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The Place
: of the ‘Syllabus
in Languagé Teaching

In any case, teachers of Enghsﬁ as a second lan-
guage are on the whole more used to thinking
about methodology than about syllabus design. -

(Yalden, 1983, p. 17)

Among the various aspects of second or foreign lan-
guage teaching, one of the most ignored has been the
content of the teaching; what is generally referred to as
curriculum or syllabus design. While teachers and ad-

ministrators frequently speak of differences in method,

differences in the content of instruction are examined
much less often. While the content of language teaching
has generally been discussed in terms of three types of
syllabus—the structural, the situational, and, most

recently, the notlonallfunctlonal——sm different ways to
define language teaching syllabi are examined here.
Each type will be defined as though it existed. -indepen-
dently of the others, although in practice syllabus types

are frequently combined: Possible applications are sug-
gested for each type of syllabus, and each is evaluated.
In addition, grounds for choosing a syllabus type are
discussed; along with various ways in which syllabi can
be combined and implemented in a second or foreign

8



2 APPROACHES TO SYLLABUS DESIGN

language teaChlngprOgram I DT Il Uil ::
_This discussion: of langaage teaching syllabi will

ccncentrate on the teaching of English as a second or
foreign language. This focus excludes a great-amount
of work in the teaching of other languages: However,
extensive literature is available on the teaching of
English; and all the questions arising from it can easily
ke generalized to the teaching of other foreign lan-

guages. In addition, this approach eliminates the need
to cite examples in a vuriety of foreign languages.
Teachers of other languages should be able to supply the

necessary examples from their own fields. = =

- _-The distinction between curriculum and syllabus is
not a_major concern here. While a distinction is fre-
quently made in the literature, it is rarely clear. What is
usually assumed is that curriculum includes. syllabus;

but not vice versa (see Dubin & Olshtain; 1986, p. 3, for
an example of this view). A syllabus is more specific
and more concrete than a curriculum, and a curricu-
lum -may contain a number of syllabi. For example, a
curriculum may cover an entire school year, while a

language teaching syllabus may make up only one part
of the curriculum. Or the overall _curriculum of a

full-time: intensive language teaching program. may
include three or. more specific gkill-area syllabi at any
one time: A curriculum may specify only the goals
(what the learners will be able to do-at the end of the
instruction), while the syllabus specifies the content of

the lessons used to move the learners toward the goals. -
_ -Content; or what is taught; is the single aspect of

syllabus design to be considered here. Content is only
one element of some actual teaching syllabi that include

behavioral or learning objectives for students, specifica-
tions of how the content will be taught, and how it will
be evaluated. These are all valid and important con-

cerns, but they are, again, broader questions than the
questions of which definition of language will be as-
sumed by-the instruction and what choice of linguistic

content will form the basis and the organization for the

instruction. S
. The six approaches to syllabus design presented
here can be characterized as differing by increasing

attention to language use and decreasing attention to

)



The Place of the Syllabus 3

language form. The use/form continuum can be viewed

as a scale on which to measure various actual syllabus
decisions. The six types will be summarized in Chapter
2, and considered in detail in each of the following six

chapters. But first, it would be useful to relate syllabus
design to the broader context of léﬁgﬁéé"é,téééﬁﬁj’g;’

_ Uncertainty about what the components or ingredi-
ents of language teaching are has resulted in a confus-
ing discussion of method versus approach versus sylla-
bus, and so on. A taxonomy of the major elements or
components of language teaching is needed so that like
items can be compared or contrasted. The best taxon-

omy of the language teaching enterprise available is by
Richards and Rodgers (1982,1986). -~
According -to the analysis of language teaching

proposed by Richards and Rodgers, "method" is the cov-
er term for all of language teaching, from theory to

practice. Method is divided into the three levels of (a)
approach, (b) design, and (c) procedure. Approach is
further divided into theories of language and theories of
learning. Design is divided into syllabus design and
content; roles of materials; roles of learners; and roles
of teachers. Procedure specifies the activities that are
actually used in aclassroom. .. . .. . .

. Richards and Rodgers argue that all "methods” ex-
ist on all levels, although they may not be explicitly doc-

umented on all levels. The implicit assumptions about
language learning made by, for example, Gattegno's

(1972) method, the Silent Way, are as real as the explicit
assumptions of cognitive code learning. Since language

teaching can be analyzed into relatively discrete compo-
nents, comparisons between methods are facilitated.
- The element of method that is most relevant here is
that of the syllabus on the design level. It is worthwhile
to quote Richards and Rodgers at length in defining the
syllabus:

All methods of language teaching involve the use

of the target language. All methods involve deci-

sions concerning the selection of content that is

to be used in the teaching program. Content con-

cerns involve both subject matter and Linguistic

matter: In straightforward terms one makes de-

10



4 APPROACHES TO SYLLABUS DESIGN

courses; for. example, are necessarlly subject-

matter focused. Structurally-based courses are
necessanly 11ngu1st1cally focused. Methods typi-
cally differ in what they see as the relevant lan-

guage and subject matter around which lan-

guage instruction should be orgamzed and the
prmclples they make use of in structurlng and

,,,,,,,,

the content of mstructmn is. the grammat1cal and

lexical ferms of the language, to the purely semantic or

1nformatlonal where the content of 1nstructlon is some

ways—in classroom procedures, roles for teachers and
learners, and in theories of language and. learmng—
but one of the more exphclt ways in Wthh they dlffer 18

the deSIg'n of the syHabus

The aspect of language tenchmg method that 1s most

reason the theory of language exphcltly or 1mphc1tly
underlylng the method will play a major role in
determining what syllabus is adopted. -

While there is no clear taxonomy of theorxes of

Ianguage the definition of communicative competence

provided by Canale (1983) is the most useful for lan-
guage teachers. Although many writers mistakenly

consider communicative competence to-be distinct from
linguistic competence (e.g:; Paulston; 1974), in Canale's

taxonomy linguistic or grammatical competence is but

one component of the overall ability to know a language
and functlon in it. Accordmg to Canale communlcatlve

i1



The Place of the Syllabus 5

into grammatical, sociolinguistic, discourse, and stra-

tegic competence. T
. Canale's taxonomy of language and the components
of communicative competence provide a way to describe

various theories of language that underlie language

teaching methods and affect syllabus design: The struc-
tural or grammatical theory assumes that grammati-

cal competence is primary or basic. A functional or

semantic theory assumes that sociolinguistic com-
petence is primary. A communicative or use-based

theory of language assumes that discourse and stra-
tegic competence are primary. Certainly, the broad con-

struct of language can be analyzed differently from the
way Canale has analyzed it, but, for the present,

Canale's components of communicative. competence are
most useful for characterizing the differences in theory
of language underlying various methods. S

for syllabus choice; theory of learning will also play an

important part. For ‘example; a teacher may accept a

structural theory of language, but not accept that learn-

ers can acquire language material according to a strict

grammatical sequence of presentation. While the basic
view of language may be structural, the syllabus, in

that case, may be more situational or even content-
based. Only with the audio-lingual method in the 1960s
did language teaching operate on a clearly enunciated
theory of learning— behaviorism. Although they were
never as clearly formulated and stated, cognitive code

methods were based on a theory of learning that called

for-conscious recognition of the structures and patterns

of langﬂage fOI:‘m. - T IIIITTL oL LTl il
- More recently, Krashen (1982) proposed a theory of
learning that is characterized by unconscious acquisi-
tion of language ability through exposure to appropriate

language input in meaningful settings, assigning a

minor role to conscious learning and formal practice.

~ Clearly, a syllabus based on the theory of learning
espoused by cognitive code teaching would have to em-
phasize language forms and. whatever explicit descrip-

tive knowledge about those forms was presently avail-
able. A syllabus based on an acquisition theory of learn-

ing, however, would emphasize unanalyzed, though

i2




é APPROACHES TO SYLLABUS DESIGN

possibly carefully selected, experiences of the new lsii-
guage 1n an appropnate vanety of dlscourse types

learner in_the last several decades (Blrckhlchler &
Omagglo, 1978 Brown, 1980) A prevalhng behef 11'1

can proceed toward the same goal of commumcatlve
competence in their own manner (Krahnke & Knowles,
1984). Unf‘ortunately, little empmcal evidence supports

guage learners (see Corbett & Smith; 1984, for a relevant
negatlve study) although expenence suggests that

end. At present it seems most. probable that there are

different types of learners, and the difference between
them leads more to difference in overall proficiency
than it does to the same proficiency through different
routes. . -

Learner type can, then be conmdered a causal

,,,,,,

practlcal and observable terms such as. type of cogmtwe

activity, life style, aspirations, employment, educational
and soclal backgrounds and 50 on. These are much
1ndependence, tolerance for amb1gu1ty, Or ego permea-
bility: The more observable characteristics. allow for

easier choices about syllabi than the more abstract and
hypothetlcal constructs. Clearly, learners who mtend to

narrow apphcattons, such as takmg orders in a res-

taurant, have quite different instructional needs from
those of the 1mm1grant Ith career and soclal ‘aspira-

immediate work and remdence needs requlre qu1te
dlfferent 1nstructlon from students learnmg the new

i3



The Place of the Syllabus 7

language teaching, and it should be made as con:

sciously and with as much information as poscible.
There has been much confusion over the years as to
what different types of content are possible in language
teaching syllabi and as to whether the differences are in
syllabus or methed. Several distinct types of language
teaching syllabus are presented in the following chap-

ters, from the most formal to the most semantic or
use-based, and the ways in which the various types can

and should be implemented in various teaching situa-
tions:ai'édiSéUSSG@;ﬁﬁW” o - - o R Tl
- This is not, however, a how-to for syllabus design;

describing the process a teacher or program should go
through to produce a usable document or definition of
content. Instead, it describes types of product, the dif-
ferent kinds of content that can be included in language
teaching, and some principles to be invoked in deciding

what type or types to use. The process of constructing,
implementing, or modifying an existing syllabus is

another matter that deserves a work of its own.

[
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Six Types of Language

Teaching Syllabus

Each of six different types of language teaching syllabus
Is treated here Jargely- as though it occurred “purely;”

or independently of the other types. In practice; of

course, these different types rarely occur. independently
of each other. Almost ,all;aétué};l;aﬁgﬁége:teaching

syllabi are combinations. of two or more of the types
defined here. On the other hand, for a given course,
text, or curriculum, one type of syllabus usually domi-

nates; that is, while other types of content may be
combined with the dominant. type, the majority of the
content reflects one or another type of syllabus, Fur-
thermore, the six types of syllabus are not entirely
distinct from each other. The distinction between syllabi

for example;-may be minimal. In such cases, the dis-

tinguishing factor is often the way in which the in-

defined as skill-based and those defined as task-based,

structional  content is used in the actual teaching
procedure. The six types are treated separately so that

their charact,éi:istié’s;,,&iff’éfépées; and strengths and
weaknesses -can be clearly defined. There is no recom-
mendation that language teaching adept one or another
in pure form for any purpose whatsoever:.

~ The question of selecting, implementing, and,
pussibly; combining syllabi is discussed in Chapter 9.

¥or now, brief definitions of the six types of syllabi to be

v o
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1. A structural (or formal) syllabus is one in which
the content of language teaching is a collection of the

,,,,,,,,,,,,,,,,,,,,,,,,,,,

of the notions that language is used to express. Ex-

amples of functions include: informing, agreeing, apol-
SO on.

8. Asituational syllabus is one in which the content
of language teaching is a collection of real or imaginary
situations in which language occurs or is used: A sit-
uation usually involves several participants who .are
engaged in some activity in a-specific setting. The lan-
guage occurring in the situation involves a number of

functions, combined into a plausible segment of dis-

course. The primary purpose of a situational language
teaching syllabus is to teach the language that occurs in
the situations. Sonietimes the situations are purposely

relevant to the present or future needs of the language

learners, preparing them to use the new language in

the kinds of situations that make up -the syllabus: Ex-
amples of situations include: seeing the dentist, com-
plaining to the landlord, buying a book at the bookstore,
meeting a new student, asking directions in a new
town; and so on.

- 4. A skill-based syllabus is one in which the content
of the language teaching is a collection of specific abili-
ties that may play a part in using language. Skills are
things that people must be able to do to be competent in a

language, relatively independently of the situation or

setting in which the language use can occur. While sit-

16



Six Types of Ssllabus 1

uational ,éyiiéﬁi,g:?éiiﬁ fuﬁéﬁf)ﬁé ;tﬁééfiie;r ;ii,'i:tfo’ specific

settings ol language use, skill-based syllabi group lin-
guistic competencies (pronunciation, vocabulary, gram-
mar, sociolinguistic, and discourse) together into gen-
eralized types of behavior, such as listening to spoken
language for the main idea, writing well-formed para-
graphs, giving effective oral presentations; taking lan-
guage tests, reading texts for 1nain ideas or supporting
detail, and so on. The primary purpose of skill-based in-
struction is to learn the specific language skill. A pos-
sible secondary purpose is to develop more general com-

petence in the language, learning only incidentally any
information that may be available while applying the
language skills.

5. A fask-based syllabus and a content-based sylla-

bus ars similar in that in both the teaching is not organ-
ized around linguistic features of the language being

learned but according to some other organizing prin-
ciple. In task-based instruction the content of the teach-
ing is a series of complex and purposeful tasks that the

students want or need to perform with the language
they are learning. The tasks are defined as activities

with a purpose other than language learning, but, as in
a content-based syllabus, the performance of the tasks is

approached in a way,thai;ils iﬁtgp@gd@ﬁaé§é16f) second
language ability. Language learning is subordinated to

task performance, and language teaching occurs only
as the need arises during the performance of a given
task. Tasks integrate language (and other) skills in spe-

cific settings of language use. They differ from situa-
tions in that while situational teaching has the goal of

teaching the specific language content that oceurs in
the situation—a predefined product —task-based teach-

ing has the goal of teaching students to draw on re-
sources to complete some piece of work—a process. The

language students draw on a variety of language forms,

functions, and skills; often in an individual and unpre-

dictable way, in completing the tasks. Tasks that can be
used for language learning are, generally, tasks that

the learners actually have to perform in any case. Ex-
amples are applying for a job, talking with a social

worker; getting housing information over the telephone,

(17



12 APPROACHES TO SYLLABUS DESIGN

completing bureaucratic forms, collecting information
about preschocls to decide which to send-a child to, pre-
paring a paper for another course; reading a textbook

for anotﬁer course, and 50 on.

6. A content-based syllabns is not really a ianguage

teachxng syllabus at all. In content-based language

teaching, the primary purpose of the instruction is to
teach some content or information using the language
that the students are also learning. The students are
simultaneously language students and students of

whatever content is being taught. The subject matter is
primary, and language learning occurs 1nc1dentally to
the -content. leammg The content teachmg is not organ-

matlon, while task- based language teachlng is con-
cerned w1th communicative and cogmtwe processes

or want to leam p055151y with hngulstlc adJustments to
make the science more cemprehenmble

content are gresented beglnnmg with the one based
most on language structure, and ending with the one
based most on language use. If lnngnegelsy?lewed as a
tion as emphamzmg one or the other sule of this rela-
tlonshlp, then the six types of syllabl can be represented

to that based most on meaning. Suchj relatlonshlp can
be represented in graphic form as in Figure 2.1.

s‘ructural notionsl- - situational  skill-  task-  content-

functional based based based
emphasis on form emphasis on meaning
Fléiifé 2L Contmuum of syllabl

18,
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- Another way of differentiating them is the degree to

which they call for an analysis of the language before it
is presented to the learner, In a structural syllabus, the
analysis of the language and language behavior is done
before the teaching, and the teaching consists of presen-

tations of the results of the analysis to the learner. The
learner, then, presumably incorporates the knowledge

into behavior. In a content-based syllabus, the learner
experiences the language without benefit of preanalysis
on-the part of the teacher or syllabus designer (although
adjustments in the language being used may be made to
facilitate comprehension and learning), and must carry
out whatever psycholinguistic processes are necessary

to develop the new language behaviors himself or
héi‘sﬁlf:,,,, LIl Il . LIl oIl LIt
... Yalden (1983). lists four paradigms -that reflect a

spectrum of syllabus types like those that have been
characterized here. They are synthetic-analytic, formal-

functional, structural-contextual, and grammatical-
communicative: All fall well within the extremes of the
spectrum. Clearly, some instructional content is rela-
tively removed from any real or imagined context of use,
and some instructional content is identical with the

language being learned. S ST
.- The six archetypes presented here differ in the ways
in whirh they relate linguistic form to meaning and
use. The structural syllabus in its idealized form pre-
sents language form removed from actual occasions of
use. The notional/functional syllabus attempts to relate
language forms to occasions of use by presenting canon-
ical or customary relations between form and categories
of use (functions). The situational syllabus and skill-,
task-, and content-based syllabi all present language
forms in various types of contexts of use. The situational

syllabus provides idealized settings, presenting lan-
guage forms to the learner on the basis of intuition or
investigation on the part of the course writer: The
skill-based syllabus does it by defining types of use on

the discourse level and requiring the learner to apply
the skills- to real or imaginary language forms. The
task-based syllabus does it by defining some process or
goal that the learner has to achieve in the language and

requiring the learner to carry out the process or reach

19



14 APPROACHES TO SYLLABUS DESIGN

the goal, using naturally occurring language forms
and real information to -achieve it. The content-based

syllabus does it by requiring the learner to acquire some
knowledge through the occasicn_of use directly, with the

acquisition of language form subordinated to the acqui-
sition of knowledge. =~~~ .
- All of these approaches to content have succeeded in
getting language students to learn a new language,
although task-based syllabi are relatively new and un-
tested. Choosing between and among the various types
of syllabus or instructional content and integrating
them in a useful and eftective way in an actual teaching

program requires an awareness of the strengths and

shortcomings of each. T

In the following chapters, each of these types of
content in language teaching is examined in greater
detail.

20



o 3
The Structural Syllabus

The structural or grammatical syllabus is doubtiess th

most familiar of syllabus types. It has a -long history,
and a major portion of language-teaching has been car-
ried out using some form of it. The structural syllabus
is based o1 a theory of language that assumies that the
grammatical or structural aspects of language form
are the most basic or useful. When functional ability, or

ability to use or communicate in the new language, is a
goal of instruction, the structural syllabus can be said to

embrace a theory of learning that holds that functional

ability arises from structural knowledge or ability.
---The content of the struetural syllabus is language

form, primarily grarimatical form, and the teaching is

defined in terms of form. Although the definition of

language form and the most appropriate "grammar” to
use in pedagogy have long been disputed, most existing
structural syllabi use some form of traditional, Latin-

based, descriptive/prescriptive grammatical classifica-
tion and terminology. The usual grammatical categor-

ies are the familiar ones of neun; _verb, pronoun,

adjective, s,ijngular;,pliii-él;,,ﬁféé@i tense, past tense,
and 50 on. The domain of structural syllabi has tended
to be limited to: the sentence. That is, the sentence is the
largest unit of discourse that is regularly treated. A

classification of sentence types usually includes
semantically defined types such as stafements or

declaratives; questions or interrogatives, exclamations,
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and conditionals;. and grammatmally deﬁned types

such as simple, compound, and complex sentences:.

A good deal of morphology, can also be found 1n

and. artlcles preposmons and postposmons gender
markers, and 50 on. Morphology also deals with vocab-
ulary; Speclfically formal aspects such as preﬁxes and
suffixes.

A key feature of tﬁe structural syllaBus is that it is

synthetlc (Wilkins, 1976; Yalden, 1983). Synthetic syl-
lab1 requ1re analyses. of the language (content) such as

course. analysw The . syllabus deSIgner uses the ele-

ments isolated as a result of the analyses to make up the
content of the syllabus In most cases these are rules

their synthetlc nature, stmctural syllaln ‘assume a gen-

eral theory of learning that holds that learners can
synthesize the material being taught in one of at least
two ways. First; the analyzed 1nformatlon—the rules

use them in llngnlstlc communication. T}ie learner
uses the information either to generate or produce
utterances or discourse; or to check the accuracy of

pmductmn _Second,;. analyzed information is trans-

into the largely unconscious behavior that makes 1 up
language use.

There are several ways to present- language struc-
ttn*e of course. For example; the syllabus may call for
deéérxptlve ability on the part of the students. That is,
the students are expected to be able to describe rules or
explain why an utterance: is right or wrong. This is
explicit structural knowledge: A second type of struc-

tural knowledge is reflected in recognition or judg-
mental ablhty Th1s is the type of structural knowledge

to. Judge whether a given form is acceptable or not, and,

usually, to correct unacceptaBle forms. A third posmble

goal of structural teachmg is accurate productive be-

. 22
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havior—the learners should become able to use the
structures being taught without necessarily being able

to describe or make judgments about them. These are
three quite different uses of structure in the classroom,;
and teaching often does not keep them clearly distinct:
The first, at least, would require a very different type of
instructional content than the other two. Teaching for
descriptive or explanatory ability would require that the
instruction include explicitly stated rules and. explana-

tions;- which the other approaches might not need to

include. T
Structural syllabi have most frequently been asso-

ciated with cognitive methods of language teaching,

audiolingualism; grammar-translation methods; and
several innovative methods such as the Silent Way.

Some versions of cognitive- theory have asserted that
languages are best learned through conscious knowl:
edge of the forms of the language and the rules for their
combination: Audio-lingual methods use -2 behaviorist
learning model to instill structural knowledge and be-
havior in learners. Grammar-translation methods pre-

sent the grammatical forms and patterns of the lan-
guage explicitly, and then call for the student to practice
ind apply the knowledge in translating from his or her
) d vice
versa. More recent cognitive methods dispense with the
translation, but still call for explicit identification. of the
forms and structures of the language combined. with
application and practice focusing on the forms (Carroll,
1966; Rivers, 1981). - - - S

With structural syllabi, the problem of selecting
insiructional content is usually minimal. Except in the

native language to the language being learned, an

case of uncommonly taught languages, the grammati-
cal structure of the language being taught is usuazily
well known. Of course, especially in recent years as
syntactic facts have accumulated through work in

syntactic theory, many little-known aspects of the

grammars of even well-known languages have been

documented. St . S
- One minor problem with the selection of content is
the degree of detail the instruction should be concerned

with. A grammatical point can be presented in a basic

or general way, with little detail and few exceptions, or

-+ 23



8 APPROACHES TO SYLLABUS DESIGN

it can be presented with all of its qulrks and 1ntr1caC1es.
For example in teachmg the Enghsh present perfect

learners with useful Lgnqwledge:; o

While the selection of content is not a magor prob-
lem, the sequencing or grading of the content is. Several
criteria have been proposed for determining the order in

which to present various structures and patterns in a

language. Kelly (1969) provides a historical perspectlve,
and identifies complex1ty ("facility”), regularity (“gram-
matical analysis"), and productivity, or the usefulness
of the structure, as the three most frequently invoked

criteria. A recent summary is provided by. Canale and
Swain (1980). The familiar criterion of grammatical
complexity is; of course, primary, although no objective
ZtiéalSiiizé,,héS:,éVét,bééﬁ,,éStébliShéd; and syllabus and
materials writers have had to resort to intuitive criteria

or "the cumulative experience of language teachers"
(Alexander 1976 p. 91) to determine complexxty and

communrcat;ve generahzabd;ty, degree of facilitation. of

acquisition of other structures, perceptual accessﬁhhty,
and dlalectal markedness Strlct sequencmg of struc-

speclﬁc cases. :

~ Other criteria that can be invoked. in maklng
sequencing decisions include -degree of difference
between the structure concerned and its equivalent in

tive need for the structure and the order in which the
structure occurs 1n a natural acqulsltlon sequence.

are generally based on presumed mmphclty, frequency,

perfect. Orderlng of the present continuous and the
past, however, remains variable, and principles for

sequencing them relative to each other are lacking.
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Yalden (1983) summarized. the structural sequences
used in a number of textbooks. Although she concludes

that there is great similarity in their sequencing, in
fact, structures such as the ones just mentioned are

presented in quite varying order in different texts: Of
the four sequences examined by Yalden, the future
tense was presented before the present perfect in two

and after it in two. The present continuous was pre-
sented much earlier than the past in one text and after
the past in two. -

~ The sequencing or grading problem is complicated

by questions of learning theory, whether structures are
to be mastered on initial presentation or gradually re-
fined and expanded during repeated presentations
(spiraling), and by problems of relation to and integra-

tion with other types of syllabus. These issues will be
considered again in Chapter 9.

Examples of Structural Syllabi

__-Textbooks are not cyllabi, but they frequently become
syllabi and they certainly reflect what informed writers

believe should be the content and order of teaching.

Rather than provide an example of an imaginary struc-
tural syllabus; or of a real but unrepresentative one, the
content and order of several representative ESL text-
books are provided as examples of structural syllabi.
The following partial content list is from a textbook

series for beginning students of ESL that is structurally
organized, although it contains some situational con-
tent. The book is New English 900; published in 1978 by
Collier Macmillan.

This and that Third singular present tense

My, your Simple past

Be, present fense Negative questions
Subject pronouns Going to future -
Predicate adjectives. . . Could as possibility

Subject pronouns—plural Adjectives of comparison—
Demonstrative pronouns Two-word verbs
Imperatives _ _ Could—past of can
Negative of be , Infinitives
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Tag questions - Indirect object position
Count, noncount Will future

Present continuous Would fike, would rather
Possessive pronouns Must, mustnot

Past of be : Past continuous. .-
Simple present Embedded wh.clauses—
May, may.not _relative clauses
Can,cant - . . Reflexives

Simple present, negatwe -ly adverbs

Count.and mass.nouns Shourd . ...
Frequency adverbs If + real condition

Note that the groupings and gradlng tend to fellow
an order of dﬁﬁeulty and. frequency of use; and that not

modals for example, are presented separately F om

each ether presumably in an order based on frequency
or commumcatlve need.

Uszng English Grammar (Azar, 1981), one of the ‘most

Wldely used recent ESL structural texts The contents of

Wh-questions
negative questions
tag questlons

Smgular and plural
subject-verb agreeement
pronoun agreement -
somse singular; plural usages of nouns—rrregular noun plural"
count and noncount nouns; etc.

Verb fenses
irregular verbs and spelhng
an overview of English verb tenses——5|mple progressuve perfect
-etc. - :
using verb tenses—sir ple present prese'nt progresswe etc.

The passuve
Modal auxuhanes

Gerunds and mflmtlves 2 8
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Adjective clauses
Noun clauses
Conjunctions

Adverb clauses and related structures
time, cause, and effect

opposition and condition

Companson

Gondmonal sentences
Gerunds and infinitives (advanced)

Note that structural material is grouped in this book ac-

the-sole leammg source for students, othermse, all they
could de for the first unit would be to ask questions. Pre-

sumably, this is a remedial or review grammar, in-

tended to increase students' existing knowledge.

Positive Characteristics
of Structural Syllabn

Structural approaches to. language teaclimg liavo

come under severe criticism at many times in the his-
tory of the field (Kelly, 1969) for many obv10us reasons.

form or in combmatmn w1th other. types of syllabli

remain the most common in the language teaching
orld Several factors account for structural syllabi's

needs to be considered in language teaching. . .
.One reason, frequently overlooked in recent discus-

swns 8 that structure or grammar 1s the most general

structure, which can be used for a. vanety of functlons,

situations, and meanings. Because form is the most
generahzable aspect of language, 1t can be argued it

much recent work in second langhage acqulsltlon,
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almost all of which (see Dulay, Burt, & Krashen, 1982,
for a summary) has focused on the development of
structure. Dulay and Burt {1976) argue for the use of

structure as an index of overall linguistic development.
Thus, despite doubts about the utility of structural

knowledge, the importance of structural ability in lan-
mains unanswered, however. . .~ . . =
A : popularity of structural
syllabi is simple familiarity. "Grammar" is frequently

expected in a language class and usually _constitutes

A second reason for t

familiar content. The grammar of a language may be
complex, but the basic outlines. are generally weil

known and make up a relatively finite body of knowl-
edge. If a language course promises to teach the basic
grammar of the language, prospective learne s are
fairly sﬁfé’ﬁf’ﬁhét%’éiﬁé&;;;::;!, oo o o T D

A third feature of structural syllabi is that their
content is relatively easy to describe. Noun, verb, imper-
ative, plural, and gerund are terms that are generally
shared within the language profession, and there is

general agreement about what they mean. This is cer-

tainly more true of structure -than-it is of, say, the
functions of language, where the definitions are often

simply better defined than functional ones: A past tense
is a clearer concept than an invitation or a directive. -

- A fourth reason why structural syllabi are fre-
quently used is that structural knowiedge is the most

measurable of the components of communicative com-

petence. Because of the relative finiteness of structiral
knowledge and its relatively clear definition, measure-
ment tasks are easily prepared to determine how much

students have or have not learned: The grammar test is

a familiar task, and its presence on almost any type of

it is easier to make right-or-wrong decisions about the

structural aspects of learners' language than about any

other aspect. Since much of language instruction takes
place in contexts in which learners' knowledge is mea-
sured, either to rank students or to measure their prog-
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ress, the choice of a structural basis for instruction and
evaluation often seems natural. :
- Fifth, while structural knowledge does not seem to

be used directly by learners (see Ellis, 1986, for a thor-
ough discussion), some evidence (Higgs & Clifford,
1982) suggests that it can prevent later fossilization or
cessation of learning. Basing their conclusions on non-
experimental longitudinal observations and an analysis
of the prior experience of students who succeed and

those who fail to progress past an intermediate stage of
language learning; Higgs-and Clifford state that the
only factor that clearly differentiates the successful

from the unsuccessful learner is prior instruction in
the structure of the language. Generaily, students who
ultimately achieved high proficiency in a new language

were students who had earlier received instruction in
the form of the language. Students who fossilized or
were not_able to progress beyond a high intermediate
stage were those who had acquired the language

without benefit of much formal instruction. Much more
research needs to- be done to investigate and validate
Higgs and Ciifford's suggestion, however. - =

ffffff Sixth, according to the prevailing theory of language
acquisition, Krashen's acquisition or "Monitor Theory"
(Krashen, 1982, 1985), structural knowledge can play a
limited- but well-defined role in language use by serving
as the basis for the learner to Monitor, or check on the
accuracy of production and self-correct according to
known rules when time and the attention of the lan-

guage user allow for it. These conditions are met only
on discrete-point language tests and, to some degree; in
the editing of writing. Monitoring is also limited to the
use of relatively easy rules, and there is some evidence
(Tarone, 1986) that the attempt to Monitor using com-
plex rules actually decreases the accuracy of language
production. According to Krashen's theory, however,

Monitoring, within_the limitations he proposes for it,

mance; and Krashen recommends the teaching of
structural knowledge so that second language. learners

can use such knewledge under the conditions that allow
for it. - :

Seventh, instruction in language structure offers a
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basm for teachers or otﬁers to prov1de learners w1tB

feedback on the accuracy of their production. Learners'
errors are corrected with specific reférence to previous

riles.. Thts factor is of doubtful value because extenswe

evidence has demonstrated that such overt error correc-
tion has no effect on accuracy. Nevertheless, error cor-
rection is a widely accepted and practiced techmque for
dealing with learners' errors, and many teaching cur-
ricula call for it.

Eighth, structural syllabl are naturally value- and
culture-free. They can be taught independently of cul-
tural values in instructional settings where the lan-

guage itself may be desired, but not the social and

cultural values that are assoclated w1tﬁ it. ThlS is

tries, where major world languages such as Enghsh
are needed, but for political, social, or religious reasons,
authorities do not want the social and cultural values of

England, the United States, or other English-speaking
countries to be imported along with the language.

Negative Characteristics
of Structural SyIIaBi

is. almost no ev1dence that it affects Beﬁavmr in lan-
ghage use to any great degree Studles of the relatlon-

!ihgt, 3@11&5,;}9 meaegza,ble,ei?ec@@ ?BX,@@PEF@ ,o,f tﬁ,,e;r
writing aBﬂlty (Hartwell, 1985). The studies on ,t,hf,’?{@er
measured by appearance in actual language uge, show
little or no relation to the order in which they are

usually taught or the order in which the studies’ sub-
jects were taught. Instruction in structure; therefore,
does not seem to transfer to behavior very well or easily,

30



if at all (see Ellis, 1986, for a detailed treatment of this
qu’eStiOn)., S mmes oo oI o -

. Although the real and apparent successes of striic-
ture-based teaching cannot be fully described here,

several points can be made. First; many students do

“learn" structural matter, and they can demonstrate
their knowledge on certain types of tests, but this knowl-
edge does not seem to manifest itself during unmoni-
tored language use. Thus the knowledge is learnable,
but the degree to which it is_usable is questionable,
Second, while instruction in form may have few direct
benefits, it certainly has indirect benefits in that it can
provide usable language input on the basis of which the

student develops his or her own version of the language.
Students may become competent in the new language
as a consequence of instruction but not as a direct result

of instruction in form: Their. competency may wel:

develop from various forms of instruction. The lack of
direct benefits of instruction in. language form . is
counterintuitive to many language teachers and.stu-
dents, especially those who are familiar with the large
number of grammar-based language teaching pro-
grams that have produced second language users of
some competence. Almost all recent studies of the re-
lationship of experience to outcome, however, have

failed to demonstrate a direct connection Lietween in-
struction and ablity. . - - . .

. A second major drawkack to structure-based in-
struction is that it can mislead learners into thinking
they are learning a language when, in fact, they are

learning facts or information about a language. Some
teachers contend that the fact that learners request or

demand instruction in language structure is reason in
itself to offer it. The reason is compelling, but such
demandson the part of students need to be carefully

examined and managed.  In most cases, they are
probably demanding such instruction because it is fa-

miliar and makes them feel secure, and because in

learning structure the students think they are learning

the 1aj1:g.tia§e’ _ - N N R oo Dol T ,,,,;;:j; ---
- A third drawback to structural syllabi is a result of
the sequencing or grading problems referred to earlier.

A strictly structural syllabus prevents students from
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producing structures they have not been taught. Either
the students have to be severely limited or controlled in

their use of the new language until the needed struc-
tures have been tﬁught, or groping and. error must be

tolerated or ignored until the appropriate instruction

appears in the sequence. This dilemma has led to the
development of "controlled communicative activities"

that are intended to provide practice in using forms that
have been taught.

Applications

__ The low transferability of structural knowledge to

actual language behavior severely limits its application
in language teaching settings, at least to language

instruction whose goal is the ability to- function in the

language. If passive structural knowledge is an end in
itaelf (i'e., explicit, metalinguistic knowledge; as might
be_desired in a descriptive linguistics course), then

extensive instruction in language structure can be
useful. It is also widely held that by focusing on
structure or grammar; second language accuracy is

improved. But; as indicated earlier, very little evidence
supports this point of view. In addition, the notion

overlooks. the fact that learner error involves many

aspects of language besides grammar. Indeed, most
local grammatical errors do not interfere with under-

standing or otherwise mark the person who commits
them more than vocabulary or pronunciation errors.

The desirable but limited role that Monitoring can play
in language use can also justify a limited amount of

téééhiﬁgfﬁf langgqge :fgl;nii,l; I I LIl
- In some settings, however, a structural definition of

the language being taught may be the only one possible.
This is often the case when the language is being taught
in locations-that are removed from: the language's

native-speaking communities: Given the limited goals

and resources of such teaching, it may be that a small
amount of structural knowledge of the language is all
that the learner can-expect te take away. There may
even be cases in which; for political or cultural reasons;

the sponsors of the instruction may not want the
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cultural values of the language to accompany the lan-
guage mstructlon In such ‘cases, mstructlon 11m1ted to

Beyond these generaI remarks, space does not. aHow

ﬁlrther discussion of the eternal dlspute over whkether

grammar or structure can or should be taught to bring
about second language behavior. Proponents of striic-
tural instruction still argue that structures can be

taught_and learned, and eventually appear as natural

language behavior. Until objective evidence supports
this as a general and direct rather than-an exceptional
or indirect route to second 1 ianguage ability, defining
language instructicnal content in terms of structural

information will at best detract from more useful in-
structional content. The primary role for the structural
syllabus seems to be to mstruct leamers in aspects of

ditions that time and the conditions of speech or wnting
allow

tural content is ﬁ& serve as the ﬁrgamzmg framework

for other types of language instructional content, such

as situations (dialogues), notions and functlons and
higher-level language skills. Such- an organizing f‘unc-
tion may- obscure or dilute the characteristics of the
structural syllabus reviewed here, but the basic func-

tions of such content remam the same. The questmn of

will be considered in Chapter 9.
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Notional/Functional

Syllabus

The notlonal/functlonal syllabus is. the best kno'wn 'o'f

however, also the obJect of a great deal of misunder-

stan&mg' On tﬁe one }iand anle notlonal.]functlonal-

language instruction that can be. taught througﬁ

varlety of classroom techmques On ‘the other hand

what - has been called communmatlve language
teaching” (Brumfit & J ohnson; 1979; Richards &
Rodgers, 1986; Widdowson, 1979), a rather amorphous
view of language teaching- that has been referred to as a
method but is really a collection of different approaches

Because of its broad. scope 1ts confusion with in-
structmnal method and 1ts own lack of deﬁmtlonf

narrow. perspectlve is. taken here, ,vxewmg the notion-

al/functional movemenrt only in terms of a means for
defining instructional content. In this sense, notion-
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al/functional syllabi have much in common with struc-
tural syllabi in that both are subject to a variety of in-
terpretations and can be associated with a variety of
methodologies. |

__ Notional/functionalism grew out. of a functionally
oriented linguistic tradition that has long existed in

Britain. Rather than examine language in isolation
from its uses and social context, British linguists such
as Firth (1957) and Halliday (1973) have insisted that

ude infor-

adequate descriptions of language must incl

mation on how and for what purposes and in what ways

language is used: The philosophical work of Austin

(1965) provided the basis for-much of the recent analy-
sis. In the United States, the sociolinguistic work of

Hymes (1972) and others on communicative competence
provided much of the theoretical basis for notional/
functionalism in language teaching. - =
__-At its simplest, notional/functionalism is, in_Rich-

ards and Rodgers' (1986) terms, a theory of language. It
holds that basic to laniguage are the uses to which it is
put. If language is seen as a relationship between form
and function, notional/functionalism takes the function
side of the equation as primary and the form side as

secondary. For example, rather than regarding the
future tense form (with will) in English as basic and

discussing the uses to which it can be put (e.g.; talking
about the future, making promises) as secondary, in a
functional view of language, notions such as future and
functions such as promising-are considered basic and

thé——futuré,,ténsg,,farm,,18,aiéciissed as one way of

realizing these nctions and functions. Figure 4.1 pre-

sents the two different types of relationship. =~
Otlier interpretations and applications have elab-

orated on notional/fonctionalism, but the most basic

point_of the movement in language teaching is that
categories of language use rather than categories of

language form have been taken as the organizing
principle for instruetion. =~~~

- __While the categories used -to talk about language
form are familiar—noun, verb, statement, question,
present tense, subordinate clause, and so on—the
categories of language use are much less well known.

Notional/functionalism defines them in two ways. First,
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notions; or categories of meaning, are what Wilkins

(1976) has called semanticogrammatical categories,
which are usually characterized by interaction between
categories of meaning and grammatical forms in most
languages. Examples of notions are-time; duration;

quantity, agent, instrument, place, and many others.
. The second category of language use ic functions, or

the uses to which language forms are put; what
Finocchiaro and Brumfit have called -the "communica-
tive purpase(s)” of language (1983, p. 13). Examples are

agreement, greeting, approval, prediction, requesting

directions, apologizing, and so on. An excellent listing
of functional categories for teaching second -or-foreign
languages can be found in van Ek (1976) and Finocchi-
a‘b ﬁian&iﬁﬁt,(,lg;s,g)E,,, Il o ol i Z T .

. .. Each notion or function can be associated with a var-
iety of forms, of course. Insirumentality can be ex-

pressed with prepositions (e.g:; "by bus;," "with an

axe"), verbs (e:g.; "used an axe," "chopped"), and with
prepositional phrases (e.g., "by chopping it"). Future

time can be expressed by future tense forms (e.g.; "I'll
go tomorrow," "I'm going to go tomorrow"); present
tense forms (e.g., "I leave tomorrow"), or present con-

From structure to function

/

Function (future)

Form (e.g., will) Function (promising)

Function {prediction)

From function to structure
_ __—  Form (be going to)
B /

Function (e.g.; "future”) ——————  Form (wil)

™~ Form (e + -ing)

Figure 4.1. Ditfering relationships between form

and function

. 86
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structural teaching, forms. are orimary,; and indica-

tions are often (but not necessarily) made as to how the
forms can be used: In notional/functionalism, the uses

are primary and forms are supplied as necessary. -
- The determiination of what notions; functions; and
forms to include in a teaching syllabus is often regarded
as_part of notional/functionalism: Actuzally, notional/
functionalisr is a procedure for designing a syllabus or

choosing content for a specific syllabus, but it is not. a

part-of the content of the syllabus itself. Determining

specific syllabus content invelves examining the type of
discourse the learners are going to need to engage in,

noting the notions and functions and the specific forms
that are used to express them in the types of -discourse
involved, and putting them together into a language-
teaching syllabus (see. Munby, 1978, for a detailed

description of this type of procedure). This teaching

toward specific discourse types, based on an analysis of

is often called "communicative:" A second reason is
simply that by teaching the association of form and

meaning, communicative ability will be more likely to
result than if form is taught alone. A third reason is

tional movement realized that both the content and not
just the procedures of language teaching had to be

expanded. and modified in order to develop appropriate
functional ability in students.. - -

- _It-is important to note, though, that notional/func-
tionalism was initially associated with a cognitive type

of learning theory that called for explicit presentation of
language material, conscious recognition, and practice.
More recently; it has begur to incorporate experiential
learning theory, similar to Krashen's acquisition theory
(Krashen, 1982), and to use techniques such as creating
information gaps and problem-golving tasks as class-
room activities (RIChérdS&Rngéré,1986L -

Sequencing and grading of Iéﬁg'ﬁégé,iﬁétéﬁél,aé ﬁ()f:

seem to be of major concern to notional/functional sylla-
bus designers. Little in the literature discusses prin-

ciples for sequencing material, and the question is
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rarely raised. Littlewood (1981) mentions only the criter-

ion of simplicity of form for sequencing specific fune-
tions. Finocchiaro and Brumfit (1983) note that "selec-

tion and gradation is more flexible than in the past”
(p- 40), and invoke the criteria of learners' need for

functions, preexisting linguistic knowledge, grammati-
cal complexity of the struciures needed; and the length
of utterance needed to perform some function. =
__Selection of material was discussed earlier. When
functions associated with multiple forms are the basis
for instruction, it is clear that some seleciion must be
made. In the most general approach to notional/func-
tional syllabus design; that of the European unit/credit
system (van Ek, 1976), the determination was made as a

result of individual and committee work using any
means available to determine what the linguistic needs
of educated adult learners in the European community

would be. A general European syllabus was designed on
that basis, a syllabus that would provide a basis for

foreign language teaching to adults throughout Europe,
Munby (1978) presents a detailed process for carrying
out an analysis and turning it into a syllabus. The

emerging field of discourse analysis provides much of

the basis for selection of instructional content. . .
Notional/functional syllabi have been around for a

much shorter time than: structural ones, although
aspects of them certainly have a longer history. Much
misunderstanding ard lack of definition still surround

them, in addition to the confusion resulting from
various connctations of the term "communicative."
Problems in- using them are similar to the problems

that have arisen with structural syllabi—low transfera-
bility and sequencing difficulties. When combined with
a cognitive theory of learning and not combined with

from structural syllabi, a point noted by Widdowson
1979):
The notional syllabus, it is claimed, develops stu-
dents’ ability to do this [become communicatively
competent] by accounting for communicative
competence within the actual design of the sylla-
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bus itself. This is a-delusion because the notional
syllabus presents language as an inventory of
units, of items for accumulation and storage.
They are notional rather than structural iso-
lates, but they are isolates all the same. (p. 248)

,E;Xi:irT]éiééi O, ,i., . .- .. Iz._C ,;
of Notional/Functional Syllabi

" The major source of information on the content of
notional/functional syllabi is van Ek (1976); who pre-

sents the general syllabus for the European unit/credit
system, plus inventories of notions and functions and

their formal exponents. A number of textbooks; many
British, some American, have been written using no-
tions and functions as their content. Two widely used

series are the In Touch and Life Styles series, the
former (a series for beginning students) by Castro and
Kimbrough (1980)-and the latter (an intermediate ser-
ies) by Lozano and Sturtevant (1981). Both use a situ-

ational organization with functional content. A sample
unit frem each follows:
What's the matter?

Téikin@ aﬁcui,sickngéé

Making a suggestion L

Accepting or rejecting a suggestion

Making a request -

Agreeing to a request

(Castro & Kimbrough, 1980)

Do you want to come with me?

Invite someone to do something

Refuse an invitaton = = =
Ask for and give information about people

Offer to do something
Accept an offer
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Ask someone to give a message to another person
Mention a condition for doing something

(Lozano & Sturtevant; 1981)
Finocchiaro and Brumfit provide a sample "curricu-

Positive Characteristics
of Notional/Functional Syllabi
 Without doubt, including information about how
language is used in a teaching syllabus potentially
increases the -usefulness -of language instruction
(Finocchiare & Brumfit, 1983). Reductionists who teach

according to a narrow definition of language (e.g., the

grammatical system, much vocabulary) can often
demonstrate dramatic results in the short term but still
fail to develop learners' overall ability to function in a

new language. The greatest strength of the notional/

functional syllabus is that it includes information about
language use that structurel syllabi do not. If the
content of an-appropriate notional/functional syllabus
can be learned; then the students will be better able to

function in written or spoken interaction. They will

have more experience with, and knowledge about,
which linguistic forms do what in_the new language,

and they will have had exposure to at least some real or

simulated interaction in the language. They may view
the language less as an abstract system of elements and
rules, and more as a communicative system. -

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

specific_instructicn is, the more useful it will be. If
notional/functional syllabi are based on accurate and

,,,,,,,,,,,,,,,,,,,,,,

according to their plan; then notional/functional syllabi

have a higher probability of developing effective users of
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tively short time. Such success is a result of the intrin-

sic relationship between form and function on which

notional/functional syllabi are based.

A' :;:;,i-él Zj,i::éijtijﬁ

Apologizing

Department
store (retorning
somc. 1ing)

I'm sorry. Would
it be possible ;. ?

Simple past,
present perfect

shirt
buy, wear

st
to0

you

dates

Aural compre- -
hension; indircct

speech; changing
register

Requiestinig

directions

At the bus

stop

I beg your
parden,

Interroga-
tives (simple
present)
Modal-must

names of

must ge o,
get off, take

Reading
questions and
answers;
cloze proze-
dures; dicta-
tion

Expressing
frustration
Home (dinner
guests late)

have telephrned?

be + Veu
It's (time)

food, dessert,
roast

ruin, $poil, serve

late

®

time; numbers

- Role play; aural

dictc-~omp

Fig. 4.2. Syllabus with functions as crganizing principle

Note. From The Functional-Notional A

Practice by Mary Finocchiaro and Chri
© 1983 by Oxford University Press;
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Negative Characteristics
of NotionaI/FunctlonaI Syllabn

that ‘remain SImpIe series of isolated. form-function

pairings will do little to develop interactional and
commumcatlve ablhty because these 1solated functlons

tlons are taught accordlng to cogmtwe learnmg theory,

then there is no reason to believe that such instruction

will be. much more effective than structurally based
mstructlon

ﬁinctxonal mstmchon is thatbecause the content is tied

to specifics .of use, the instruction is less generalizable
than structural content. For example ‘the future tense
is the future tense, whether it is used to indicate action
in the future; make-a promise; or give an order. Thus; a

few structures can be used to perform many f functtons

However, a student can learn the limited range of func-
tions taught in a notional/functional syllabus and still
have major structural gaps. =

A third problem arises if notmna}]functtonal syllab1

are limited to short utterances or exchanges involving
the functions in question. Like structural syllabi, func-
tlo sal content can. be presented ent1rely in. short utter-

anglja[ge;‘ sﬁtg'uctures of discourse are 1gnorei1 the stu-
dents may be unable to handle the new language in
longer connected discourse. = -

A fourth potential weakness hes in the ease. mth

whtch notional/functional syllabi can become pnmanly

a vehicle for teaching what are called "routines” and
"patterns” in second language acquisition studies. Rou-
tines are short; ,formulalc utterances generally used to

for a polite refusal "Patterns” are utterances with open
slots into which various lexical items-can be inserted
(e.g., Would you like to —_?). Some notional/functional
téééhliig tends_to emphasize such routines and to teach
them as the unanalyzed chunks they often are, rather
tran as the products of a grammatical system. While

-
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the role of routines and patterns in language acquisi-

tion is open to dispute (Dulay, Burt, & Krashen; 1982),
one view is that if functions are taught as relatively
frozen phrases they would be learned as such, and the
unanalyzed routines would be used instead of produc-

tive language structures. Once again, this shortcoming
can be. overcome with appropriate instructional

techniques.

Proponents of notional/functional syllabi contend

that they are applicable to almost any language

teaching situation and that they are simply an improve-

ment over structural and, to some extent, situational

syllabi (see Finocchiaro & Brumfit, 1983). To the degree
that notional/functional syllabi are: either geared for

general applications or adapted on the basis of specific

discourse and needs analyses, they certainly have wide
éﬁij,li,ca,tion’: oL - - - J— LTIl o
In the development of specific teaching programs

for specific purposes, notional/functional approaches to

syllabus may be appropriately used to define the content

of such courses. By allowing an examination of the

specific functions occurring in various types of dis-
course, the notional/functienal- approach makes it

somewhat easier to develop a syllabus with the appro-
priate _emphasis than it would be with a structural

éyllabi,ls’ ol B N - R o L. ,,,,L,,,,,,,,:,,,,,:Z
ut, as with structural syllabi, notional/functional
syllabi present a problem of transfer. The claim has

empirically validated, and analysis of the content of
notional/functional instruction provides little reason to

accept such a claim. Because narrowly defined notion-
al/functionalism offers no truly interactional exper-

iences, and no guidance for developing discourse or
strategic competence, its students are not any better

prepared to communicate than students taught using

more structural syllabi. It would seem that the dif-

i
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ference between teaching from form to function and

teaching from function to form would be minimal if all
that is taught. is a set of unanalyzed pieces of-infor-
mation about the new language that the learner has to
synthesize on his or her own. The learners may still
need real communicative and interactional experiznces
to_acquire these abilities, More experience and -con-
trolled studies of notional/functional teaching will be

necessary to evaluate their potential in meeting com-
municative goals of language teaching.

- When combined with a more interactional meth-

odology and an acquisition-based theory of language,
notional/functional instructional content may lead to
more functional ability. When this is a goal of the
instructional program, a notional/functional syllabus
might be an appropriate syllabus choice. For instrue-
tional programs whose primary goal is structural
knowledge, the notional/functional syllabus is still a

possible choice. As it relates forms to functions, the
notional/functional syllabus may be an excellent way to
impart conscious knowledge of the structure and func-
tion of a language.
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The situational syllabus has a long history in language
tea,ching; but situational content has ;mostly been used
as.an aamﬁetw instruection_ thétls?g’nm; mari Iy foéiiSéﬂ on

language form and. structure. Many "methods,” from

grammar-translation to Berlitz to modern mtegrated
textbooks have used examples of the language bemg

ters actmg and Beliavmg in complex ways Many col-
lections of conversation or commumcatlon act1v1t1es are
orgamzed in terms of situations._

situational syllaBus but many, dlfferentlated by type of
informational content-and type of linguistic content.
Alexander (1 976) has d1st1ngu1shed three types of s1tua-

hmﬁo conérete and mythical: “The limbo mtuatlon is
one in which the -specific. setting of the situation is of
little or no importance. Alexander gives the example of
introductions at a party, where the settiiig of the party is

largely irrelevant, and what is important is the particu-
lar language focus involved. The concrete situation is
one in- wh1ch the 'situations are enacted agalnst spectf

77777777777777777777777777777777

and the language assomated with it: Ordermg a meal in
a restaurant and going through customs are examples
of concrete situations. The mythical situation is one that
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depends on some sort of fictional story line, frequently

with a fictionai cast of characters in a fictional place.
- Among the different linguistic focuses that can be
found in situations is the grammatical focus, with
which situations are presented in such a way that
particular structures or sets of structures are empha-
sized. It is possible to imagine a pronunciation focus
that -emphasizes_particular pronunciation problems.
Another is a lexical focus, whose emphasis is ¢n some
set of vocabulary items. Situations may emphasize
functions, suck as introdiction or apology, or notions,
such as time or color or comparison. Finally, situations
may be constructed to present various types of discourse

or interactional phenomena. -

A related way to distinguish situational syllabi is to
consider whether situations are presented to students

in the form of completed discourse, or the students are

expected to create or modify parts or all of it: Many
situations are presented in full, and students are then

asked to play out the same situation using their own
language and; possibly, settings. On the other hand,
situations can be presented as role plays; in ‘which the

students are expected to create; supply, or fill in much
of the language that occurs in the situation.

~ The most familiar way of presenting a situation is
as -a_dialogue, usually at the beginning of a lesson,
although dialogues may occur anywhere in a lesson.

The many ways in which dialogues can_be handled in
classrooms are not described. here, but they include

passive listening; active listening, and memorization:

they can serve as models for student improvisation; and

S0 on.

The tapics, setings, and participants n situations

can vary infinitely. For any use of language, a dialogue

or situation can be created or selected to represent it
The content of situations can be ¢--npletely created by
materials writers or teachers or tancu from real life, -
- One version of situations is role plays, in which
learners act out or perform roles in defined. situations.
In role plays; the language may be provided; or the
learners may ad lib the dialogue. A more sophisticated
version -of situations is DiPietro's scenarios (DiPietro,

1982). Scenarios require learners to play out roles in a
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particular dramatic situation, usually a complex prob-

lem-solving setting with elements that the participants
do not anticipate. The situation is provided to the learn-

er without dialogue or language; and the learners, usu-

ally in a group, write or prepare the language and per-

form the scenario. Alexander (1976) suggests that situa-
tions be personalized by putting students' names and
personalities into the situations. - - = -

~_With any language instructional content that at-

tempts to incorporate some sort of language use, the
important distinction between "real” and "realistie”

created for the classroom but intended to mirror actual

occasions of language use is merely "realistic” at best.
Language that actually occurs outside of the classroom,
with few artificial constraints;-is "real." Most class-
room dialogues are, at best, semirealistic. =~

. .Only rarely do situations make up the entire conteni:

of a language course. Usually they are used to present

exercises. Situations in the form of dialogues or role

plays may also be used to practice material that has

been presented in more isolated form. Situational ma-
comprehensibleinput(Krashen, 1982) ta }earnﬁ eg §on;é
conversational courses may rely on situational material

almost exclusively.

. Because of the wide varié,izs' of :tiijéé and applications
of situational content, it is not associated with any
specific theory of learning: Situational content has been

used with audio-lingual (behaviorist), cognitive, and

experiential (acquisition-based) instruction. Situational
syllabi are also-associated with various theories of lan-
realistic situations, rather than contrived or artificial
situations devised simply to exemplify linguistic struc-
tures, would, however, be most closely associated with a

broadly- communicative view of language and an experi-
ential theory of learning.
4 ;7
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Examples of Situational Syllabi

~ As already indicated, situations rarely make up the

entire content of a language course. They may, how-
ever; form the backbone or continuing story line of a

course. One example of this is the story line that unifies
the integrated course text, Intercom. A rzpresentative
list of the situations used in the continuing story is as
follows:

. What's in the news

- More news

.Funandgames .

- TV news: Fire at the Ritz

. Newspaper headiines

. At the dentist's office

. A weight problem

.Onadiet. .

. A visit to the doctor

- The wedding

11. Vacation places

12. Travel plans

13.Ontheway

14. Away from home

=21 D IO 00 i~ O OV B GOIND) -~

L NS S

(Yorkey, Barrutia, Chamot, Rainey de Diaz, Gonzalez,
Ney; & Woolf, 1984; Book 3; pp. iii-iv)

___Another representative list of situations is taken

from a supplementary conversation text:

The petshop

The service station
Advertising
Downtown
Fire! ,
The working woman
The universe
Housework
(Dobson & Sedwick, 1975, p. vii)
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Situational Syllabi

Positive Characteristics
of Situational Syulabl

Situattonal syIlabx can lea& more dlrectly than oth-

ers to learners ab1hty to commumcate in speclﬁc set-

sar,lly be a strength. If the settmg in whu:‘" the lan-

guage is to be used is relatively closely represented by

the language in the pedagogical situation, the.: transfer

may take place To the degree that there is-a mismatch,
or that there is unpredictability in the real-life sxtuatlon,
then frustration and lack of transfer may be evident.
When learners are being trained for highly specific and

predictable settings, situations can indeed be useful. -
- Situations provide contexts of discourse in which
form and meaning coincide. Students are not: asked to

-—m— —— ————— o o

that 1llustrate and remforce the form-meamng relatlon-

L

dlscourse

- The-use of mtuatlons in language teach ing can help
to provide some social and cultural information about
the_language and its users in a nondidactic way. Well-

prepared situations can show how native speakers act
and what they talk about and are concerned about.

of Sltuatnenal Syllab|

Whﬂé situational syilabi ‘can potentially -increase

lated to the instructional sl’cuatlonsr too great a use of

predetermined and artificial situations can lead to lack
of transfer, as. students are led to rely on prelearned

creative and negotxated uses. of langnage Routmes and

patterns are unanalyzed chunks of language (e.g., How
have you been?) that learners acquire without learmng
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the structural elements-and rules that make them up.
The role of routines and patterns in language acquiisi-
tion is controversial (Dulay, Burt, & Krashen; 1982); but
it seems that overreliance on them can interfere with

ited conversatior.al goals, however, routines and pat-
terns may be useful. .. . . : o
It is extremely difficult to create authentic language
for instructional purposes. First; the actual patterns of

use of native speakers in many situations are still un-
known, and intuition is not a reliable guide. Many of the
studies in the collection by Wolfson and Judd (1983)
demonstrate this. Relying on intuition usually results
in artificiality and inaccuracy. In addition; even when
accurate native speaker norms are available, a special
type of talent is required to write focused -and natiiral

dialogue, rarely found in published texts. A third prob-
lem with authenticity in situational content is its ten-
dency- to become outdated. The more specific and accu-
rate the language associated with a situation, the more

likely it will become inappropriate quickly. =
A reliance on situational content can cause prob-
lems where the learners or the instructional setting do
not want cultural values to accompany the language.

For example, when the purpose of teaching English or

other languages is academic, business-related, bureau-

cratic, or otherwise purely instrumental, the culture in
which_the language is being taught may have a.low
tolerance: or_acceptance level for the- cultural values

associated with the language. Unless the situations are
written to reflect local values or the specific activities for

which the language is being learned, they may reflect

unwanted foreign language values. - S

- . As with other types of instructional content; situa-
tional syllabi present sequencing problems. Few criteria
are available for determining the difficulty of situations
and sequencing them in instructional syllabi. Sequen-
cing can reflect some. natural chain of events (buying
the ticket, getting on the train; finding the seat, apolo-
gizing to a-seat-mate; ete.); but it is difficult to control
language that might occur in such sequences without,

again, resorting to artificiality.
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/oplications
As indicated at the heginning of this chapter, situa-

tional syllabi rarely carry the entire content weight of
an instructional program. One exception is the conver-
sational course whose-objective is limited conversation-
al ability with specific topics. Another is instruction
intended for learners with specific situations in which
to use the language being learned, where the language

that will occur is highly predictable (e.g.; with waiters
in restaurants). A third case for situational content is

as a corrective tool for learners who have. already

received a great deal of formal instruction but who have
weak functional ability in the language. = =

- In general, however, situational content is most
useful when mixed with other types of instructional

content and used for the reasons mentioned earlier—to

introduce new material, to practice material in realistic
ways, to_provide a continuous story line through some
set of materials or a course, or to provide opportunities

for learners to create their own discourse in defined
situations. .- .. L
... Situational content is usable with learners of all
ages, though it is especially useful for children who
neither want nor are ready for formal analysis.
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Skill-Based Syllab

Much loss is known about the skill-based, task-based,
and content-based syllabi than about the types already
discussed. This is especially true of the skill-based sylla-

bus; a type that has not been previously identified as a

separate kind of instructional content in the literature

on language teaching. The term "skill" in language

teaching has generally been used to designate one of the
four modes of language: speaking, listening, reading,

or writing (Chastain, 1976). Here, however; the term is
used to designate a specific way of defining the content
of language teaching. =~ - - =~

A working definition of skill for this volume-is a

specific way of using language that combines structural
and functional ability but exists independently of specif-
ic settings  or situations. Examples are reading skills
such as skimming and scanning; writing skills such as

writing specific topic sentences and certain kinds of dis-
course (e.g:, memos, research reports, work reports);
speaking skills of giving instructions; delivering public
talks, giving personal information for bureaucratic pur-

poses, asking for emergency help over the telephone;
and listening skills such as getting specific information
over the telephone, listening to foreign radio broadecasts
for news or military information, taking orders in a res-
taurant, and so on. Another, and more traditional, way
of viewing skill-based instruction is what is called

competency-based instruction. Competencies are simi-
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lar to behavioral objectives in that they define what a

learner is able to do as a result of instruction. Extensive
lists of competencies have been developed for adult ESL

(refugee and immigrant) programs in the United

States.
Not all natlve speakers of a language -are equally

ample even tﬁougﬁ anyone readmg this book ‘may be
considered a speaker of English, including many native
speakers, not all are readmg with the same degree of

efficiency. Some are more "skilled” readers than others:

At the same time, one person may be a particularly

skilled reader but perform extremely poorly when re-
qulred to carry on an emergency conversation on a

may be adept at gettmg people to buy waterbeds:.

‘The ability to use language in specific ways (settmgs
and registers) -is partially dependent on general -lan-
guage. ability; but partly based on experience and the
need for specific skills. Language skills may; in fact; be

limited to specific settings. Many waiters and wait-

resses in restaurants, and other workers in similar
JObS have- ieamed only the Enghsh skills needed to car-

SpeCIﬁC second-language skill: Preparmg students. to

undertake higher education in a second language often
involves teaching them specific skills such as note-
taklng,,wntmg formal papers and sklmmlng and
scanning while reading. -

Such skills are somewhat mdependent of a more

general language ablhty Expenence has shown that

guage learn to perform. spec1ﬁc lumted tasks but cannot
always generalize to other applications of the skills in

the language. Still, while teaching with specific occa-
sions- of use in mmd is possible, the degree to which it is
possible depends on the complemty and. predlctablhfy of
the task. Taking an order in a restaurant is a relatively

predictable task. So is the assembly of a computer chip.
To some degree the same p0551b111ty holds for aSpects of
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ieSs, 1ncreésm§ ev1&ence siiows fhat the predxctabliltsl

aeadennc Ianguage use may be as varied and unpredlc-

table as any other.

To the degree that sitnations of language use and
the needs of learners can be defined and matched, it is
sometimes possible to teach or emphasme SPGCIﬁC types

aegree, skill- Basea syllaﬁl have been used in language
for specific purposes (LSP) programs, for learners who
have some more or less well-defined activity they need to
carry out in the second language: Actually, such pro-

tional, mtuatlonal -and skill-based content

, Sklll- or competency-based syllabi are also becoming
widely used in adult education ESL programs, especial-
ly_programs-for immigrants and refugees. The Main-

stream English Language Training Project. (MELT)

(U:S: Dept. of Health & Human Services, 1985) is an
excellent example of thls type of syllabus The motiva-

the program de51gners goals of makmg the stu&ents as

I‘unctmnally competent in society and in the work place
in as short a time as possible. The volume From the
Claseroom to the Workplace Teachmg ESL to Adults,

is anrexcellent survey of the concerns of life skllls and
vocational ESL and the role of sklll- and competency—
based instruction.

rednctmmst theory of language, which views the overall

language system as reducible, at least for teaching pur-
poses, to Speclhc skllls or apphcatlons At 1ts worst;

can he grafted onto hmlted general ablht" (accordmg to

which a 5-year-old can learn to play virtuoso. violin
pieces). More generally, the reductionist view holds that
language as-it is used in some specific ways is formu-
laic and predictable.

Another approach to skill-based instruction addres-
ses _general or overall - language ablllty through speclﬁc

Clﬁc skills is prov1ded in addttmn to instruction de-
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signed to-develop global language ability. The skills are
presented broadly and with varied and variable applica-
tions (e.g., intensive reading of many different tvpes of
texts) so that specific skills and global ability are devel-
oped simultaneously.

~ Skill-based instruction is not associated with any
specific theory of learning: The general theory is that

the learning of complex behaviors such as language is
best facilitated by wvreaking them down into small bits

(skills). teaching the bits, and hoping that the learner
will he able to put them together when actually using
them. This notion_is shared by many approaches to

instructional content in language teaching.

Examples of Skill-Based Syllabi

. One example of a skill-based syliabus is used in an
advarnced-level reading course for students preparing
for higher education:

Guessing vocabulary from context

Scanning of nonprose materiai

Reading for the main idea

Using affixes as clues to mear::, s

Inferencing. - E

More scanning of nonprose material

Summarizing readings

More work on affixes

Dictionary work - - S

Restatement of informationai c:sntent

More inference work

More affix work -

More restatement

More inference S

Analysis of paragraph structure

More affix work - --

Critical reading skills

Using contex: ./lues

Using expectations Cm e
(1983, pp. 477478)

- - Examples of somé competencies in adult education
ESL are as follows:
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Student will be able to identify common fvod items from each food
group.
Student will be able to read name and price labels.

Student will be able to identify coins by name (e.g., nickel, dime) anrd
amount.

Student will be able to give correct change.

Student will be able to identify family members by name and relationship.

Student will be able to write name, address, telephone number, and age

in appropriate place on form.

(Center for Applied i;in,'c;'ruis’ti'csi 1983, p. 17)

Positive Characteristics
of Skill-Based Syllabi

__Skill-based content is most useful when learners

need to master specific types of language uses, either

exclusively or as part of broader competency. For ex-
ample, students planning to work in higher education
in the language. It is impossible to predict all of the

kinds of language and information they will encounter
or need. On the other hand, it is possible to predict at
least that these students will need specific reading and

note-taking skills; the skill of comprehending academic

lectures; and the ability to. do certain types of academic

writing. Graduate students who need to read limited
types-of second language material in specific fields need
only those specific reading comprehension skills. Re-
centl7 arrived immigrants and refugees need immedi-

ate abilities in the practicalities of daily life (housing,
food, health, social services, law), and those being
trained for work need specific skills in comprehending
work instructions. These immediate needs may -be sub-
ordinate to a more general proficiency in the new

language. A military intelligence officer being trained
to monitor enemy radio broadcasts may need no sy *ak-
ing or productive skills; but only certain narrowly de-
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fined listening comprehension skills- using the medium
of the radio and tape-recorder and dealing with the
informational -content of military intelligence. Thus
efficiency and relevance of instruction are major
strengths of the skill-based syllabus.

~ Relevance to student-felt needs or wants is an ad-
vantage of the skill-based syllabiis because learners who

show great acceptance of instruction that is clearly

directed toward their goals.
Negative Characteristcs
of Skill-Based Syllabi

As with other types of instructional content, the

drawbacks to skill-based syllabi are potential rather
than absolute: Under the right circumstances, the skill-
based syllabus has few drawbacks. One theoretical
question is the degree to which ability to perform specif-
ic tasks in a language is dependent on or independent of

overall language proficiency. If the skills are limited

competency the learner already has; then skill instrue-

tion is unarguably effective. If there is a great degree of

unpredictability in the language the learner will have to

process, however, a greater degree of general profi-
ciency -will be required. The question- of amount of

relationship between skills instruction and general

proficiency. It can be argued that teaching specific

skills also addresses general language proficiency. In-

specialized and narrowly defined the instructioi, the

more unlikely it is to enhance. overall proficiency.
Instead, instruction in specialized language skills will
remain just that; an efficient way to achieve specific

language u1se abilities:

Serious social and philosophical questions have been
raised about the social values that are contained in
many skill- -or -competency-based instructional--pro-
grams (Auerbach,; 1986). It nossible that skill- or

(
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competency-based instruction that is too limited in
scope can program students for particular kinds of
behavior (e.g., obedience in a work setting) or isolate
them from achievements and ambitions that the com-
petencies do not prepare them for (e.g., education

rather than entry-level employment).

Applications

Obviously, skill-based instruction is most appropri-

ate when learners need specific skills, and especially
when these skills are well-defined and the learners

have little need for global language ability. Skill- or
competency-based instruction has a valuable applica-

ion in life skills and vocationally oriented language
programs for adult immigrants and refugees. The

practical and immediate needs of these learners-is a
natural application for skill-based instruction. Lan-
guage programs preparing students for academic work

certainly have some need for skill instruction, as do
vocational language programs and especially prevoca-

tional instruction whose content is intended to be ap-
plicable to-a variety of similar work: situations (e:g:;
receiving directions, measuring, counting). All of these
are LSP programs. .. ... = L

- Skill-based instruction is probably more appropriate
for adults than for children, for whom an emphasis on
concrete content is more appropriate. Children, how-

ever, may need a combination of skill and content work
to. help develop their cognitive and academic language

ability along with the new language, especially if, for

example, they are limited-English-proficient (LEP) stu-
dents in a public school system where the language of

instruction is English. Skill-based instruction is not

appropriate, in large amounts, at least, for general-
purpose or beginning-level language programs in
which the needs of the learners are broad or yet to be

defined: In such cases; focusing on narrow skill-based
applications will take instructional time away from con-
tent that is more likely to address their need for overall
language proficiency.




- 7
The Task-Based
Syllabus

The task-based syllabus is relatively little-known. It is
largely based en work by Krahnke (1981, 1982), Candlin
and Murphy (1986), and Johnson (1982). The defining
characteristic of task-based content is that it uses activi-
ties that the learners have to do for neninstructional

purposes outside of the classroom as opportunities for
langnage learning. Tasks are distinct from other
activities to the degree that they have a noninstructional

purpose and a measurable outcome. Tasks are a way of
bringing the real world into the classroom. . =

- Task-based learning is sometimes similar to situa-
tional learning, but the content of the situations is pro-

vided by the students themselves, Tasks are also not
static; that is, they should involve a process of informa-
tional manipulation and development: They should also
involve informational content that the language learn-

ers do.not have at the beginning of the task. Another
characteristic of tasks is that they require the student to
apply- cognitive processes of evaluation, selection, com-
bination, modification, or supplementation- (so-called
"higher-order thinking skills") to a combination of new
and old information. In task-based instruction, lan-
guage is niot taught per se; but is supplied as needed for
the completion of the tazk. -

An example of a task is to have the students develop
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a guidebook to their school or instructional program for

actual use by other students. Immigrant students
might research- the availability. of health care in their

facilities. In an academic setting; students might werk

on a paper or report that is actually needed for a con-

tent-area class. Beginning students might tackle the
process of applying for a program or job, obtaining the

The intent of task-based learning is to use learners’
real-life needs and activities as learning experiences,
providing motivation through immediacy and relevan-
cy: The focus on processing of new and old information

in an interactional manner.stimulates transfer. Lan-

guage form is learned through language use. = :
Task-based learning is structurally geared toward

part of a_language learning environment or_pregram,

are chosen in part for what they will contribute to lan-
guage development, and are implemented in a way that

provides as much experience and feedback as possible.

or taught beforehand, but discovered by students and

provided by teachers and other resources as the task is
carried out. - - - - - . . ool o
__Ideally, task-based instruction can constitute the
entire curriculum. of a_language teaching program.

Because it fosters language acquisition in the broadest
sense- by providing magimal amounts of comprehen-
sible input (Krashen,-1982; 1985); students should ac-
quire the same overall language proficiency as students

taught through more linguistically focused instruction-

al approaches. The one aspect of language knowledge
that may not be addressed by task-based instruction,
ability to make descriptive or prescriptive statements
about language and manipulate language as an end in

,,,,,,,,,,,,

more traditional types of instructional activities. Units

or activities focusing on structural content. can easily be

incorporated into the syllabus, as need or overall pro-
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" The primary theory of learning underlying task-

gram objectives dictate.

based instruction is Krashen's acquisition theory
(Krashen, 1982). Acquisition theory argues that the

ability to use a language is gained through exposure to

and participation in using it, that experience, not train-
ing, is necessary. The theory of language most-closely

associated with task-based learning is communicative,
representing the full spectrum of communicative com-

petence, including linguistic, sociolinguistic, discourse,
and strategic competence (Canale, 1983). Linguistic and

sociolinguistic competence is acquired through compre-
hensible input as the student-processes the information

necessary to perform the task (plus. whatever. instruc-
tion in language form that accompanies it); discourse

competence is acquired through experiencing the vari-
ous discourse types called for by the tasks; and strategic
competence, or the ability to use communicative strat-

egies, is. acquired through the need for understanding
during the interaction required to accomplish the tasks.

- Tasks can be selected according to the students' cog-

nitive and -linguistic readiness _for particular tasks,

their need for the particular discourse or interactional
type, and availability of resources for carrying out the

tasks. Sequencing of tasks should follow some of the
same criteria as for selection, -plus the following:
shorter and simpler tasks should be undertaken before

longer and more complex ones; tasks requiring known

information should come before tasks- calling for new
information; and tasks calling for existing ability to

process information should precede those requiring
new types of cognitive processing (e.g:, see Bloom's
(1956) taxonomy): Beginning learners need short tasks

that draw on information they already possess and call
for more comprehension than production: Beginners

should not have to perform, for example, critical or
evaluative tasks if they are not ready for them. Simple

recall or.combination may be more appropriate. More
advanced learners may be ready to handle tasks that
extend over several days or weeks, call for a great deal

of new or unknown information, and require complex

processing sch as evaluation, comparison, integra-
tion, and presentation.
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Examples of Task-Based Syllabi

: Publlshed examples cannot be provxcled of a fnlly
developed task-based syllabus because syllabi must be

developed for each group of learners in accordance with

each settmg m whlch the mstructlon w1ll cccur Follow-

Beglnmng

ij eparmg proﬁles of class members for other classes

or administrators or teachers :

* planning and carrymg out a class outing or picnic or
dinner.

¢ producing a class cookbook contammg reclpes from

Bome culture

sttgclexgts :

e producing an employment procedure gulde—where {o
go, what to do, whom to talk to -

¢ writing various types of letters—requests for in-

formation, apphcatmns, complaints

J producmg newsletters for the other students in the
school

Advanced

¢ writing term papers for other content classes_
¢ doing a price comparison survey of food stores
¢ producing collections of the learners’ commumty folk-
lore and folkways (like the Foxfire series publisiied by
Arrow Books)
62



The Task-Based Syllabus 61

Positive Characteristics
of Task-Based Syllabi

Task-based instruction is putentially very powerful
and widely applicable. It is suitable for learners of all
ages and backgrounds. It addresses the crucial problem
in language. ﬁféééﬁiiig-,—:thé, transfer problem—directly,

by using active and real tasks as learning activities.

Ability to perform the instructional task is equivalent to
the ability to vse the language, so functional ability
should be a natural outcome of the instructional ex-
perience. In addition, task-based language instruction

can be *he vehicle for instruction in other types of con-
tent or knowledge at the same time as it addresses lan-
guagéacquléltlon. .z Il - o

__Task-based learning can be very effective when-the

learners. are engaged. in relatively similar out-of-class

activities (social or academic). It can also be valuable for
learners who have a clear and immediate need to use

learning can be especially useful for learners who are

not accustomed to more traditional types of classroom

learning or who need. to-learn cognitive, cultural, and

life skills along with the language.
Negative Characteristics
of Task-Based Syllabi

- _The weaknesses of task-based syllabi lie -not so much
in the potentisl effectiveness of this type of instructional

content but in problems of implementing the instruc-

tion. Problems can easily arise with teachers, the in-
structional setting, or the students. Task-based learn-
ing requires a high level of creativity and initiative on

the part of the teacher: If teachers are limited to more

traditional roles or do not have the time and resources

to implement task-based teaching, this type of teaching
may be impossible. - - - -
Second, task-based learning requires resources be-

yond the textbooks and related materials usually found

in language classrooms. Where there are limited re-
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sources for gaining access o information via.the target

language, such as when the language is- being taught
outside the culture where it is used, task-based instruc-

tion can be difficult to implement. -
_ Finally, because task-based learning is not what
many students expect and want from a language class,;

they may, at least initially, resist or objeet to this type of
instruction. In addition, task-based instruction is not
teacher-centered; instead, it requires individual and
group_responsibility. and commitment on the part of
students. If students are notably lacking in these

qualities, task-based instruction may indeed be difficult
to implemént.’ i T ::;;Z;; oD R _
- Evaluation of task-based learning can be difficult.

Traditional discrete-point achievement tests are often
not a good measure of the language that is acquired in

should be as easy to measure as with any other type of
instruction. While students may be making adequate
improvements in their language proficiency, the global

task learning. Overall language proficiency, however,

nature of task-based learning prevents it from being
measurable by some of the more restricted tests. If an
educational system requires students to demonstrate
progress through performance on such tests, task-

based instruction may have to be limited; or it may not
be appropriate at all.

Applications

Task-based learning can be applied in a nu-aber of

instructional settings; essentially anywhere that real-
life tasks can be devised or discovered for learners.

Tasks are easier to provide when the language is being
taught in a setting where it is spoken; but appropriste
tasks can also be found in a foreign language szit: g,
with reliance on printed resources and invited peo;.le
for information in the target larguage. Task-bas~+
learning can be used with learnérs of all ages unei

packgrounds, although some uniformity of interests in

a class can be an asset. Since task-based learning de:
pends heavily on the learners' receiving comprehen-

sible input, it is especially applicable in second-lan-
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guage teaching settings where the learners are sur-
rounided by resources in-the target language. N

- Little has been published in the way of experience
with, or reports on; task-based language instruction.
This type of instruction holds great promise for the

teaching -of languages in second language settings for

both adults and chiidren. Further work will help to de-
fine its potential contribution to the overall field of lan-



- 8
The Content-Based
Syllabus

Content-based language teaching has been in existence
for some tine, but has only recently been recognized as
concept, content-based teaching is simple: It is the
teaching of content or information in the language be-
ing learned with little or no direct or explicit effort to

being taught: In practice, many programs using .

content-based approach have also included an instruc-

tional component specifically focusing on the target
regarded as the primary contributor to target language
éédij‘,i;sitiéji; oo ool oLIoooz et

- Recent developments in content-based teaching are
closely related to the broader issue of attempts to provide
effective instruction to LEP children in public schools in
the United States and Canada. One solution to the
problem of limited school language proficiency has been
some sort of controlled immersion in the language of
meant that students are given content instruction in a
language they may not control well or at all; that is,
they simply go to school in that language. When under-
taken responsibly and informedly, immersion can max-
imize the students' comprehension of both the target
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language and the content material.

s ,T,ﬁe, pOtentlal for the ;SuCCéEB Of lmmerémn Wé§
established by controlled research carried out in

Canada (Lambert & Tucker, 1972). In this research pro-
gram, students were placed in school subject classes,
starting at the kindergarden level, that were taught in

languages other than their first. The results- of the
research demonstrated that such students had learned

both- the content being taught and the language in

which it was taught, and that cognitive development
was not slowed by such an experience.. - - = -
This type of evidence; and the need to-educate large

numbers of non-English-speaking children in the
United States and Canada, gave support to bilingual
education programs in both. countries as a solution-to
the problem of educating children who do not-speak the
language of the educational system. The goals of bilin-
gual education programs have been to keep non-domi-
nant language speakers in school, to ensure that their
cognitive development continues at an-acceptable rate;

and to give them ability in the community language that
they did not have proficiency in, leading, ideally, to
bilimﬁl,ismi,,,”,, B S - oo T . I
- The problems that have arisen with this concept
have led to its revision, but not abandonment. One
problem has to do with the concept of immersion itself.

When immersion is interpreted as the placing of
students with limited proficiency in the target language
in_a class composed primarily of native speakers
without making any provision to assist their compre-
hension of content and their acquisition of the target
langiiégé;,,lit,tlé,,ééﬁtéﬁt,,léfa’jﬁfiii:gi or language a-~ ui-
sition takes place. But when teaching techniquer are
adjusted so that students comprehend the content
material as it is presented in the new language, both
content and language acquisition do occur. Immersion

without adjustment or assistance has been labeled
"submersion” (Krashen, 1985, p. 81). - - -
_ The second problem with the understanding of im-

mersion education has to do with the students' age. It is
widely believed that very young children can acquire

new language naturally but that older children and
adults lose this capacity and need large amounts of
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formal trammg Wthe there is_some truth to tms re-

cent research in language acquisition has estthshed

tﬁat adults can acqulre languages m the _same man-

can. Stud;es on what is_called late Immersmn, or
immersion that starts after the age of 11 or 12, have

demonstrated that older students can. beneﬁt from
content-based -instruction (California State Board of
Education; 1984; Genesee4 Polich, & Stanley, 1977):

Older. sﬁudents ‘may_benefit more from immersion.or

content-based instruction if the immersion is preceded
by a period of formal instruction in the language
(Lapkm&Ciimmms 1984 Swain, 1984),

language instruction (Cﬁamot 1983 1984 Mohan,

1979). Widdowson (1978) suggested a type of content-

based teachmg (mcorporatmg aspects of task-based

I would argue, fﬁéﬁ,;tm a foreign language can
be associated with those areas of use which are
represented by the other subjects an the school

curriculum- and that this not only helps to

ensure the link with reality and the pupils’ own

experience but also provides us with th- mast
certain means we have of teachmg the language
as communication; -as use; rather than simply

as tsage. The kind of Ianguage course that I

envisage is one which deals with a selection of
topics taken from the other subjects: simple
experiments in physics and ehemistry, biological
processes in plants and animals, map- &rawmg,

descriptions of Exstoncal events and soon....It

adopted the dlfﬁcultles assoclated with the pres-

entation of language use in the classroom would,

to a considerable degree, disappear. The presen-
tation would essentially be the same as the meth-
odological techmques used for int ru'iucmg the

drawn. (p 16)
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__The learning theory associated with content-based
instruction is an acquisition theory that accounts for
learning without explicit instruction (Krashen, 1982:
Krashen & Terrell, 1983). Content-based learning seems

to be most effective with younger childrer; but it has
also been validated for older children and adults-(Cali-

fornia State Board of Education, 1984). Some evidence
(Mason, 1971) suggests that even adults in higher

education programs-may benefit from large doses of

content instruction. Some intensive academic curricula
attempt to include a component of content-based in-

struction by having students take content courses with

language instructional support. Evidence for the suc-

cess of such programs is largely anecdotal, and prac-

tical and administrative problems frequently prevent

them from being attempted.

~ In the United States, the biii'rigiial,,lmmersmn,ap:
proach is being superseded in some places by a more

refined approach known as the "sheltered classroom."

This is an exclusively content-focused classroom for

students whose profi~iency in the school language is
limited. Instead of direct language instruction, the stu-
dents in a sheltered classroom are given content in-
struction while special attention is pajd to their lan-
guage learning needs: greater comprehensibility of the
tea- her's explanations, more time to complete assign-
mer.: 3, rich language experiences throughout the cur-

riculum, and so on. Such controlled immersion is often,
but not always, supplemented by explicit formal in-

struction in the target language. - -
The theory of language assumed by_content-based
instruction embraces the full range of communicative

competence (especially in school settings and in school
discourse), and strategic competence, again as it relates

to academic activities. It is a use-based theory of lan-

guage that sees languaje as arising from the settings

,,,,,,,,,,,,,,,,,,,,,,,,

g :::ge but makes the new language available in the con-
texts of its functions and meanings.

Content-based instruction has been investigated
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prlmanly in the context of schools usmg school subject

content as the vehlcle for language learmng and the

apphcable outsxde of school settmgs ‘especially for chil-

dren; and for adults if an adequate support and moni-

toring mechanism is provided. Some vocational lan-
guage instruction may indeed benefit from a content-

based approach. Content-based mstructlon has a long

learners expose themsel zes to Immersmn expenences

in the process of using the larguage for specific pur-
poses, improving thiir competence along the way.

ef Gentent Based Syllabl

Any content-based syllabus is by definition identical
to. the. syllabus of a content course at any level in

Extenswe readmg of llterature or othe er content matenal
in a target language can alsn be seen.-as a type of
content-based learning. A content syllabus might be

supplemented  with traditional;. form-focused, - 1an-

guage-intensive work on; for example, vocabulary ‘devel-

opment, spelllng, specific and intensive writing activi-

structton is that 1t allows school students to 1eam sub-

ject matter and language si:nultaneously, avoiding the

prablem of hav1ng to learn the language of instruction
before: expenencmg the instruction and, a¢ a result of

delayed cogmtlve development
- - A second point in favor of content-based 1nstructlon
is that the language is. learned in the context of 1ts use,
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use. What is learned is language use; not an inventory
of items and rules that the learner must subsequently
learn howtouwse. . .. ... ...~
- _A third benefit of content-based instruction is that
there is an almost perfect match between what needs to
be learned and what is provided. A needs analysis, for-
mal or informal, of what learners will need to do with

the language is avoided, and the problem posed by the
inevitable inaccuracy of such a needs analysis is by-

passed. Students learn exactly what they need o learn. .
A possible fourth benefit is the motivational aspect of
content-based instruction. Students who are not mo-

tivated to learn in a class focused on language itself
may acquire the language more willingly when it is

used to present content material that the student finds
inter« ;ting.

Negative Features
of Content-Based Syllabi

Content-based instruction potentially can lead to

premature fossilization or overreliance on compensa-

tory communication strategies if learners. are not care-
fully monitored and given appropriate feedback on their

language proficiency. While the causes of fossilization

and marked formal inaccuracy are not clearly under-
stood; the absence of feedback probably contributes.

Formal inaccuracy can be overcome with adequate-and
appropriate feedback and, jorhaps; some formal in-
struction (see Higgs & Clifford, 1982, for a discussion of

a related problem in the development of second lan-
guage,,ﬁiaﬁ‘nency) z N . . R - il R
- Content-based instruction is often problematic with
beginning or low-level adult students, althougn more
effective ways to use it with adults will probably be
developed. Children seem to be able to use a varietv of

important information out: Adults may require some
amount. of analytic and formal instruction, either as

preparation for content-based instruction or concurrent
with it, to overcome their affective resistance and to

HM
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provide them with the limited forma’® and meta-
linguistic skills they may need to refine . .eir second
language ability.

Applications

other than the one primariiy <+ in the educational
system: It can be used in a fcreiy. language setting if,

for example, a school has ¢.*. - wined that its students
should have academic competency in a second lan-

guage. The school may then choose to teach one or more
content classes in_the second language, starting stu-

dents from an early age. Content instruction is -1so, of
course, applicable to LEP students, whom !1.S. s¢hoc!
systems- are_encountering- in increasing .mhb- -,
Rather than pulling the students out of conteat rlrsses
for ESL instruction, or delaying content instructior -
til some sufficient level of English-ability is reached,
administrators can group such students together in a

sheltered, content-based classroom and provide them

be taught along with English-proficient studer 's, as

long as efforts are made to ensure that the subject
matter they are being taught is being presented through
English in a way that is comprehensible to the student:
Of course; such sheltered; content-Eased instruction
can be; and probably always should be, accompanied by
some specific language (ESL) instruction. = =

- Cuinent-based instruction can probably-be of benefit
to adults in other language and content learning set-

,,,,,,,,,,,,, g

tings also. Immigrants, refugees, and guest workers

can be taught life skills and social information in the

language ¢ the society they will be living in, getting
content and language at the same time. Vocz "»nal lan-

guzge instruction can follow the same model, with job

skills anau the accompanying language abilities being
taught at the same time.
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- Bec:use of limitations on instructional time and re-
sources, content-based instruction may not be appropri-

ate where a second-or foreign language is regarded as a
schooi subject by itself, or where knowledge of some
narrowly specified language instructional content is

mandated or expected. One exception occurs when ex-
tensive reading in the new language is assigned, pos-

sibly as an out-of-class activity: Reading of literature or

subject-matter material in the target language can be
regarded as content-based instruction. Most literature

study in the new language may be viewed as a type of
content-based instruction. In these settings, however, it

is unlikely that junior high school social studies will be

taught in French to the students who are studying

French as a foreign language. In schools with real bi-
liagual programs, however, where English-speaking
children take content classes in; for example, Spanish,

aloug with the Spanish-speaking students, content-
based teaching of a foreign language is taking place.

- Testing may interfere with content-based instrue-
tion if students’ achievemezt nd progress in the educa-

tional system is measure by tests that focus on narrsw-
ly defined formal featw: z# ¢f the target language (e.g.,

spelling, phonics, grammuatical aceuracy).-In generai
students with global languags abilities will de well on
such tests of specific kuowledge even thuugh the spe-
cifies may not have been the fucuz of imstriction.

However, specific formal knowledge may take longer to
develop. If such tests play an important role in the ed-
ucational system, content-based instruction may have to

be supplemen: i with some type of formal instruction.

- Content-based instruction does not guarantee suc-
cessful commu - .ative ability;, especially productive
ability (Mohan; 1979); unless extensive productive ac-
tivities are included as part of the overall instructional
experience:
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The term syllabus, as used here, does not refer to a doc-

ument guiding the teaching of a specific language
course; but to a more theoretical notion of the types of

,,,,,,,,,,,,,,,,,,,,,,,,

the organization of language courses.

- This chapter concerns the factors éff@éiiﬁé the
choice of content to be included in a second language

,,,,,,,,,,,,,,

relating to syllabus choice are discussed. Finally, a
procedure for actually producing a syllabus for a course

types: In actual teaching settings; of course; it is rare

for one type of syllabus or con: :nt to be used exclusively
of other -types. Syllabus or content types are usually
combined in more or less integrated ways, with one type
as the organizing basis around which the others-are
arranged and related. For example; many foreign lan-
guage courses are organized around a structural syl-
labus, with each unit or chapter focusing on several

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,
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focus and organization, however, are other types of
content; usually situational (dialogues) and functional
(how to introduce yourself). e
- . Basic syllabus design involves several questions:
The first question concerns the types of content to in-

clude or exclude. The second is whether to combine vgx-
ious types of syllabus content or to rely on a single type.
The third, assuming that more than one type of content
will be included, is whether to use one type as basic and

to organize others around it; or to sequence each type
more or less independently of the other. In discussing

syllabus choice and design, then, it should be kept in
mind that the issue is not which type to choose but

which types; and how to relate them to each other. Be-
fore this issue is discussed, three factors that affect the
choice of syllabus or content in language teaching—

program, teacher, and students—are examined.

Program Factors Affecting

Syllabus Choice and Design

Goals and Objectives

_ The major determinant in choosing & syllabus typ
for second language teaching must be the goals and

objectives of the overall instructional program; that is,
the type of knowledge or behavior desired as an outcome

of the instruction. This truism has not been consistently
recognized. For example, for a number of years it hes

' een widely accepted that ability to function communi-
catively in a second language is a desirable outcome

(among others) of foreign language instruction in sec-
ondary schools and at the college level. The emphasis in
much of this instruction, haever, has remained on the
structural and formal aspects of language, presumably
under the assumption that one kind of knowledge

(structural) will lead to the other (ability to_function).
Yet ample evidence has shown that more direct routes

to functional ability are possible, using a variety of types
of instructional content, such as situational, skill, and
notional/functional content. Thus the relationship of the
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aliwajs béén dlI'ECt ) -- B S S
While it may seem like an oversimplification, a

goals of instruction to the content of instruction has not

useful guiding principle in second language learning is
that learners learn to do what they do while they are
being instructed. Students who spend their instruc-
tional time hearing, repeating, and role-playing the

language of various: situations will learn how to speak
in those situations, but not others. Students who spend
their instructional time learning social studies through

the second language (content-based instruction) will

learn how to use the second language in the ways that

are needed to learn in similar academic content areas.
~_Given this general guideline, the question of the

relationship of overall program goals and instrictional
content is one of choosing a type or types of instructional
content that most clesely match the goals of the pro-

gram. For almost all instructional programs, it is clear
that some combination of types of instructional content
will be needed to address the complex goals of the
program. Previous chapters identified how each type of

sy.iabus relates to various goals and objectives. Here it
is_sufficient to note that for most general foreign

language teaching applications, whose goal is fune-
tional ability in broadly defined settings and structural

knowledge and commumcat:veﬁ ?bi{iﬁji in specific situa-
tions, a combination of functional, structural, situation-
al, and skill-based instruction is the probable choice. On

the other hand, in some second language teaching
settings, skills and tasks can be more narrowly spe-

cified; instructional resources are richer, or specific
structural or formal knowledge is not required by the

program for the students to succeed, and a combination

of task-based, skill-based; situational, functional, and

content instruction may be chosen. The specific propor-
tions of each type have to be further determined on the

basis of narrower specifications of students' need and
on the basis of empirical and theoretical arguments for

the need and usefulness of each type of instruction. The
outcomes of each type of instructional content have been

identified in the preceding chapters.
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Instructional Resources

_ Clearly, one factor that will affect the type of syllabus
or syllabi that can be chosen is the instruetional re-
sources available. Resourc¢es may include elements

such as time,; textbooks and other materials, visuals

(films; slides; pictures), realia, and out-of-classroom

resources such as other speakers of the language, radio
and television programs; films, field trips; and so on: .

. Of these resources, textbooks certainly play the
greatest role in the determination of syllabus. For many
programs, they are the only determinant. Frequently,
programs adopt textbooks for courses and expect teach-
ers to use them as the sole or major source of classroom
instruction:-If a text already exists for a course; it is
usually the basis for the course's syllabus. If a text is-to

be adopted, prospective texts should be examined for
their adequacy as a basis for a syllabus. Space does not
permit a taxonomy of available textbooks, but most
major educationzal publishers offer textbuok series for
the commonly taught languages. In general, these
series tend to be structurally focused and organized but
include some situational and-skill content. Many recent

texts, especially for English language teaching, empha-
size functional content and organization. No task-based

texts are yet available, and content-based teaching will
usually use text material intended for native speakers of
théiaﬁgﬂégé‘,:,:;:, .
. The availability of nontext or supplementary text

resources clearly affects the ease with which instruec-
tional content beyond the textbook can be included in a
language course. For example; skill-based instruction

focusing on_the comnrehension of native-like speech,
either in conversatici::l or in academic lecture settings,

is difficult to undertzke where few other speakers of the
target language are available for conversation or lec-
tures or where taped material or the means to use it is
iimited. Similarly, a situational lesson requiring stu-
dents to ask directions to get around a town would be

difficult to implement without maps, diagrams, or pic-

tures of the town. Tasks also may require resources

such as schedules, forms, reference books or other ma-

terial, people, information sources, and so on.
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instructional planuer can dewse resources and ntodlf‘y
activities so that available resources can be used. An
ESL textbook (Plaister, 1976), for example, makes
natlve-hke lecture and readlng matenal -available for

tirely through the textbook_alone, in the hands of a

competent instructor. Tasks can be devised using 158~
room resources, such as duphcated forms to be u‘led

to be combined 1nto a smgle usable version by the
studenta:

instructional atds can help make the content more
accessible and.comprehensible for students with limited
language ability (the sheltered classroom).

Accountablllty and Measurement

Stiuctmnal content may be the need to ‘make the
instruction accountable to authorities or measurable by

external measures-—usually tests. The influence of
tests on the content of '\structlon 1s a we]l-kn’own

often teach toward a parttcular kind of }cnowledﬂe if it is

going to be tested, even though the knowledge may not
be what the students _really need One clear example

Iéngﬁégé ébﬂltiés tested by thé Tésti gf E?ﬁgl{sﬁ ;a;sg

Foreign Language (TOEFL) in academic-preparation
ESL programs in the United States. Because, until re-
cently, the TOEFL d1d not test writing dlrectly, but did

mat1ca1 Judgments academlc-oreparatlon ESL pro-
grams have tendeu *0 stress grammar mstructlon ‘and

Guidelines seem to be 'ﬁavmg on the cpr:r;cula and

syllabi of foreign language teaching programs in the
United States. By including evaluative criteria, for ex-
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ample, for understanding the spoken language as it is
used on the telephone and through other electronic
media; the guidelines are leading-instructional pro-
grams to include more skill-based instruction with

such types of language use in mind.

Teacher Factors Affecting

Syllabus Choice and Design

___Along with the more general program factors,
teachers play a role in determining what the content of
language instruction will-be.- A truism of teaching is
that teachers tend to teach-what they know: A teacher
who is not familiar with the formal aspects of a lan-

guage will not be likely to try to teach a grammar les-
son, but might, for example, focus on the social uses
(functions) of language or how it is used in various
situations. On the other hand, the science teacher with

one student who does not speak the language of the

classroom may go ahead and teach science in the best
way possible (content instruction) rather than try to give
the student a special language lesson.
- Some research in teacher practice suggests that

language teachers do not accurately describe their own
practice (Long & Sato, 1983), have contradictory and
incensistent beliefs about language teaching (Krahnke

& Knowles; 1984) and tend to repeat their own ex-

periences as students when they become teachers. As a
result, teachers can-have a powerful influence on the
actual syllabus of a classroom even if the of’icial or overt
syllabus of the program is entirely different. :

- The teacher's belief system or crientation is also a
major determinant of syllabus or content. A teacher
may -be fully knowledgeable about-the linguistiz

structure of the language being taught but may believe
that languages are best learned through experience

rather than through analysis- and synthesis. This
content-based instruction as possible in the class, even

when the overt class syllabus might be a structural one.
The teacher's ability is another potential major determi-
nant of actual instructional content. Just as a teacher
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who is not knowledgeable about the formal aspects of

the language cannct teach them even-if the syllabus
calls for it, a teacher with limited ability to use the

language functionally will not be able to assist and
encourage students to carry out task-based instruction.
And the teacher who does not know enough about a

scientific topic to discourse on it in the target language
will not be able to provide content-based instruction. -

. Of course, teachers can be trained; but training is
costly and time-consuming; and some of the research
cited earlier suggests that such training is of limited
benefit. The conservative position on the relationship
between a teacher's beliefs and abilities and the choice
of instructional content is to expect that teachers be
relatively willing and able to undertake the type of in-
struction chosen before they undertake it; otherwise

they will use content with whick they are more

comfortable at best and, at worst, flounder.

Student Factors Affecting
Syllabus Choice and Design
~ Pacts about students =120 affect what instructional
content can be used in ** - ‘tructional program. The
major concerns here are ..: . 02ls of the students, their
exporience, expectations, and prior knowledge, their

social -and personality types; and the number of stu-
dents ina givenclass. =~ -

- Ideally, the goals the students themselves have for
language study will match the goals of the progeam.
When this is so, the question of goals is easy to settie.

Sometimes, however, programs and students have dif-

ferent goals. For example, one instructional program
was designed to teach the English of the broadcasting

profession at a vocational school. The program admin-

istrators assumed that the students' language learning
goals were tied to the professional training they were
receiving. Many students, however, were more inter-
ested in attaining general English proficiency to pre-
pare them for even better positions than they were being
trained for. One way to meet both sets of goals would be

to increase the amount of general functional, situation-
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sklll and structural content that was belng taught R
- The experience, expectations; and knowledge that
students bring to the instruction can also affect syllabus
choice, although the literature is curiously quiet about

thls factor Many syllaBus ana methodologlcal recom-

easily accept any instructional conterit. Wlth,ch,lldren
such a policy may be safer than with adults. Adults

should be, even though these ideas. may, from a profes-

smnally 1nformed perspectlve, conflict w1th their lan-

tions and. the 1nstri1ctlon they receive is between in-

struction that focuses on form (structural content) and
instruction that focuses on function (functional, situa-
tional; skill-based; or other content). Students who ex-
pect one and get the other may resist. If se; the instrue-

tor has three cﬁmce, to continue and. p058151y "lose"
students, to' glve in" to the students either completely
r by compromlsmg, or to_continue with the ~original

over time tﬁat the- orogram declsmn is appropnate Too

often, one. of the ﬁrst two routes- 1s chosen, w1th not

For example, one grouo of students 1n1t1a11y re51sted

engaging in task- based learning experiences, prefer-

ring the intellectual anonymity of more traditional in-
structlon Many strong res1sters have been won over in

proach and persmted withit. }

- There. are extremes, however, and it wonld he

idealistic to believe that all students can be easily made

to accept a type of teaching with which they are un-
familiar or uncomfortable: Some syllabus. ‘decisions

may have to be made only because the students have a

strong allegiance or resistance to one or another type of
instruction. Two possible solutions should be kept in

mind: One is that students; as described earlier; can be

brought around to accepting a kind of instruction they

may not initially accept. . -
The other technique that may be used if students are
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be what. tliey need (e: g . R.lctlonal) in I‘avor of one with

which they are more comfortable (e.g., structural), is
the covert. syllabus A covert syllabus snnply prowdes a

to 1t in the course descnptwns or materials: The overt
syllabus may be structural, and teachmg points and
course organization may be stated in structural terms.
However, the course might_ actually stress functional

content, from the_ specific functions of various struc-

tures (notlonal/functmnal) to actual skﬂl- task—, or

presented to the students as “practice.” S
Language instruction has foundered or. faﬁed when

resisted by students: Students’ readiness for one or
another type of instruction is, therefore, a crucial factor
in deciding what syllabus type to adopt for a given
teaching setting;, among other decisions. Teachers and

course designers must remember; however, that they

are in control of the instruction and can best determine
instructional needs.

Other Issues

" A host of other issues affect syllabus choice in lan-
g&agé teaéhiﬁg; of which a few are touched on here.

Mucli dlSCUSSlOH has appeared in tﬁe hterature on
sy‘labus des1gn m recent _years abeut performmg a

1978; Yalden, 1983) Inconcept needs analyses are
ple:. the llngulstlc and. communicative material
students will need is determined, and the teaching ...
labus is developed- accordingly. Unfertunately, needs
analyses are difficult to perform for several reasons.
The first reason is economic: Many teaching pro-
grams simply do not have the time, financial resources,
and-expertise needed-to carry out a ceally useful: ‘needs

analysis. A good needs analysis requires the skills of a
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tramed hngulst as well as other profesmonals

familiar actxvrtres such as domg academic work in sec-

ond languages may require months of observing lec-
tures mtemewmg teachers and students collectmg

take an equal amount of time and effort

Finally, a needs analysis may reveal that students
needs are so broad that a useful selection of content is
difficult to- make. The eventua] .reign language: needs

States i 1s, posmBly, one example of this.
~ For thzse and other reasons, few nceds analyses are
ever-undertaken in practice. Most often the processes of

needs analysis and syllabus -desigr oceur- = al-
taneously, with no formal needs analysis. AISU, few

follow-up stndles are done to deternnne whether What is

syllaBus demgn is a reahty that can best be handled by
addmg caution and skeptlclsm tn the matter of Syll abus

mstructmnal content may well turn. out to be deﬁctent or

inappropriate, designers of instruction can choose the

broadest type of content possible to ensure that the
future second language needs of the students will
probably be met.

Reductlo'usm

One answer to the problems of syI‘abus desxgn and

learnahlhty, as well as accountahlhty and measure-

real or. 1mag1ned need: In_ audro lxngnal language

teaching, for example, the amount of vocabulary stu-
dents were required to- learn was kept as snall as
possible in order to maximize learning of the structure
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(structure with little semantlcs) led to dramatic initial
increases in the learning of specific siructures, buvt
seems -to have contributed little to overall language
acquisition:. Lo

In the teaclnng of ESL wrltlng in academlc settlngs

one approach has been to focus on teaching students the
orgamzatlonal ‘patterns. assumed to predomlnate 1n

idealized precedure for producmg snuch praducts {(a

product approach). This reductionist approach to sec-
ond language writing leads t"- a rlg d and hmlted view

sometimes frustratlngly slow. and complex process is
seemingly made simpler by eliminating many difficult
aspects. Const denng what students eventually need in

ductionist apprbacﬁes to. syllabus design do more. harm

than good. Once :gain, the most practical al*  ative to
reductionist &v!iabi is instructional conter-  at pro-
vides learnz: . with the broadest possible r i . € abil-
ities and knowledge:

Flexlblllty of Syllabu DeS|gn

thtle .s mentloned 1n the hterature about the ques-

teaclnng syllabus As W1th other aspects of syllabus

design, no simple answer can be given. A narrowly
defined syllabus ailows: little room for modification by
teachier or students: They do what the syllabus pre-
determines for the classroom.. ,Néi'ifbiiily definea syilabi
are. sometir. es_calizd "teacherproof.” In_ contrast; a
loosely defined syllabus allows for more flexibility, mod-
itication, and innovation on the part of the teachers and

students The teacher's ability and resourcefulness in-
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teract with the type of syllabus to produce varying de-
grees of definition. @~ - U
In instructional settings where teachers have insuf-

ficient time, competence in the language, instructional
ability, or creativity to go beyond an assigned syllabus
with set materials, a narrowly defined syllabus is pref:

erable. Such a syllabus might 2lso be desirable when

teachers are not well trained in_the type of teaching

defined by the syllabus; or disagree with it. On the other
hand; teachsrs who are well-trained, competent, re-
sourceful, and favor the type of teaching defined might
need a much less narrowly defined syllabus, and feel

professionally restrained by one that is too narrowly
déﬁgéd- S e - DT T ST oo .
~_The type cf syllabus also affects the degree of defini-
tion. Any type of syllabus can potentially be narrowly

types are obviously moere amenable to narrow definition
than skill-; task-; and content-based syllabi. The latter

*vpes can often be defined in a general way, but many
spucifics, especially laiguage Spé’ciﬁfcé,;,iiia'y; be unpre-
dicta®.¢ ard have to be dealt with spontane .usly. For

examp’e; while-teacing business letter-writing skills,

a teacher may disco: cr that students have poor spelling

or punctu:tion. Instruction-in these -more specific gkills
may be necessary before the overall objectives can be
met. In genera’; structural, functional, and sicuational
syllabi can be ~erciully defined so that very few un-

predicted learning needs arise.

Cyclical versus Linear Syllabi

- Much has-been -made in recent years (Dubin &
“1shtain, 1986; Yalden, 1983) of a cyclical or spiraled
approach to_the form of a syllabus rather than a linear
one: In a linear syllabus, material is dealt-with once,

presumably rristered by the students, and never di-

rectly taken up -again. This is the concept of mastery
learning; by which a series of small, discrete steps is
taught and learned, and all add up to the sverall behav-
ior desired. Although many language teaching eyllabi

follow a linear format; the concept has been questioned
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for some tlme Corder (1973) notes that Languugo

cess” (p. 297) and argues for a cyclical pattern that al-
lows language material to be dealt with repeatedly as

the syllabus progresses;, usually with a greater degree
of complemty each time it is encounter=4. The cyclical
design is &also in harmony- w1th current kn )wled e

characterized by recent work in ﬁrst language ac-
quisition (Dulay, Burt, & Krashen, 1982; Ellis, 1986).
Language regularltles do not. emerge fully and perf‘ectly

ence, but instead form gradually and with an mcreas-

ing degree of refinement. A cyclical syllabus, at least in
its more general features, resembles this process.

- The literature shows a general preference for cycli-
cal syllabus designs; -but- practmal _problems- persist.
Beswnvng a syllabus_that is both narrowly defined and

evelics ) may be a formidable. cﬁallenge The ordering of

2ma is a basic theoretical issue even for a linear
,s,y,m,b,us Creating a cyclical one in which items were
noc only well sequenced relative to each ether; but were

zlso approoriately reseq'uenced in 1ncrea81ngly complex
forms would rcqan\. great amounts of 1ntu1t10n

loosely & mraled syllam _are the preferred de51g‘n for
mcidern language teaching..

- Linearity and syllabus Eype aiso interact somewhat
naturally The more narrowly that languuge . aterial

is specified; the greater the sequenrcmg’problremf Bgtlf

,,,,,,,,,,,,,,,,,,,,,,,,,,

struction (i.e,, situations; conw*‘ tasks); 1t is naturally
cycled and can be dealt w1th as needs for it arise in the
cont.ext,of, the larger instructional objectives. For exam-

~le, ln a: llﬁééi‘ Stittiétﬁi’él Syllébﬁﬁ a Iilébé must. bé dé-

what is deemed relevant. to fne knowledgz, ard 1 use of
that form must be presented at a few specified points in
the syllabus. In a cyclical syllabus; the saxi¢ informa-
tion reappears at several poinis. In a situational or oth-

er loosely defined syllabus, the verb tense form will
naturally recur (WIth possxbly, some dehberate mter-
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teacher), and will recu- in a va..sty of collocations and
contexts.

Combining and Integrating

Syllabus Types

_..1-discussed miore ¢ les: ideally and independently,
ueating each as if it were the sole type being used in in-
struction. In practice, however, few instructional pro-

grams rely on only one type but combine types in vari-

A distinction exists between combination and inte-
gration, although it is not absolute: Combination is the

inclusion of more than one type of syllabus with little at-

tempt tc relate the content types to each other. For ex-
ample, a lesson on the function of disagreeing (func-

tional) could be followed by one on listening for topic
shifts (skill) in which the function of disagreeing has no

significant occarrence. Such combination frequently oc-
curs in language teaching when various #~imunica-

tive br,"ﬂue,n,cy,'f Aactivities (i.e:, skills; tasks)afe éddéa

on . a structural, functional; or situational syllabus.
Zitke or no attempt is made ‘. relate the content of the
iwo types of instruction. il
. Integration is when some attempt is made to inter-
relate content items. For example, if, after a structural
lesson on the subjunctive, students were asked to pre-

pare stories on the theme, "What I weuld do if I were
rich," the two types of instruction would be integrated.

- Integration is obviously more difficult and complex
to undertake than combination. Integration. may seem

to be the preferred way to use different syllabus or con-
tent types, and in som2 ways this perception is accu-

rate. Instruction that reinforces and relates various syl-

labus and content types is probably more effective than
instruction that is divided into discrete cumpartr “nts.

may be preferable to fully integrated syllabi. For ex-

ample, if it is frue that instruction in form is directly

usable by learners mostly for Monitoring (Krashen,
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1982), then it may Be that structural or formal syllabl
should make up, as Krashen suggests a hmlted but

tive of enablmg students to use. the structural ‘knowl-
edge in test-takmg and editing settings, and not of en-

abling them to gain active contrcl over the use of the
structures in dlscourse

rules (Elhs, 1986) It may be that gome situational or
functional content can be included with the objective of

pmwdmg the learners with the formulas and routines
titey need. for immediate and specific communication,
and other types of instruction can be used to foster their
overall I&nguage -acquisition: .

Once again, a practical answer io the problem of
1ntegrat10n and combination resides in-the choice of syl-

labus itself. If syllabus types on the lower end: of the
scale- predommate in-a program {i.e:; stru,etural fune—

more acute. Syllabus types on the Blgher end of the
sccle integrate language material naturally, or at least
provide natural contexts for in tegratmn, because they

JEE A — — — ——

terial, slqlls gg@ iﬁfd@ﬁéﬁal contw ‘. in mean-
1ngful ways and in larger covte~*: xm‘_blne for ex-
amy “le, an mstruct.onal task t..  -quires students to

ing am 3 interviews to. analyze evaluate and synthemze

into a gmae to the attraction. They wxll encounter a
number ¢f language forms and functions, and any diffi-
culty will be addressed by the instriiction. In addition; of
course; unintegrated instruction in various sti‘iiétﬁi‘él
or skill matters might also be included.

- For both practical and theoretical reasons, then in=
tegration of syllabus types-may not always ,b,e, prefe n:ed
aver simple combination. If other criteria call for a re-

liance on structural, situational, or functional content,

then mtegratmn 1s a hlgher pnonty If more analytlc
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gration may not be as complex and may be handled bet-
ter through natural integration of content. = - -

- Before leaving the matter of combination and in-
tegration of syllabus types; it would be useful to examine
two_ recent recommendations for a._combination ap-
proach to syllabus design. Yalden (1983) proposes the

Proportional approach. After distinguishing, to some
degree, structural and other types of instructional con-

tent, she recommends a relatively unintcsrated ap-
proach in which structural content is provided in in-

creasingly smaller proportis=s relative to instructiocn
based on increasingly large: writs of discourse as-over-
all language proficiency increases. The structural ma-

terial, it is assumed, provides forma! res-urces for the
learner in the icquisilion of more complex language

functions and sxiiis and in carrying out m e complex
communicative tasks.

1 1 1.

]
Lingt* it form o

- = '
- -

- - L
- Communicative function

| | |

Figure 9.1. Three levels I a balanced system.
Not:. From The Communicative Syllabus: Evolution, Design, and
Implementation (p.122) by J. Yalden, 1983, Oxford, England:
Pergamon. Copyright 1983 by Pergarniin. Reprinted by permission.

Krashen (1985) takes a stronger -position on the

limitations of structural content and describes general
curriculum types fo: six ivpes of teaching programs:

university ESL programs (English for academic
purposes), foreigr. language teacning in high scheols

and universities, programs: for limited-Engiish-pro-

ficient students in U.S. public schools, foreign lan-

guage programs in elementary schools, adult educition
programs, and special-purpose language teaching pro-
grams. Like Yalden; Krashen does not make the same
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distinictions in content that are made here, but 4~ Ja. .
distinguish structural and other formal instizc'ion

content-based _instruction. Figure 9.2 illustrate.

Krashen's recommendations for high school sru

university- foreign language teaching. In the figire,

"Natural Approach” refers-to learning- that is mostiy

situational; skill-based, task-based; and content-based.
"Grammar study for Monitor use" refers to instruction
focusing on structural content.

I General language teaching .

iNa nprasch focus on fopize of peneral inferest
Z__ B Grar war s.udy for Monitor tse
11 Shelrered subject-matte: teaching

X SKaF courses o geagraphs, current events, hivion of

= speakers of whe target language

B Electve pleasute reading

C  Grammar study

1. contnued study for Monitor use

2. as subject maner (linguisacs)

1 Eaaggl ;nlsieax; works oi’.«ingl: au!jwr or f1oups éfaualéré
ir. farmiliar sertings R

I\ Fall fmzinstr-am: the sumes course

Figure 9.2. High school and universit, :orelgn languags
o currlcutum.
1'ote. From -The Input Hypothesis: Issues and Implications (p 78)
by S. Krashen, 1985, New-York: Longman. Copyright 1985 by
Longman. Reprinted by permission.
The two examples serve to illustrate the principle of
combination or integration of syllabus types embudied in

amples recognize the different outcomes and objectives
of different types of content and provide a place for a

range of types of instriction in the overall curriculum.

from the guestion of syli.bus choice and integration:

Alw:ys chocse the syiiabus type that includes the

broadest and most comprehensive representation -of

task-; or -content-based learning. In this way the

syllabus designev. ensures that two general goals -of

language instruction will be addressed. First, the

because the problem of synthesis of knowledge and
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transfer of training is minimized. Secondly, the objec-
tives the students are required to meet will not be so

narrow as to handicap them when they are faced with
actual -occasions of languaze use. In applying this

principle, it is clear that skill-; task-; or content-focused

second language instruction may often have to be

supplemented with instruction in more specific aspects
of the language.

APractical Guide
to Syllabus Choice and Design

__The resources available for actual language teach-
ing syllabi have been described in this monograph;
along with some of the constrainis on choosing and
combining them. By now it is clear that nc single type of

content is appropriate for all teaching settings, and the

needs and conditions of each setting are so idiosyncratic
that specific recommendations for combination are not
possible. In addition; the process of designing and im-

plementing an - actual syllabus warrants a separate

volume. Several books are available that address the
process of syllabus design and implementation both

practically and theoretically. Steiner (1975) does not
really address the question of diii:rent syllabus types,
and is concerned primarily with the process of de‘ining

behavioral objectives for language courses. Neve-tha.

less, she does deal at some length with the practical
problems of relating syllabus construction to matters of

textbooks,; teachers' abilizizs and -orientations, course

goals and objectives, and various behavioral outcor2s
Focused on teaching foreign languages in public schooi

settings in the United States, her book is a valuable
source of practical guidance in making syllabus

ChOIQe’SL LI o oo T D oo oL CILIITIiIoC

.. More recenily, Dubin and Olshtuin (1986) have re-
viewed the problem of course design, including cur-
riculum: and specific syllabus questions, for ESE and

EFL settings. Once agai::; without making specific

recommendations, they dGcscribe much of the process of
course. design, from setiing goals and objectives,
through needs analysis and resource evaluation, to
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syllal)us ‘preparation and materials preparatlon The

theoretical constraints on syllabus des:gn that were

briefly reviewed here: :
- These books, among others (see the Annotated Blb-
hography, p.. 93) -can. help language course designers

ever; a set of guidelines for the process is prov1aea next.

Ten steps in preparing a practical language * - : ig
syllabus:
1. Determine, to the extent pOSSIble, w oA oTote

comes. areiiesued for the students in the instre . aal
program. That is; as exactly and realistically as pos-

sible, define what tlie students should be able to do as a
result of the mstructlan

2. Rank the syllgbys types presented here as to
their likelihood of leading to the outcomes desired.
Several rankings may be necessary if outcomes are

complex

.3 Evaluate avallable ‘resources _in expertlse (f‘or

- 4 Rank *He syllabl relatlve to avallable resources.

That is, determine what syllabus types would be the

eas:est to rmplement glven availaBle resources.

- 5. Compare the lists. made under Nos. 2 én'd 4
Makmg as_few adjustments to the earlier list as pos-

sible, produce a new ranking based on the resources
constraints.

6. Repeat tﬁe process, taklng into account the con-
straints contributed by teacher and student factors de-
scribed earlier.

7 Betermme a ﬁna‘ '-ankmg, takmg into account

all the nforrnatlon produced by the earlier steps

8. Beslgnate one or two syllabus types as dominant
G" ”
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and one or two as secondary.

% Review the question.of combination of integra-
ti - of syllabus type and determine how combination

v He achieved and in what proportion.

i+ ranslate decisions into actual teaching units.

This -uide is intended as a general procedure to fol-
low in making syllabus decisions for specific in-
struct:nal programs. It is expected that quite different
disipns will emerge for each application, and this is as
it should be. What is important in making practical de-
cisions about syllabus design. is that all possible factors
that might affect the teachability of the syllabus be taken

into account. This can be done only at the program lev-
el. By starting with the definitions ¢7 <yllabus type dc-
scribed in this monograph and tailoring -the choice and

integration of the types according to local needs; a prin-
cipled and yet practical solution to the problem of ap-
propriateness and effectiveness in syllabus design can
be reached.



on Syllabus De sign

. Alexander, L.G. (1976). Where do we go from here?

A reconsideration of some basic assumptions af-
fecting course design. English Language Teaching,
32), 89-103

Meke: ~ some excellent suggestlons for 1mp1e-
meniy *unctional syllabi, but-is primarily a thor-
ough rev.ew of situational syllabi with a_ typology of

situz’iczal syllabi and recommendations for using
then-

2. Corder, © ¥’ i LR ‘roducmg qpplted ltngutsttcs
(Cﬁap 14, ; Pmondswortﬁ Pengum

Clear and useful rev1ew pffgtrnctur’al gqg@qg@ of syl-

labi and sequencmg of structural content. Also
touiches on situati ] syllabi.

. Dubin, F., & Olshtain, E. (1586). Course design: De-
velopir, programs and materials for longuage
Zearntng Cambridge: Cambridge University Press.

Not spemﬁcally on syllabus demgn, but reviews
the process of developing course goals and objectives
and relating them to syllabus content and instrue-
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tional materials. Coramunicatively oriented, but not
in @ narrowly notional/functional sense. Useful and
practical.

4. Johnson, K. (1982). Communicative syllabus design

and methodology. Oxford: Pergamon Press:

‘A collection of papers discussing the role of var-
wus types of "semantic” or notional/functional syl-
labi from a theoretical and "exploratory” pers; ~c-
tive. - The relationship between noticnal/funceiia;

Jis8i
syllabi, task-based instruction, and :.;» muniz:ive
teaching methodologies is also concr = 1. Tl.e ag-

thor recommends a "multidimensi...... approach

to syllabus design, integrating notional/functional
material with other types. He also suggests meth-
odological solutions to some problems of syllabus

design.

. MeKay, S. (1980). Towards an integrated syllabus.
In K. Croft (Ed.), Readings in English as a second
langucge (pp. 72-84). Boston: Little-Brown.

_ Reviews structural, functional, and situational
syilabi. Recommends combination; with functio:rial
predominating. Thorough review of issues.

6. Mﬁﬁﬁﬁ, B. (19;’9) Eeiaiing iangua’g’é teaching-anc
content teaching. TESOL Quarterly, 13 (2), 171-182.

_ Discussion of rhe relation between langiarz and
content teaching. Presents various models of the re-
lationship and recemmends a closer counection:

7. Mohan, B. (1977). Toward a situational curriculum.

On TLSOL '77. Washington, DC: Teacher of Eng-

lish to Speakers of Other Languages:

Breaks situations into four types co situaticnal

syllabi can be more easily organized and related to

other aspects of language ard te&ching. 7
. Munby, J. (1978). Communicative 5labus aesign.

Cambridge: Cambridge University Press.
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- Major theoretical work in specific-purpose sylla-
b1 ngorous and exhausttve Difficult to apply

Shaw, AM. (1977) Forexgn language syllabu&devel-
opment: Some recent approaches. Language Teach-

mg anil LGgizlstzcs Abstracts, 1 0(4) 217 233

‘Basic review of syllabus design, mcludmg gram-
matxcal _situational, topical, notional, and "opera-

tional." Focuses on communicative syllabl Usefu!
dlscussmn of the process of syllabus design.

Steiner, ] . (1975). Performlng with objectwes Row-
ley, MA Newbury House.

An older work more concerned with. settmg be-
havmral ob;)ectlves for h:gh school fcrnlgn language
ever, valuable in its discussion of- the process of
develop ng curricula and syllabi and relating them

to the realistic and practical concerns of teachers,
adm‘mstrators, and emstmg texts

Stratton,F (i9"7) Puttmg the communicative syll -
bus in its ple. e. TESOL Quarterty, 11(2),131- lal

Btscnsses hm:tatxonc on and recommendatxons

for notional/functional. syllabus design. Recom-

mends a combination of structural and functional

syllabi.

viﬁ Ek, J.ﬁ. (1976) 7‘hje threshold level for modern

language learning in schbbzs London: Lbﬁgman
Basic reference work on notmnal/functmnal Sy lla-

bi. Contains definition of basic concepts and exten-
sive lists of notions; functions; and exponents.

Wilkms, D.A. (1976) Notional syllabuses. Oxford
Oxford University Press.

Dlscusses stmctural mtuatmnal and notional
approaches to syllabus design. Prov1des historical
and theoretical perspectives. Good section on design

- A 4 iy S

and implementation of communicative syllabi.
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