
questions or by asking the student to write or complete out-
lines, summaries and tables. Then, fill-in-the-blanks exercises
and homework assignments are given. The use of video-tapes is
always the last step in this stage. English for Architecture
does not have a particular sequencing of these activities in
the tegching units. Grouglwork is often used when studentss have

to write tables, outlines, summaries and research projects.

With the exception of Electronic Engineering, 25% of the unit's
time is assigned to the carrying out of this stage. The visual
or audio—visﬁal aids utilized are charts, pictures and drawings
included in the reading or brought in by the students (as in
‘ Electronic Engineering), the over-head projector ( Electronic
’ Engiheering), the blackboard (used by all the courses to cla-

rify information) and film-strips (as in Biology).

5.2.4. Listening Comprehension

i Al though readihg is our main objective, we also train the stu-
dents in listening comprehension skills as reinforcement and
'motivation for reading. The various ESP courses give different
emphases to this secondary skill within their course activi-

ties, with English for Mathematics, Electronic Engineering

and Biology being the courses that accord most emphasis.

The most common technique for training the students to under-
-*

stand spoken discourse 1Is by speaking to them in English as
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much as possible. Bilingual students who attend the compulsory '

ESP courses (Electronic Engineering, Architecture, Mathematics

Urban Planning) are a useful resource for this activity.

Aids such as video-tapes, slide shows and tapes are used. The
usual procédure to carry out the listening comprehension acti-
vities i3 to provide the students with a vocabulary list of the
most difficult words and the main ideas to be dealt with prior
to the presentaticn, in order to familiarize the students with
the contents of the video, slide show or tape. Sometimes, even
the ‘'script is given to the students. The discussion of the
ideas and vocabulary can be done in class before, at_the begin-

ning of the listening comprehension lesson or as homework. Then

- the video-tape, slide show or tape is presented, the teacher

stopping and rewinding when necessary in order to discuss
éspects of the material that need clarification or explanation.
When using tapes, the students can listen to the text and read
it at the same time, a procedure that helps them to learn cor-
rect pronunciation and‘stress of words and to read by sense-
groups. The contents of the presentation can be éiscussed
through open-ended and wh questions. Several exercises (matching,
fill-in-the-blanks, outlines, diagrams, tables) are provided

toreinforce the contents of the lesson.

In English for Biologists, visitors in class constitute a re-
source in listening comprehension. A specialist in the field

is invited to give a lecturette and the students take notes.

Difficult terms and information are written on the blackboard -
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as well as a brief outline of the presentation as the specialist
procedes with his/her talk. After the presentation, compre-

hensidn is usually checked through general discussion questions.

Through th§ activity of listening comprehension, most of the
reading skills are practiced to a lesser or greater extent, but
the following are most common: distinguishing main ideas from
supporting details, understanding cecnceptual meaning, recug-
nizing transition elemenfs'of discourse, understanding the
implicit information through inferénces,~distinguishing among -
inferences, opinions and facts, and evaluating the information.

presented.

5.2.5. Vocabulary

English for Mathematics, Computer Science and Electronic Engi-
neering place a considerable emphasis on technical vocabulary.
The most common ways of dealing with vocabulary are through
word endings, analysis in context, contextual clues, antonyms,
synonyms, fill-in-the-blanks, dictionary exercises, glossaries
and multiple choice guestions on vocabulary incoorporated at

the margins of the reading.

5.2.6. Grammar
Grammar per se is not dealt with in our ESP courses. Gramma-
tical explanations are given when the students confront

structural difficulties that impede comprehension of the text.

5.2.7. Content
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Considering the fact that oqur ESP courses at the USB are given

within the.épecialty, content élays an important role and the
teacher's goal is to achieve an integration of language and
content through discuésion questions in class, analysis of vo-
cabulary and by reccurring to more advanced students when content

explanations are needed.

5.2.8. Flexibility in the Methodologyv of our ESP courses

As was menticned before, the mecthodelogy to be emploveld in the
ESP courses has to be flexible enough to disregard traditional
taboos in English language teaching, such as the use of the
students’ native language. In our ESP courses, the teacher
uses Spanish in class usually in order to explain and clarify
doubts when students have difficulties in cémprehending the
spoken discourse in English. The students are frequently
allowed to reccur to Spanish to explain, expand, clarify ideas
and exemplify when necessary. The teacher's flexibility is
also extended to the tolerance of linguistic errors when the
students write or speak in English, as long as communication
is not impeded. Such errors are always corrected but not pe-
ﬁalized. The ESP teacher also allows for different interpre-

, tations of the information in the text if the text lends itself
to this. However, the general tendency is to point out +~ the

students the best interpretation,

5.2.9, Evaluations

The methodclogy used in the different ESP courses is usually

related to the evaluations administered in class, i.e., the
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types of exercises are similar in both instance;l

5.2.10. Homework

To a lesser (Mathematics/ Architecture] or greater extent
(Electronic Engineering, Urban Planning, Biology and Computer
Science) homework is a common activity in all the ESP courses.
The readings of the unit are assigned to be read outside the
class in order to gain time and analyze the text more effi-
ciently during the limited class time. Exercises are given‘to
prepare the students for class activities and familiarize them
with the contents of the following lesson. Assignments ma&mqlso

be provided in order to reinforce the contents of a lesson or

unit.

6. Conclusions

After the questionnaires were processed, the conclusion was
reached that , although the instrument applied was very useful
in gathering a considerable amount of information, it is neces-
sary- to complete and‘clarify certain points through interviews
with the teachers of the courses. The methodology used in ESP
courses is the éart of the prdjébt which has been least studied
and discussed by the research group. Thus, it is recomme; dable
that a series of workshops be organized in order to share
ideas and evaluate fhe methodologies presently used in the dif-
ferent ESP ccurses, as well as to design new techniqueé for

teaching advanced reading.

Throughout this paper, one can notice a close relationship

.

304




7~-36
Broadly speaking, the common technique in the ééaching of read—
ing is that of analyzing a text by means of exercises that in-
volve students in task-oriented activities of the specialty.
M. L. Tickoo’Apoints out that "what appears to ﬁatter now is
what the materials producer does with the text", while before
it seemed more important for the student to process as many |
texts as possible. Thus, "the relationsﬁip between subject
matter and its linguistic exploitation has become totally‘
r:eversea’"i {(Tickoo 1981, p. 235). &s a result, the student
knows a lot about the theory but does not really know how
to put it into practice (Tickoo 1981, p. 236). Tickoo concludes
that it is necessary to fihd "a golden mean between content
and technique, the desirable ratid and re%ationship between
them ..." (Tickoo 1981, p. 237). We think that it would be con-
venient to evaluate our methodologies taking into account these

considerations.

In ESP courses, when the main obj?ctive is the teaching of
reading skills, the teacher expefiénces a cértain degree of
frustration in_having‘to limit his/her teaching to one aspect
of the target language. "By concentrating on reading only, some
'of these courses force the teacher to a sort of verbal inaction
where formerly he may have indulged in hour-long lectures"
{(Tickoo 19§i, P. 234). On the other hand, when teaching these
courses, the teacher has to deal with higher-order skills of
reading applied to a wide range of specialist subject areas

(Tickoo 1981, p. 234).
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Finally, since the literature in the field of ESP has not yvet
provided set guidelines regarding methodology, we consider

that this aspect of ESP teaching constitutes a rich source of

future research within the project.
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APPENDIX I
METHODOLOGY QUESTIONNAIRE

NAME :
CGURSE : -

INSTRUCTIONS : a) you may choose more than one answer; b) after each

section, there will be space for yow to include any additional®

0

cenments; ¢) the scale used té determine the frecuency of us is as
follows :

how often ? ... always some times rarely
) 1 2 3

I. UNIT ORGANIZATION : What'criteria do you take into account to

organi ze your teaching‘,units ?

a. around a theme

. b. according to language functions

c. in relation to the vocabulary of the text

d. degree of difficulty of the discourse

e. other :

II. UNIT ACTIVITIES : How do you organize the activities of the

teaching units ?

) 1 2 3
a. pre~reading activities
b. reading activities
.c. post—-reading activities
d. other :
R (after indicating which ones you do, please refer to the corresponding

. sections)
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c. you ask students to read the text in order to

A0 7-42

e

III. LESSON PLAN :For your everyday lesson hour do you...

. 1 |2 3

a. use a detailed lesson plan ?

b. use a general lesson plan ?

c. just follow the content of the "gufa" ?

d. other :

bt
<3

PRE-READING ACTIVITIES : ‘

For what purpose do you use ithe pre-reading activities 7%

N>
s

a.to motivate the students at the bpeginning of
the unlto

b. to introduce the general theme of the reading.

c. to deal with the difficult vocabulary present’
in the reading.

d. to deal with difficult grammatical structures.

~e. to familiarize students with the concepts and

ideas that will appear in the reading.

f. to teach any of the objectives of the course
(refer to appendix "A" for a list of the
general common objectives of the ESP section
and indicate -with numbers- which of these
objectives you try to teach in this stage).

ObJectlves :

B) What kind of activities do you have in this pre-reading stage ?

How often ?

a. You ask students to scan for specific informa-
tion.

b. you ask them to skim for the general idea.

discuss
or open-ended questions. -

you deal with vocabulary : 305’




-dl. you give students a list of the difficult
words and ask them to look them up in a diction-
nary

~d2. you provide them with excerpts of the reading
with the difficult words underlined and ask them
to guess the meaning from context.

~-d3. you ask them to provide synonyms Or antonyms
of these words.

-d4. you give students the difficult words and .
next to them you provide the same words in a !
different cornrexi {(from the original text) whice
will clarify their mezning.:

-d5. other :

e. you deal with other aspects of the reading such as :

~el. connectors...(explain how you go about it)

-e2. contextual clues

-e3. grammatical structures

~e4. other :

C) In your teaching units how do you sequence the activities mentioned
before ? (Use the same letters provided and put them in chronolo-

gical sequence).

D) How do you carry out these activities ? How often ?

a. group work

b. individually

c. other :

E) In this pre-reading stage, do you use.:.? How often ?

(explain after each material selected, th: teaching strategies used)

a. films

b. video

slide show

pictures

realia




wts

f. charts

g. O-h projector
h. blackboard

i. other :

F) In relation -to the reading and Post-reading activities, what
proportion of time do you assign to the pre-reading activities ?
a. 25Z b. 50% c. 75% d. other :
- o
v. READLINC AQTIVITIES

A) What kind of activities do you have in the reading stage ?
How often ?

(Explain how you go about it in the spaces provided; please be
brief)

a. skimming

b. scanning

c. content comprehension

d. discourse comprehension (anaphora, connectors,
etc)

e. information transfer

f. summary

g. synthesis

h. expansion

other :

B) How do you sequence the activities mentioned before ? (use the

same letters) :

C) How do you carry out these activities ? How often ?

a. group work

b. individually

c. other :

ool e




D)

a.
b.
c.
d.
e.

f.

.

E)

F)

“ 7-45
In this stage, do you use...? How often ?
(Include the teaching strategies used)

1 2 3
films
video
slide show

pictures

realia

charts

O0-h projector

biliackboard

other :

In relation to the pre-reading and post-reading stages, what
proportion of time do you assign to the reading  activities ?
a. 25% b. 50% c. 75% d. other ;

Using appendix "A", indicate which activities (refer to the ones
listed under V.A) you use to develop these objectives. Just enter

the number of the objective in the space provided.

VI. POST-READING ACTIVITIES :

A)

a.

b.

For what purpose do you use post-reading activities ?

HOw often ?

to ‘reinforce : 1 2 3
-al. vocabulary
-aZ. .reading skills dealt with previously
-a3. grammatical aspects
-a4. concepts related to the content
-a5. other :

to expand any of the concepts dealt with in

the reading .

to summarize the contents of the unit

other : *
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B)

b.
c.
d.

e.

g-
h.

i.

C)

D)

a.
b.
c.

e.

E)

F)

ta,
¢ v-

c.

What kind of activities do you have in this post-reading stage ?

How often ?

film or video

an outline

a t:hle -

discussion questions (open-ended, wh/, gene-
ral)

research projects

homeworic . ! !

summary

fill-in-the-blank exercises with key words

other

If you use more than one activity in the post- reading stage in

the same unit, how do you sequence them ? (Use the same letters)

How do you carry out these activities ? How often 7

1 2 3

group work

individually

lockstep

other

In relation to the pre-reading and reading stages, what proportion

of time do you assign to the Post-reading activities ?

a. 254 b. 507% c. 75Z d. other :

In this stage, do you use ..,? How often 7
(explain the teaching strategies used) 1 2 3
films

video

slide show




d.
e.
f.
g.
h.

i.

VII. LISTENINGC COMPREHENSION

A)

B)

a,
b,
c.
d.
e,
E.

c)

.

7
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pictures

realia

charts

o-h projector
blackboard

other

- - 3 . - 3 '
Knowing that this is a secondary skiil in our ESP courses, hLhouw
much emphasié do you give to it ?

a. very much b. some c. little d. other

Explain the tecaching strategies used to develop listening

comprehension through the following resources:-: How often ?

tapes

élides

video

films

visitors in class

other :

Using appendix "A" as a reference, indicate (using only the
objective's number) the objectives developed through listening

comprehension :

VIII. VOCABULARY :

A)

B)

How much emphasis do you give to vocabulary activities ?

a. very much b. some c. little d. other

How do you deal with vocabulary as part of the reading activities ?
(teaching strategies and resources used)
\ .

.

el e
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IX. GRAMMAR :
A) How much emphasis do you give to the teaching of grammar ?

a. very much b. some c. little d. other

B) Indicate the teaching strategies and the resources used to develop

it :

X. CONTENT : .

4) How much emphasis do you place orn the content of the readings ?
d. VEYYy @much b. sone c. little d. other :

B) How do you deal with it ? (resources and strategies used) :

X1. USE OF SPAJISH :

A) From the point of view of the teacher, you use it to :

a. expand c. clear doubts
b. explain d. give examples

e. other :

B) How often do you use Spanish in the class ?

a. always b. sometimes c. rarely

C) From the point of view of the student, you let students use
Spanish to : |

a. expand c. clear doubts

b. explain d, give examples

e. other :

D) How often do the students use Spanish ?

a. always b. sometimes c. rarely

XII. TOLERANCE OF LINGUSITIC ERROR : (explain)

a. when the studentsspeak
- b. when the students write
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XIII. ACCEPTANCE OF DIFFERENT INTERPRETATIONS WHEN THE STUDENT READS
YES NO

(explain)

XIV. How does your methodology relate to the type of evaluation
administered ? Explain :

(i.e. do you use the same kind of exercises that you use in
class ?7)

v v *
XV. HOMEWORK :
A) Explain forwhat purpese you use homework in vcur class and how much

emphasis you give to it :




10.

11.

12.

13.

* 14,

' 7-50
READING OBJECTIVES ' .

Skimming
Scanning
Distinguishing main ideas from supporting details

- v . -
Recognizing the structure and vocabulary typical of the rhetorical
functions dealt with in your course.

Identifying the main components of Written discourse : introduction,
body and conc1u51on. ‘

Recognising indicators in discourse for :

6.1 introducing and idea 6.2 developing an idea
6.2 transition toc another idea 6.4 concluding an idea *
.8 emphasizing a2 peint €.6 clarificaticn ¢f 2 point already

.made
6.7 anticipating an objection or contrary view.

Understanding the relations between parts of a sentence, a paragraph
and a text through lexical and grammatical cohesion devices.

Deducing the meaning of unfamiliar lexical items through :

8.1 understanding word formation (stems, roots, affixation)

8.2 contextual clues

Understanding conceptual meaning, specially : -

9.1 quantity and amount 9.5 definiteness, indefiniteness
9.2'pompari$on,>degree 9.6 time (specially tense and aspect)

9.3 location and direction 9.7 means, instruments, reason, condition,
9.4 cause, result, purpose contrast.

Classifying the information contained in a text, d15t1ngu1sh1ng
what is asserted from what is exemplified.

Reconstructing the formation or ideas explicitly stated in a text
by doing charts, summaries or synthesis.

Refornmulating the information or ideas explicitly stated in akext,
expanding or synthesizing according to the case.

Understanding the implicit information of a ‘text through the
inference of : '

13.1 main ideas 13.5 cause, effect

13.2 supporting details 13.6 prediction of outcomes
13.3 sequence

13.4 comparisons (similarities and/or differences)
Distinguishing among inferences, opinions and facts.

Evaluating the information of a text by deciding whether the
information presented is va11d accurate and adequate for
a specific purpose.
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CONCLUSIONS

1. A Final Look at our Hypothesis: "Towards a Systematized

Approach to the Design of ESP Courses at the USB"

We consider this project to be of a descriptive rather than

prescriptive nature. A first question to consider with regard
to the original hypothesis is the objective of the investiga-
tion as a whole. Was the systematization of ESP course design

at the USB achieved?

on the surface there arose a wholehearted "yes". The modus
operandi was common for all six courses; all teacher/planners
used the theoretical framework and background;established
from the outset of the project. Nevertheless,.in'taking a
closer look at the systematization of design, it was recog-
nized that, in accordance with the specificity of ESP, the
jndividual characteristics of each course in relation to needs,
timevlimitation factors and the teachers themselves had to be
taken into account. In this reepect, although we have adopted
certain.aspects of the communicative framework to a greater or
lesser degree, total standardization has not been the desired
end of the project. In short, the theoretical basis and the
methodology followed were common denominators whereas the
actual product (i.e. materials developed by the teacher/plan-

ners) was specific to each individual course.
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2. An Appreciation of the Methodology used to carry out the

ESP Project

The steps followed in order to carry out the ESP Section project
consisted of an internal seminar with regular meeting sessions,
which demanded a great deal of group effort and time on the part
of participants who had simultaneously to fulfill the multiple
role of teachers, planners and researchers. As a consequence,

it was necessary to distribute tasks soon after completion of the
the objectives stage. In spite of this, the weekly (and later
bi~weekly) meetings ;éfé held with the goal of maintaining the
group effort and the continuous feedback which was characteris-
tic of the project from its inception, An original outline con-
sisting of work areas to be dealt with and dates for completion
of stages, although extended in terms of areas to be covered
(e.g. long term evaluation of course materials was soon recog-
nized as a necessary step to be added to our original work out-
line), was followed step~by-step and satisfied within the time
limit of one year set from the starting point in April 1980.

As each stage of the project was completed, progress reports

were drawn up.

3. Suggestions for Future Research

Due to the changing character of the first year program, it will
be necessary for the ESP Section to take into account the new
student needs that will accompany the learner to our courses
in~the future. It is advisable as well as desirable to redesign
aspects of our needs analysis instruments, apply them to our

new participants, and analyze them to see how the results
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compare with our ESP programs at present. As an extension of this®
¥ it may also be appropriate to use our new instruments with gradu-

ating students in order to obtain information on needs seen on

a post-academic level.

Future research in the specific areas detailed in this project
can be found at the end of the respective chapters. Nevertheless,
it is useful at this point to mention aspects that affect the
overall project, sueh as the necessity for long-term evaluation
to determine how the courses have served student needs in sub-
sequent years of specialized study. In the seme area of materials
evaluation, verification of whether the courses have accomplished
what they set out to do, by means of pre and post testing stu-
dents, would supply specific information on what the students
have learned. With regards to testing, it would be interesting

. to ascertain the best way to test stated objectives within the

communicative approach, This particular area of testing has a

< wide scope open for research.

The revising of aspects of the needs analysis framework, objec-
tives and so forth, reveals a desire within our working group
to investigate the area of teaching strategies more closely. A
need has been felt to meet at regular intervals to share ideas
on methodology acquired through research and experience so as
to promote the achievement of the various objectives in diverse
> new ways. Similarly, it is imperative that more contact be es-
) tablished with specialists in each field. This could be in the

form of teacher guidance concerning the specialized'subject
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matter dealt with in the courses, or simply recurring to these
people as a means of achieving a more varied methodology (i.e.
to give short lectures on given topics df interest and concern . P

to the students).

Several p?ssible areas of research have arisen as individual
projects. For example, the development of technical vocabulary
frequency lists for each of the six fields of ESP we are con-
cerned with at the USB. These lists would then be compared for
the purpose of determining lexical items common to all ESP
courses. Another involves a question that many in the field

of ESP have probably asked themselves: How effective is a
course as specific as an ESP course in comparison with a four
skills course? This would entail giving two different courses
concurrently- our ESP courses geared towards reading and control
groups with a four skills general (scientific) approach. Pre C &

and post testing of each group would be followed by long term

evaluations of student competence. -

4. A Final Comment of the Experience

In these conéluding remarks would like to share some of our
experiences in teaching ESP courses. One difficulty, which has

been overcome to a certain extent, is that of separating content

from the language used to portray meaning. This was compounded ™
by the fact that we are not specialists in the scientific

fields, Yet, experience acquired from teaching ESP courses <

has allowed us to handle this situation with a greater flexi~




bility.

on the one hand, ESP is a practical approach which allows us

_to focus on the specific aspects of language learning neces-

sary for our students to master, in our case reading, but
which, on the other hand, can be hard on the teacher. Although
the use of audio-visuals and listening comprehension liven up
the classroom, the teacher is at times iimited in the types of
reading activities and responses he/she can elicit from the
students (e.g. he/she cannot require the studengjto produce

in English), Along the same vein, there is a feeling of bom-

barding the student with reading comprehension,

A further question: How does one teach reading in EFL? It is
very different from teaching pronunciation where the teaéher
can correct the students and gradually bring them to a greater
level of competence, It is almost as if the teacher is hoping
that the various reading.activities applied in class will light
up some internal process within the students' heads that will
cause them to read. It is, in a general way, felt that reading
cannot be taught; the students learn it somehow, and that all
in all, we teach by intuition. Nevertheless, due to the fact
that our approach is eclectic, it is not imperative that we
follow the strict norms of ESP. ile can refer to other approaches

to teaching that are effective for attaining our ends.
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