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Series editors’ preface

This book in the Cambridge Applied Linguistics series presents an
overview of the scope and dimension of language curriculum develop-
ment and also demonstrates how many of its leading practitioners apply
curriculum theory and practice to language teaching, Publication of this
collection of mainly original papers is a healthy sign that, in the last few
years, language curriculum practitioners have moved away from a
narrow view of their work, one which focused largely on issues of content
and methodology, to a more comprehensive, and at the same time,
complex understanding of curriculum. This is one which encompasses
policy making, needs assessment, instructional design and development,
teacher preparation and deveélopment, as well as programme manage-
ment and evaluation. This is a far cry from the days of ‘syllabus design’.

The value of this collection of papers which Keith Johnson has
assembled lies in the many different perspectives it offers on the language
curriculum. Both macro and micro issues are presented, and curriculum
development is seen to be a dynamic process that must be understood in
its entirety if the particulars are to work with any degree of efficiency.
Throughout, the emphasis is thus on systematicity and interrelatedness of

" elements. The message the book delivers is that if we wish to improve the

effectiveness of language teaching programmes, we need to examine in
more depth the hidden dimensions of language programmes. Educational
institutions need to assume a greater degree of responsibility in the
planning, implementation and evaluation of their own programmes and
instructional materials. This book will serve as a valuable resource in this
process, allowing practitioners in the field of language curriculum
development to have a comprehensive introduction to theory and prac-
tice in this growing field.

Michael H. Long
Jack C. Richards
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Overview

The aim of this collection is to present ‘state of the art’ papers in language
curriculum studies by writers who have been actively involved in shaping
theory in this field and who, between them, have applied that theory in
almost every part of the world and in a variety of contexts.

The idea of a ‘coherent language curriculum’ summarises the range of
the papers included and the theme which unites them. ‘Curriculum’ is
used in the British sense to include all the factors which contribute to the
teaching and learning situation, while the term ‘coherence’ emphasises
the interdependence of these factors and the need for mutually consistent
and complementary decision making throughout the processes of devel-
opment and evaluation. '

To set this publication within the context of developments in language
curriculum studies over the past twenty-five to thirty years, I would like
to propose that applied linguistics, the theoretical arm of language
teaching, has passed through two major phases in its brief history, and is
now entering a third. The first phase was that of the communicative
revolution when it was inspired by new ideas and iconoclastic zeal. Its
main achievement was to demonstrate the inadequacies in theory and

~ practice of the ‘ancien régime’, but much that was valuable fell into

disrepute or neglect through a form of guilt by association. The first
revolutionary phase came to an end with applied linguistics focused upon
the new linguistic sciences, psycholinguistics and sociolinguistics, divor-
ced from its structuralist/behaviourist past, and distanced, if not
estranged from the mainstream of educational theory.

The second phase was one of piecemeal reconstruction, epitomised by
the flowering of a thousand methods. Work worthy of greater respect
was carried out on particular aspects of the language curriculum to bring
it more closely into line with our new and broader understanding of the
nature of communicative competence and the processes of language
acquisition and use. These aspects included needs analysis, the syllabus,
materials design, the roles of the teacher and the learner and the nature of
classroom interaction. The insights were genuine and the progress real,

but there was little interaction between or integration of the different
areas.

e —
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xii Overview

A third phase seems to me to have been initiated during the 1980s with
a growing interest in the curriculum process as a whole, attempts to put
language teaching back in touch with educational theory in general and
curriculum studies in particular (Stern, 1983) and to impose order on the
chaos into which at least fringe communicative methodology had fallen
(Richards and Rodgers, 1986). This third phase is one of cor.lsolidat.ion
and integration, with a new sense of realism replacing the 1$lef>log1cal
fervour and speculative utopeanism that were all too characteristic of the
revolutionary and post revolutionary phases. ' .

This publication contributes to the ‘new realism’ and to a view of the
language curriculum in which a discussion of any part must take account
of the aims of and constraints upon the whole. The first paper, an
overview, provides a framework for the seventeen papers whxch 'fo.llow
and a rationale for the sections into which the collection is divided:
curriculum planning; ends/means specification; programme i.mplf:men-
tation (teacher training and materials writing); implemfcn‘tatl_on in _the
classroom; and evaluation. The main focus of each paper is indicated in a
short introduction to each section and in the overview. As would be
expected from writers with such broad and diverse experience, their
approach is constructive and lacks the proselytising zea}l and factionalism
which have done little for language teaching and learning and less for the
reputation of applied linguistics as a giiscipline. In sum, the papers
provide a major review of developments in language currlculgm s‘tudle's,
and identify the problems that we currently face and the directions in
which we need to move. '

I would like to thank Jack Richards for proposing the collectlon,.and
for his consistent help throughout. Peter Donovan qf Camb;idge Univer-
sity Press and the contributors have had to put up with an efixtor who was
not only learning his trade but travelling through China, England,
Canada and Australia while doing so. Their tolerance and helpfulness
have been greatly appreciated. I owe special thanks and appreciation to
my wife, Anne, for her work on the bibliography and for her assistance in
many other ways.

The book is organised in the following way:

Part I: Curriculum planning

In the first paper, in Part [, I describe language curriculum development,
in the broadest sense, as a decision-making process. The framgwork 1
propose has three dimensions: that of policy, Fhe aims of the _cumculum,
or what it seems desirable to achieve; pragmatics, the constraints on_what
it is possible to achieve; and finally thg participants in the qec151on-
making process, whose task it is to reconcile policy and pragmatics. Four

H
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stages of decision making are identified: curriculum planning, ends/
means specification, programme implementation, and implementation in
the classroom. These stages provide the headings for the first four
sections of this book. The heading for the fifth section, ‘evaluation’, is not
seen as a stage in itself, but as a necessary and integral part of each and all
of the stages already mentioned. [ argue that these stages are ordered, but
that the curriculum process overall must be interactive, so that decision
making is fully informed; the coherence of the curriculum is more
important than the ‘perfection’ of any or all of its separate parts.

A coherent curriculum is one in which decision outcomes from the
various stages of development are mutually consistent and complemen-
tary, and learning outcomes reflect curricular aims. The achievement of
coherence is said to depend crucially in most educational contexts upon
the formalisation of decision-making processes and products. This
formalisation facilitates consensus amongst those involved and is a
prerequisite for effective evaluation and subsequent renewal. Decision
making is therefore a continuing and cyclical process of development,
revision, maintenance and renewal which needs to continue throughout
the life of the curriculum. :

In the second paper, Ted Rgdgers considers the problems of curricu-
lum planners, whose task is to set out a policy which is capable of being
implemented. He maintains that failure in curriculum projects results
more often from poor planning than from inadequacies in design and
implementation per se. He develops this argument by examining three
levels of programme planning: syllabus design, curriculum development
and polity determination. In the same way that curriculum development
may be regarded as a contextually enlarged view of syllabus design,
polity determination is a contextually enlarged view of curriculum
development, involving all the factors which need to be taken into
account in general in educational planning, and in particular in determin-
ing the level and types of resources which will be required to implement a
curriculum successfully. To assist in this process, and as a means to
increase curriculum planners’ awareness of the problems that are
involved, Rodgers proposes a ‘polity planning framework’, a set of factor
scales designed to assist planners in assessing the relative difficulty and
‘cost’ of implementing a particular curriculum change or innovation in a
particular ‘polito-pedagogical’ context.

Peter Hargreaves’s perspective is that of the evaluator and he argues
that decisions relating to evaluation need to be taken during and as part
of the curriculum planning process, and not, as is so often the case, as an
afterthought to implementation. He presents and illustrates in use a
checklist covering twelve major factors which need to be taken into
account if evaluation is to be planned successfully: target audience,
purpose, focus, criteria, method, means/instruments, agents, resources,
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time factors, findings, presentation of results and follow-up. These
factors are interdependent since decisions in relation to one affect other
decisions. The importance of integrating the various aspects of the
curriculum in the planning stage is expressed concisely, if not eupho-
niously, in the term ‘Des-impl-evalu-ign’ which, at my urging (Ed.) was
promoted from the text to the title. Hargreaves proposes a logo, derived
from it, which might be awarded to projects which meet the required
criteria in curriculum design. Experience suggests that the logo might not
be awarded very often.

Part II: Ends/means specification

Part Il deals with that stage in the decision-making process in which
policy is made educationally explicit; the stage most often discussed
under the headings of needs analysis and syllabus construction. On the
theoretical level, discussion has concentrated upon the questions: ‘whose
needs?’ and ‘how can these needs best be assessed?’ For practitioners the
main problem often lies in moving beyond the findings of a needs analysis
to the development of a teaching and learning programme. The three
papers in this section offer different perspectives on the theoretical issues
and practical problems involved: Berwick, that of a Japanese steel
company; Brindley, adult migrant education in Australia; and Swales,
academic service English programmes at university level.

Richard Berwick describes the general theory from which needs
analysis derives, the problems in applying that theory, and the major
stages to be followed through from the decision that a needs analysis is
necessary to the transformation of data into a set of aims (ends specifi-
cations) and a language teaching programme. He distinguishes different
approaches to design and notes that many philosophies of planning, and
mixtures of them, find their means of expression in different forms of
needs-based -syllabuses, depending upon how the notion of need is
defined and who defines it. Berwick distinguishes between the ‘felt’ needs
of the learner and the ‘perceived’ needs of authority, and describes a
range of data-gathering techniques under the general headings of induct-
ive (category-generating) and deductive (category-dependent) methods
of achieving a needs profile. He shows that language curriculum projects
based on needs analyses require the continuing commitment and co-
operation of all those involved and all those affected, over a considerable
period of time. Berwick illustrates the problems that occur when theory
and practice collide, and discusses approaches most likely to achieve a
successful outcome in a commercial environment. He concludes that
needs analyses should be designed to serve an established policy and not
as a policy-making, least of all as a policy-seeking exercise.

T
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Geoff Brindley states as axiomatic the importance of sensitivity to
learners’ needs in learner-centred approaches to curriculum design, and
of needs analysis itself as a prerequisite for the specification of lang,uage
learning objectives in curriculum design in general. The two axioms
nevertheless reveal a considerable potential for disagreement over the
definition of ‘needs’ and what ‘needs analysis’ should entail. Brindley
identifies and attempts to reconcile two major orientations within the
discussion: a ‘narrow’ or ‘product-oriented’ interpretation which
focuses upon the learners’ current and future uses for the language; and’
a ‘broad’ or ‘process-oriented’ interpretation which focuses upo;x the
needs of the student as a learner, with the latter view requiring ‘means
spe.ciﬁcation’ to take account of affective and cognitive variables such as
attitudes, motivation, personality and learning style. Brindley discusses
the feasibility of fruitful negotiation between teachers and learners in a
learner-centred approach and illuminates this controversial area by pro-
posing that needs analyses cannot be effective if conducted only ar the
curriculum planning stage, since learners cannot make valid choices
amongst ‘methods’ until they have experienced the available options.
The investigation of the learners’ felt needs must therefore be a process
which continues throughout the life of the curriculum. In this sense
needs analysis should be seen ‘as an aspect of formative evaluation.

John Swales considers what ‘counts as’ a paper on programme
design and its potential value. He then develops and explores the notion
that an educational programme, and in particular a ‘service’ pro-
gramme, fqrms part of an ecosystem within which the various partici-
pants and interest groups co-exist symbiotically in an often precarious
state of balance; one in which ‘all the competing but interdependent
elements need to survive if the ecosystem is not to suffer damage’. The
concept of ‘opportunity cost’, borrowed from economics, is then applied
to curriculum development. ‘Opportunity’ represents the gains that
might be obtained by successful implementation of a new or revised
policy while estimates of costs must take account of the damage the eco-
system might sustain. A parasitic (no disrespect intended) service organis-
ation wopld need to be particularly alert to the possible consequences
of annoying or damaging the host body. Not surprisingly, the ecological
approach Swales advocates is one of ‘cautious gradualism’, and the costs
to be taken into account when assessing opportunities for curricular
mnovation are seen as going far beyond the human and material
resources directly required for implementing an ends/means specifi-
cation. The identification of appropriate ends and means therefore
depends as much and perhaps more upon factors external to the curricu-
lum (cf. Rodgers’s discussion in Part I of ‘polity determination’) as it

does upon factors. controlled directly by participants in the curriculum
process.
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Part III: Programme implementation

Part IIl deals with programme implementation: the stage at which ends
and means are realised as a teaching and learning programme ready for
use in the classroom. It has two related aspects, the training of teachers
and the preparation of teaching and learning resources. The first paper
discusses the relationship between staff training and programme
implementation, maintenance and renewal; the second describes the
development of a teacher-training programme, or rather curriculum,
since policy and ends and means all change as the programme develops;
the third and fourth papers deal with the writing, organisation and
evaluation of resources within a programme. '

Martha Pennington argues that ‘the heart of every educational enter-
prise, the force driving the whole enterprise towards its educational aims,
is the teaching faculty’ and deals with this crucial issue of faculty
development under three broad headings. In the first, The education and
training of language teachers, she outlines areas of broad agreement as
well as differences of approach (holistic versus competency-based),
emphasis (knowledge, attitudes, skills), perspective (optimistic, pessi-
mistic) and conceptualisation of the teaching act (magic, art, profession,
craft, science). In the second section, Organizing a language program
faculty, she discusses the extent to which administrative constraints
predetermine other aspects of the curricular decision-making process.
The third section, The evolution and growth of a language program
faculty, maps out a programme for the professional development of
teachers, showing how the assignment of teachers’ responsibilities within
the curriculum should reflect this development, and also the complex role
which evaluation needs to play in this very sensitive area.

The second paper, by Mike Breen, Chris Candlin, Leni Dam and Gerd
Gabrielsen, describes the evolution of a series of teacher-training work-
shops conducted by the authors in Denmark since 1978. The initial aim
was to stimulate interest among teachers in new methods and techniques
based on communicative approaches to language teaching, but the
account of the development of these workshops is less about the
achievement of that aim than about achieving a meeting of minds
between teachers and teacher trainers. In the first stage (transmission),
the target methodology was presented by the trainers on the assumption
that it would then be applied. In the process of discovering that
“transmission’ was largely ineffective, the second stage (problem solving)
evolved, whereby the target methodology was offered in response to
problems raised by the teachers. Difficulties with this approach led to the
third stage in which the workshop has focused upon classroom decision
making and investigation. Thus the emphasis has moved from the
trainers to the teachers to the learners, and the role of the teacher trainers

Programme implementation  xvii

as they perceived it changed from * ’
ey e g expert’ to problem solver to problem
Graham Low discusses the advantages and disadvantages of different

approaches to the organisation and structuring of language teachin,
materials. In addition to the traditional concerns with presentation ogf
new matc?r}al, practice designed to give mastery of that material and
opportunities for integrating what has been mastered into the learners’
establ'lshe'd communicative competence, he focuses upon the patterns of
organisation within and between course units, discussing past and
current ’approaches, proposing alternatives, and introducing the terms

feeding’ and ‘bleeding’ to describe relationships which enhance or
detract from learning opportunities. Low points out that in man
courses in the past there have either been no obvious relationships o};
el§e hlghly contrived ones between units and between the elélflents
Wi:hl;;l umti. W;itlcfrs have tended to establish sequences of activities
which are i i i jecti
toich axe then 0- owed inflexibly regardless of changes in objectives,
. Mgterials of the kind Low criticises have been particularly prevalent
in third world countries where the teachers’ own English language profi-
c1‘ency.a.nd professional trainifg have been weak. The high level o? re-
dictability of this approach makes these materials comparatively easp to
prepare and use, but it has little else to recommend it. The more rad)ifcal
and experimental approaches generated by the communicative ‘revo-
lutl_on’ have produced activities that are interesting, interactive and
varied, but my own feeling (Ed.) is that the organisational relationships
amongst these activities are often still uncertain, more so in fact than ‘iyn
th_e da}ys of structural syllabuses. In a coherent curriculum the organisin
principles on which the programme is based need to be stated ang
understood. Those principles need to go beyond the traditional concern
for structurgl order and vocabulary control to encompass the full range
of communicative functions'and language skills. ‘Feeding’ relationshigs‘
in thl.S broader context are more complex now than in the days of stru}z—
turalism and audio-lingualism, but no less essential.

Andrew Littlejohn and Scott Windeatt consider the content of the lan-
guage programme rather than its organisation, and the unintended as
well. as‘the intended effects upon learners which may result from the
realisation of syllabus specifications as language teaching materials
They ackpowledge the difficulty inherent in establishing any direct linl;
betweel} ‘input’ to the learner and ‘uptake’ by the learner (a problem dis-
cussed in Part IV), but argue that it is possible at least to identify and
evaluate what is ‘available to be learnt’. This they do under six headings:
general or subject knowledge offered in the materials: views of whga;
knowledge i‘s and how it is acquired; views of what is ,involved in lan-
guage learning; role relations within the classroom; opportunities for
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the development of cognitive abilities; and the values and attitudes

resented in the materials, ' . .

° In their title, Littlejohn and Windeatt see these lSS\LCS as goml% Beyonc;’

; ir ow

; i s to me however that, on the

language learning...’ It seem . o

evigencge these issues directly affect boith the processes of leamlmg_, 2 nd

the natu;e of the learners’ communicative competence on comp ;mo

the programme, and that therefore they constitute essential elements
? . .

within any discussion of programme 1mplerrt1§n:af£g}n skt may exis
i int emerges tha

The further important poin ‘ y may exis
iculum and the broader aims of society
between the language curricu . wder aims of soclety and
i ithin the curriculum itself. To r
education as well as wi  rerurn 1o the
i n ecosystem: coherence, li
etaphor of the curriculum as a o
glf nalt)ure is necessary but by no means sufficient to ensure an acceptable
b

quality of life for all the participants.

Part IV: Classroom implementation

The fourth set of decisions to be made in thc_:r ﬁurrizulqn} de\:ie;;)cprxci::é
i i ese decisions
to classroom implementation. 1 .
B s i d learni h Il be performed, with
arning acts that will be p ,
the nature of the teaching and le . ped, with
i he most crucial for the success o _
the latter being unarguably t ; . s of the whole
i ise. Resourceful, intelligent an
of the curricular enterprise. | ' A e
i ir ai spite of ill-conceived p s POC
students achieve their aims in : o oo
i te resources and incompeten .
formulated syllabuses, inadequa ; ' o e
iculum with appropriate aims
Conversely a well-planned curri 1 with s effectively
i i hieves little if students are ap
realised and implemented ac ‘ ' s athetic and
i i in itself explains the inconclusive resu 1
unmotivated. This fact in itse . s c results of much
i inue to bedevil curriculum research a
research and will continue _ r
until the role of the learner is acknowledged and, more difficult, taken
into account in research design. »
The notion of the learner as an empty vessel to be ﬁlllefd by a tez;;::lt;r
from a predetermined curriculum has been unaccc;piclab et'or :glr:tl:) 1aye(i
it i the active
ore positive perception o _
replaced by the current m ‘ ' ctive role playec
thusiasm for various refo
by the learner. Nevertheless en ; j _ !
terials design an
styles and methods of ma .
syllabuses, and for new : : L
i i ntinued largely uncons .
edagogical presentation has co
growging evidence that learners’ aims and the means they adopt to achieve
them are not necessarily those of the ogic1a}}icuNrr1culurfr(1).c uses mpon the
i i tion, Davi unan
In the first paper in this section, . _
decisions of the learner, and the evidence from various studies .that
learners have ‘hidden agendas’, derived partly from their ow(rll amtlls,
i | bout the learning process, and partly
artly from their preconceptions a : proce :
?romytheir lack of understanding of the aims of the official curriculum
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and the means adopted for achieving those aims. Nunan argues that
every aspect of curriculum studies needs to be expanded to include these
hidden agendas. In this way, curriculum planning, development,
implementation, evaluation and research would take account of learners’
perceptions of the learning process as well as those of the theorist, of
what happens rather than what ought to happen and of what is learned
rather than what is taught. Nunan is particularly concerned with the
practical implications of the hidden agenda hypothesis in the classroom,
and he proposes techniques for achieving a synthesis between the official
curriculum and that of the learner.
One problem inherent in this situation is precisely that the learner’s
agenda is hidden, and may be inaccessible to the outside observer and
indeed to the learner himself. What can be observed however is the
interaction between the learner and the learning task. It is here that the
official and the hidden agendas come into direct contact, the point at
which the learner interacts with, and is able to operate on the curriculum,
Mike Breen analyses langnage learning tasks in terms of three ‘phases’:
the task as workplan (what is intended); as process (what is done); and as
outcome (what is achieved). The second is seen as being the most
important, the least understood, and as having the most to contribute to
language curriculum development. The task evaluation cycle proposed
by Breen focuses primarily on this aspect of task, and it aims at involving
the learner in the analysis of tasks and in the formulation of proposals for
their revision. Like Nunan, Breen sees the role of the teacher as mediator
between the curriculum and the learner in a two-way process which
revises both the ‘agenda’ of the learner and the curriculum itself to bring
the two into line.

In the last paper in this section, David Stern traces the changes in
emphasis in language teaching research from ‘Method’ as an abstraction
to ‘natural’ learning or ‘acquisition’ outside the classroom, to the
realisation emphasised by the two previous writers that we must come to
grips with the process of language curriculum implementation inside the
classroom. Stern maintains that classroom research so far has proved of
limited value, because it has lacked any explicitly stated theoretical base,
and consequently, in the accumulation of 2 potentially infinite quantity of
detail, it has proved difficult if not impossible to see what is and is not
important. The theoretical framework which Stern proposes to remedy
this situation has three interdependent levels: theoretical concepts, policy
directives and classroom behaviour, similar as levels of abstraction to
those proposed by Anthony, 1963 (Approach, method, and technique)
and by Richards and Rodgers, 1986 (Approach, design, and procedure).
Stern maintains that the findings of classroom research can be interpreted
only inso far as they can be related systematically to policy specifications,
and the theoretical constructs (or approach) on which the curriculum as a
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whole is based; i.e. it is impossible to evaluate classroom behaviour
unless the aim of that behaviour is clear. Similarly, approaches to
language teaching and learning cannot be evaluated unless those
approaches have been effectively realised in classroom behaviour.

On a personal note, I am very pleased to be able to include this paper
by David Stern. I met him in 1987 after many years of admiring his work
and was equally impressed by his wisdom and vitality. It was a shock and
a great loss to applied linguistics when he died. Very few people have
been as successful in ‘Seeing the wood AND the trees’, the title of his
paper, or have contributed as much to theoretical aspects of language
curriculum studies. The Core French project in Canada, which he initi-
ared, is a model of conceptual clarity and attention to detail and seems,
at its present stage of development, a near perfect example of coherent

language curriculum development.

Part V: Evaluation

In each of the preceding sections, it has been emphasised implicitly if not
explicitly that curriculum development and renewal can only proceed
effectively if supported by evaluation.

James Brown defines evaluation as the ‘systematic collection and
analysis of all relevant information necessary to promote the improve-
ment of a curriculum and assess its effectiveness and efficiency as well as
the participants’ attitudes within the context of the particular institu-
tions involved’. He examines key definitions and distinctions within the
literature related to language programme evaluation, and the various
approaches developed over the past thirty to forty years, culminating in
‘decision facilitation approaches’. Brown argues that these developments
have been evolutionary rather than revolutionary, each building on what
was learned previously. His discussion of the various ‘dimensions’ of
evaluation: formative and summative, product and process, quantitative
and qualitative, leads to a set of procedures and steps for developing and
implementing language programme evaluation.

Bachman and Hudson focus upon the problem of what should be
measured and the means by which measurement should be carried out.
Both are dissatisfied with current approaches based on standardised,
norm-referenced tests and largely undefined notions of global proficiency
or skills. Their approaches are very different however. Bachman is
looking towards the future and the point at which evaluation, or at least
testing, can be carried out without direct reference to each particular
programme under consideration, Hudson’s approach is programme-
based and he is concerned with practical measures which can be imple-
mented effectively in the light of current knowledge (and the lack of it).

Evaluation  xxi

Lyle Bachman’s proposals for establishi i
cntenonjreft'trenced testing are based ot;:lsg}églg’a;yt};zgéett]?l baje o
coengir?yumgatlvq competence. In line with these models }lz)eeseetl?so ﬁ(;ist Sf

. . >
zgales ozfi omﬁa}n of communicative langgage ability and second to deﬁn0
scales o CI:::; ec1tenclyfat a level of abstraction which makes them indepent-:
dent of ¢ thisx ;sde]&:;gﬁ(sj <[))fr é;ir.lfuage use. Criterion-referenced tests
n thi ide sco
across differing sets of instructional objcctri‘:lsest h:::dv‘;\?(;llljdbi Co_glparab_le
giixsnfczihcom}?anson across language progra;nmes. As Balljcl?r‘;llaz ; Z?htd
Stag,e (e)f ;;VZI g t:lz?]iy no:i' t}ilxe tests exist as yet beyond a rudimSnt;r;
e Of devel rl:,-chai, an ; le argues the r}eed for empirical research
ment and a the same e reine and v dueeshesincho ok 4EVCIop

Thom Hudson focuses upon student ance, which he roomon

; udsor S upo ent performance, which he consi
:)(; Elen gtﬁz é(ee);) rlg i\:;lluatlortl) > In terms of student mastery or non~m§§eerr;
of [angag relagve Stmedo ilectlves. Maste.ry testing establishes absolute
e an rlative, aﬁ ards (cf. tests which are intended ro rank-order
pmgramr.ne " aChgs t de_ev.aluator to determine whether a particular
programme | Howleve 1;5 mt?nded goa_ls, and if not, the areas in which
e ene W}).ich unsve;, t ﬁ:sg//al')solute_ judgements raise in acute form
ethical (how il the resuls be wsed), and. ecent (e e, o otPa0)

th 1 ' s echnical (in this case
gas brlz? gi ;l:eacct;tiz’ffdpmlnt whxc.h dete_rmines whether mastery h;stgi
o een . € }), n dealing with the first of these, Hudson

S . .

Compares two Sgfv)nrolac fs to test data, as a sign of underlying com-
pete for, O 2 asam 5 e odp:i:rformancg. He discusses the implications of
gach jor th 1 and demonstration of mastery, with the solution
pproach to adopt, depending upon the ends and means of the

1 g ( ) 2

Hudson i iabili
Huds met::]ers up the issues of reliability and validity in criterion-refer-
iced measu :ir:::x;)t. }l;llc proposles statistical solutions to the former., but
roblematical, with validity and i
1 : d therefore the eth
mastery testing having to b in o oot
‘ . e argued, again on the basi i
pr%gmatl'c kconstralnts of the progra,mme n questionsw of the policy and
arw ’ 1 ' l
co]]ectjo:lc Itl‘gle); s paper provides a down-to-earth conclusion to the
colle and.a deals with languagg curriculum evaluation in the broadest
sehoe and Sflthls éathcr than as it ideally ought to be; i.e. in situations
where fer rl e:i e fisnrable priz(requisites have been met. The resourceful
| s often to make judgement
e ften . s, to quote Elley: “...ab
o feaslzsiioxjgegrégapl'es are essential, which are desirable,y what mi(g)}li:
e circumstances, and what i i
costs Fe offas oo : ‘ s is to be avoided at all
: gmatic advice on how to i i
St : . . proceed in relation to t
gainefi-oifdgl?'l?ya‘tor’ l‘zlzsse.ssmg the importance of the information to E:
; itying the aims of a programme; selecting the evaluation
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design and the sample; selecting/developing the instrumem:sc;1 adl-mm(sit:}e;
tion and marking; the importance of process as l:Nell zllls product; an the
i €
i roach suggests that there are very

analysis of results. His app '

curriyculum situations so hopeless that they cannot be enlightened and

i i nsitive evaluator.

mproved by a sensible and se ‘

E Igor the future, it may be assumed that more ngorous accognts of

communicative competence and how it develops yvlll mfott;m lt e pro-

cesses of planning, implementation and evaluation of the ;nguage

curriculum. ‘In the meantime, however, the expe(rixem}ﬁ, e'?t llllslfillsm,
ino. hard work and good will ot all those

radecraft, careful planning, ork :

Envolved s’eem to be the primary contributing factors to the achtevem_ent1

of a coherent and successful language curriculum. Whatever th(l:%reltlca

advances are made, the importance of these factors seems untikely to

diminish.

PART 1
1 CURRICULUM OVERVIEW

1 A decision-making framework for the
coherent language curriculum’

Robert Keith Johnson
Introduction

In this introductory paper, I have three major aims: first to provide a
framework for discussing the language curriculum; second to define the
notion of a ‘coherent’ language curriculum, the theme of this book as well
as the title of this paper; and third to show how the other papers in this
volume and the particular aspects of development they focus upon relate
to the curriculum process as a whole.

The word ‘curriculum’ is defined here in its broadest sense, to include
all the relevant decision making processes of all the participants. The
products of these decision making processes generally exist in some
concrete form and can be observed and described: for example policy
documents, syllabuses, teacher-training programmes, teaching materials
and resources, and teaching and learning acts. The processes themselves
are usually more difficult to identify and analyse. They involve such
questions as: Who is supposed to make the decisions and who actually

~does? How are these people selected and what qualifications do they

have? What are their terms of reference? What resources in time, money,
information and expertise are available to them? etc. Other ‘process’
factors such as prejudice, preconception, ambition or laziness are even
harder to examine, but may be no less influential in their effects.

The framework consists of three sets of constraints on curriculum
decision making. The first is policy. A curriculum which appears in all
other respects to be successful, but which fails to achieve its aims, is hard
to justify however much the participants may have benefited from their
experience in other ways, for example socially or financially. The second
consists of pragmatic considerations such as time and resources, human
and material. Any curriculum design must take adequate account of these

1 1 would like to acknowledge the valuable comments of David Stern, Patrick Allen and in
particular Merrill Swain on the draft version of this paper, and also the assistance of the
Modern Language Centre staff at O.1.S.E., where work on the preparation of this collection
was completed. .
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constraints or fail to achieve its aims. The third consists of the partici-
pants in the curriculum process and the ways in which they interact.
Their task is to reconcile policy and pragmatics and to achieve and
maintain, at each stage of development, products of the decision-making
process which are mutually consistent and compatible. Such a curriculum
is said to be ‘coherent’.

Factors which promote coherence or its opposite ‘mismatch’ are
discussed in the sections which follow in relation to each of these three
dimensions and ‘process’ and ‘product’. The final section considers the
role of evaluation in curriculum decision making. Brief comments along
the way show how the topics of other contributors to the book fit into
this framework.

Policy decision making

The four stages or decision points in policy implementation are:

1 Curriculum planning

2 Ends/means specification

3 Programme implementation
4 Classroom implementation

These four headings with ‘Evaluation’ also make up the five section
headings of this book. The planning stage consists of all those decisions
taken before the development and implementation of the programme
begins. Ends specification relates to objectives, and means specification to
method; programme implementation involves teacher training and
materials/resources development. Decision making at the classroom
implementation stage has as its products the acts of the teacher and the
learner (Table 1).

The term ‘policy’ is used to refer to any broad statement of aims
whether at the level of a national curriculum (for example Japanese
should be taught as a foreign language in secondary schools), or as a
‘good idea’ a teacher or learner may put forward for the classroom (for
example: let’s have a debate on Friday afternoons). In this sense the
stages of policy determination, specification and implementation are
ordered. The policy or idea must exist. It must then be operationally
defined. Any necessary resources must be prepared. These must then be
presented (a teaching act) so that learning acts may follow.

Curriculum planning

Policy makers are responding to ‘needs’; their own, other people’s or
those of an entire society. They determine the overall aims of the

e e ——
S

Policy decision making 3

TABLE I. STAGES, DECISION-MAKING ROLES AND
PRODUCTS IN CURRICULUM DEVELOPMENT

Developmental Decision-making | Products
stages roles
1. curriculum ; .
planning policy makers policy document
2. specification: needs analyst
ends syllabus
means methodologists

materials writers | teaching materials

3. programme

implementation . teacher-training
teacher trainers ‘
programme
4. classroom teacher teaching acts
implementation

/ .
learner learning acts

curriculum and are influenced in varying degrees by special interest
groups who are able to bring pressure to bear.

In different educational contexts, different people will play the role of
policy maker and the policy will be stated more or less formally. A
language learner who hires a tutor is the policy maker. However, the
teacher may influence the learner to modify that policy, or may subvert it

' by implementing an inappropriate curriculum, for example the one that

happens to be available, without mentioning the fact to the learner.

A commercial language school makes its own policy and sets this out in
a prospectus. Students decide whether the aims stated coincide with their
own. Policy in this case may be determined primarily by market forces.

National language policies are determined by socio-political pressures
which vary from one culture and socio-political system to another; the
primary consideration of most governments being to maintain, and if
possible extend their power, influence and acceptability.

Policy statements tend to be utopian. ‘Promises are cheap’, ‘hope
springs eternal’, and there are no limits on what is desirable. It is not the
business of language curriculum specialists to tell governments or the
public what they should want, but it is our business to state what is and
what is not attainable and the costs of implementation. (Swales in Part Il
discusses the concept of ‘opportunity cost’ in this broad ‘ecological’
rather than economic sense.) There are well-established constraints on
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what can be achieved, for example in situations where opportunities for
learning are brief and intermittent, opportunities for forgetting almost
infinite, and where there is no contact with the target language outside
the classroom (for example Strevens, 1977: 29). However, governments
and language schools which promise only what they can perform are
likely to go out of business, and language educators who criticise policies
as unrealistic sometimes find their career opportunities have not been
enhanced.

There is in fact an inherent danger of mismatch between policy and the
learning outcomes which the implemented curriculum is capable of
achieving. Rodgers, in the paper which follows this one, maintains that
decisions taken at the curriculum planning stage, and what he refers to as
‘polity factors’ generally, have a far greater impact on the success of
curriculum development than decisions relating to the implementation of
the curriculum per se.

Ends/means specification

Policy statements, however detailed, are directives not specifications.
They are not formulated to meet the requirements of curriculum develop-
ment. Ends/means specification is the process by which policy, and the
means by which it is to be implemented, are operationally defined. Ends
specification should provide an exact characterisation of the target
proficiency. Means specification should prescribe the method by which
that target proficiency will be achieved. Those who make decisions about
these specifications are referred to here as syllabus writers, and the formal
product of their decision making as a syllabus. If the specifications in the
syllabus are inadequate, the curriculum becomes potentially less coherent
(i.e. divergent decisions may be made inadvertently at subsequent stages
in the developmental process) and actually more difficult to evaluate,
since criteria would have to be inferred.

In the case of the Friday afternoon debates, to continue with that
example, these might be designed in various ways: with advance prepar-
ation or without; with the teacher or with a student as chairperson; as a
means for selecting the school debating team; to provide opportunities
for the best students to extend themselves or to facilitate maximum
participation by all students; to provide fluency practice; to promote
vocabulary expansion, for general interest or as an opportunity to spot
common errors in a ‘natural’ communicative context. Unless the ends are
specified, an evaluator would have to guess what they might be, or
impose what the evaluator thinks they ought to be. The debates them-
selves are in any case unlikely to be concluded successfully unless the
teacher and the students have some shared understanding of the ends to

be achieved and the means for achieving them.

Policy decision making S

bWhere a broader set of aims is concerned (for example Japanese as
above), specnﬁc.atlox_ls at this stage of curriculum development become
even mzi'le 'crul;:lal, since a negotiated approach or trial and error can be
successtul in the context of a particula
i t course or classtoom, but is |

: s less
hk;ly to sgcceed where learning outcomes are expected to be c,omparable
and examinable across several institutions or an education system

ENDS SPECIFICATION

Decision mflking in this area has tended to follow one of two largel
divergent lines of development. In the first, the general concorn
throughout education for accountability and cost (:ffectivcnconcltim
prompted the specification of objectives in behavioural and CS% b?s
forms. This approach, with the growing importance of E;C;I oro.
grammes, has resulted in the development in language educ;;t'. : pEO-
technology of needs analysis. Problems of definition and imple entation
associated w1Fh various aspects of this approach are discusselfj:l bmiman'oﬁ
fmd l}rlndlgy in Part II of this book. The other approach morcyc enitiy
in orientation, has extended the traditional notion of lan uage logmt}VC
as mastery pf the grammatical system to a broader gcon%:e :iaor !lln%
z:;rrr::ll:mc;gwe _co(x;:ggge)nce. MOdel building of the kind initli)ate:cril l;)y
and Swain , supported by research
one proposed by Bachman in Part V, n);ay eventugig'g{:argﬁfis;:\tl las thg
fiti?sl;y of cokr?mqnica:iive competence which could support and it;l?grem
on making in ends specification (and i i

paradigm which involves the explanati(on ofe:: i;l‘itclﬁ!;){l:);;:ntlézorét{cal
will not _be developed easily or rapidly. At this stage, our theo%‘lilétlm}
communicative competence are abstract, speculative a’nd fragme ts ;
but progress in this area has nevertheless been real. We n%)w Illary,
enough about the schemata and processes which guide ‘certain aspe ?O“E
communication to suspect that lists of target behaviours are ina{d3 quat
and possibly counter-productive either as ends specifications o equal:e
basis for programme and classroom implementation. What werdas ot
have, unforFuna.ltely, is an adequate descriptive accoun.t of the con to s
of communicative competence that could be used in place of suchslir:t:ts

MEANS SPECIFICATION

Discussions of language teaching methodology have been influenced b
first and second language acquisition theory and a growin, th)lcg );
classroom observation studies. However, no conventional v%isd(:) y o
consensus hqs yet emerged, as is demonstrated by the proliferati o 0;
methods, claims and counter-claims, since the demise of audio—lilon ol
ism. Thf, communicative revolution in language teaching has broar:iguaci
and ennch.ed the repertoire of techniques available to language t Cﬁle
and materials writers, but it does not as yet offer a princ%ple%l bziics Fcf:
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. .
selecting amongst them or for elevating a particular set of techniques into
a globally applicable method. Even if theoretical purity could be
gchieved, it would remain less important for effective curriculum
implementation than accommodation to the usually impure constraints
of a particular educational context. The eclectic approach, a combination
of experience, local knowledge, intuition and trial and error, is widely
adopted for precisely this reason. ’

MISMATCH IN ENDS/MEANS SPECIFICATION

The practical value of a theoretical paradigm in any field of activity is that
it establishes a consensus about a way to proceed and things to do. To the
extent that the paradigm is established, detailed specification becomes
less important; to the extent that it is not, the specifications themselves
provide the primary means for achieving coherence. The communicative
approach to language teaching provides many insights, but no paradigm
gnd the cpherence of curriculums at present lies not in shared assump:
tions but in operational definitions. It is necessary to demonstrate that the
ends specification matches the policy, and that means and ends are
compatible. The grammar-translation method notoriously did not
promote oral fluency, and an oral/aural approach does not develop
writing skills. A Council of Europe style ‘ends’ specification may look like
what a syl!abus ‘ought’ to look like, but this style may be inappropriate
‘for a policy _ whose aim, for example, is to promote study skills.
Procgdural display’ (behaviour which enables participants to appear to
be doing a good job when in fact they are not) is not limited to the
classroom.

Above all, there must be no mismatch involving ‘hidden’ syllabuses. In
many educa}tl_on systems the key question for students, teachers, parents,
school aci_mll}lstratOts, and even inspectors is not, ‘Are students gaining in
communicative competence?’ but, ‘Are they on course for the examin-
ation?” In such a situation the examination is the ends specification, the
Item types constitute the means speciftcation, and the official syllabus
depequ for its credibility on the extent to which the content of the
examunation is an adequate sample of that syllabus. Item types in
examinations need to be selected and constructed with this ‘washback’
effect in mind. For example, if cloze is used in testing, doing cloze
passages will occupy a considerable portion of teaching and learning
time. If oral skills are judged by reading aloud, reading aloud will be
practised, conversational fluency will not. A great deal of classroom
behaviour which appears inexplicable and even bizarre in terms of the

official policy can be readily understood once the ‘hidden’ syllabus has
been identified.

Policy decision making 7

Programme implementation

In the programme implementation stage, all those decisions are made
which cannot be deferred until teachers and learners are preparing for or
performing classroom acts. These decisions relate to the development of
teaching and learning resources, and the préparation of teachers to
ensure that the resources are used effectively; i.e. in accordance with the
means specifications and with a clear understanding of the objectives to
be achieved and the reasons for achieving them. As with earlier stages,
these decisions may be made formally or informally, explicitly or
implicitly, and the products are consequently more or less amenable to
evaluation, revision, and transfer or adaptation to other educational
contexts. :

PROGRAMME RESOURCES

Teaching and learning materials provide the corpus of the curriculum.
They normally exist as physical entities and are open to analysis,
evaluation and revision in ways that teaching and learning acts are not;
and they have a direct influence upon what happens in classrooms, which
policy documents, syllabuses and teacher-training courses do not.

If the ends/means speciﬁcat/ions constrain the materials writer too
closely, creativity tends to be stifled. If the ends/means specifications are
too loose, there is the possibility of mismatch, with the materials writer
introducing an alternative curriculum which cannot easily be detected.
My feeling is that, ideally, the materials writer should be closely
associated with the process of ends/means specification (as a member of
the syllabus committee for example) but should have considerable
freedom in actual implementation; for example the materials writer need

"not be required to implement the ends/means specifications in a par-
ticular way, but must show, formally, that the specifications have been
met. In practice, this idea is rarely achieved. Government curriculum
units may be too rigidly constrained, commercial writers too little. The
latter are usually excluded from syllabus committees on principle (to
avoid charges of favouring particular publishers) and may have little
understanding of the particular educational context they are writing for,
particularly if they have an international rather than a specific market in
mind. Commercially produced materials are generally piloted in schools
prior to general release, at least by the more reputable publishers, and
materials are often significantly modified as a result. However, this
exercise is generally aimed at adjusting the product to the potential
market rather than at evaluating the product itself. Financial and
practical considerations ensure that the publisher must accommodate to
the market and not the market to the publisher, who is rarely in a position
to mount extensive teacher-training programmes. Many excellent lan-
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teaching programmes have failed, their promoters fglllm%vx:rt: tt(l;(e)
guaﬁc of receivers or multinationals, because the materials
h?ﬂ Stoo complex, or too expensive for l‘oc'al taste. o o situ.
’ l’CI'Ill;ese: “facts of life’ notwithstanding, it is e}?croeulrla;lg;:rgials note sifu-

i n years, whe |

ztionls’plé?irtg\:})ﬁg OZ\(;:ritclzl:hI::t ptfojeycts i,nvolving matexé)eﬂsa \:;:Slr:;
oblis inistri i other consumers.
publiShefS,Pmlﬂ:(S;Zl:tSS Olfaiiu;?:z)oz(:;gtimcs achieved a high level (olf
scaﬁgd&:t'i(;npcgllaborative ventures of this k;nd goa lolngm wlasI); :’c})‘v:;rnts
one ; i ment of a curriculu ‘ .
g thatlthheoll)lll?in:};;%;rn;?rgjetrgil;)e% against commerqial publlshers,;
Ao e hs t large-scale materials development projects condu;(:tef
Sh'ould g frt have rarely produced effective resplts. Lack (i
s thflrksucl))fp resources, the impossibility of effecnv_e matenﬁ‘s
g by co ittee and m:;ny other factors seem to cc_mtrnbute to 1t is
failure. o IC(ZiI'nm the low status of those involved in curriculum develop-

B ithin lr'lgi tries of education. Talented individuals tenc'i C.lthelito

move v'mh'mlzmr::(fmmercial field or to be promoted to admxmstratgvc;

mo‘i,:i;rr:::n;i:h have little effect on teaching and learréui)g ;)ttgc;)(z;szern:n

Y tatus, better pay and be -~

which nevertheless carry more s ,

e p}’OSI;lCCtS' st highly developed materials project§, commer_cxal. or

fv:izi;g tth(::r;)incipﬁas governing the selection, g‘i?qlng’dogii?;i?;fﬁ
ond ntati stated in explicit an :

o presergﬁfl a ofxcexc)ln;irclf)suirte ;?rtelllz Srtelationshig between the pohq;

which 2 by ';fglemented and the constraints affecting the manner d(:

thh e natior iE even more rare. Teachers’ guides qffer advice at ‘ lcl

lmplemﬁ‘ntatlo(filure’ stating often in considerable detail what to do wx;
l;veir(x):tegir:lze but r;ot why the materials exist in the form that they do
? .

EF? C. Johnson, 1973, was a no.table exceptxon).d loped by individusl
In smaller institutions, and in programmes de ;i e
chers, materials are often fragmentary, and poorly ; hgl'ttle ! {for

caample ordered piles of stencils in a cupboa'rd) with ki ;

ngmplc - ;1 nhow the materials should be used. This does not me?ln t gt

o r(x)le is incoherent as taught, though it may be, only that t fe;

e R b exi ts primarily within the minds of its creators. Whenfst;

O CXlSthé) teaching materials, the only tangible evxdgnce odtl at

. m ke little sense to the newcomers. It is oﬁ?n easier an e;s

i mathrow out what exists and begin again from scrgt; .

e tg staffing continuity is relatively as.sured, the need for

Pl wher:urriculum and for rigorous evaluation of course matet-

ffOtmahSllll)g t :estionable in such institutions. A less formal, ‘in-service

i mayh < gkely to be more practicable and more p_rodl.lctlv_c.l desion

apff)(z:c inl SPart 111, discusses organising principles in materials desig
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which seem most readil

y generalisable across educational contexts,
Other decisions, such as

what is relevant, interesting and appropriate can
thin the context of a particular teaching and

€ too, the role of the materials writer is of critical
importance. Littlejohn and Windeatt explore ways in which the materials

writer can generate mismatch, not only within the curriculum, but
between the curriculum and the broader aims of education and society.

TEACHER TRAINING

If the materials writer provides the body of the curriculum, teacher
training should provide the spirit. In a coherent curriculum, teacher
training would clarify policy aims as expressed in the syllabus, would
show how ends and means relate, how they are embodied in the teaching
programme and how particular classroom procedures complement the
programme materials and optimise learning opportunities. The teacher
trainer forms the bridge between the syllabus. committee and the class-
room, and is ideally placed to facilitate formative evaluation, to aid
syllabus revision and to engage in ongoing curriculum development in
collaboration with materials writers.

The reality is often the opposite of the ideal. At one extreme, the
theoretical, teacher trainers tefd to be specialists in applied linguistics
in general, and methodology in particular. Their knowledge of the
curriculum they supposedly serve is often limited, their attitude
towards it may be dismissive and their efforts directed towards revo-
lutionising rather than implementing it. They are critical of programme
materials but have little contact with materials writers, and may urge
teachers to create their own resources, They often have little sympathy
with official policy and would like it changed, usually in a direction

‘better suited to their favourite ‘Method’, Meanwhile they espouse the
cause of that method anyway, and when it conflicts, as it inevitably

does, with the official examination, teachers are urged to ignore the

examination. However justified their criticisms, these teacher trainers

gain little credibility and have little influence, least of all with teachers.

The problem is that they do not play the role which is pre-eminently

theirs, that of promoting coherent implementation and development
within the curriculum.

There are very different problems at the more practical end of the
teacher-training continuum. These specialists are master craftsmen and
they have a great deal of credibility with teachers. They see their task as
one of handing down tried and tested techniques for implementing a
particular programme in the classroom, and they rarely consider or ask
teachers to consider the programme as an integrated whole. Their

approach often makes the best of a bad programme, but it does not make
the bad programme better.



