CURRIGULUM
DEVELOPMENT
IN LANGUAGE

TEAGHING

SEGOND EDITION
Jack C. Richards




Published online by Cambridge University Press

CURRIGULUM
DEVELOPMENT
IN LANGUAGE
TEAGHING

SEGOND EDITION
Jack C. Richards




CAMBRIDGE
UNIVERSITY PRESS

University Printing House, Cambridge CB2 8BS, United Kingdom

One Liberty Plaza, 20th Floor, New York, NY 10006, USA

477 Williamstown Road, Port Melbourne, VIC 3207, Australia

314-321, 3rd Floor, Plot 3, Splendor Forum, Jasola District Centre, New Delhi - 110025, India
79 Anson Road, #06-04/06, Singapore 079906

Cambridge University Press is part of the University of Cambridge.

It furthers the University’s mission by disseminating knowledge in the pursuit of
education, learning and research at the highest international levels of excellence.

www.cambridge.org
Information on this title: www.cambridge.org/9781316625545

© Cambridge University Press 2017

This publication is in copyright. Subject to statutory exception
and to the provisions of relevant collective licensing agreements,
no reproduction of any part may take place without the written
permission of Cambridge University Press.

First published 2001
Second edition 2017

20191817 16 1514 1312111098 7 6 5
A catalogue record for this publication is available from the British Library

ISBN 978-1-316-62554-5 Paperback

ISBN 978-1-316-62556-9 Apple ibook

ISBN 978-1-316-62555-2 Google ebook
ISBN 978-1-316-62557-6 Kindle ebook
ISBN 978-1-316-62558-3 ebooks.com ebook

Cambridge University Press has no responsibility for the persistence or
accuracy of URLs for external or third-party internet websites referred to in
this publication, and does not guarantee that any content on such websites is,
or will remain, accurate or appropriate.

Published online by Cambridge University Press



CONTENTS

Thanks and acknowledgments \'
Introduction 1
1 The nature of curriculum 3
Introduction 3
1.1 Internal and external influences on curriculum 3
1.2 The nature of curriculum 6
1.3 Curriculum and the teacher 11
1.4 Curriculum as product and process 13
Conclusions 18
Discussion questions 19
Appendix 1 Extract from a state curriculum (Hong Kong Government 2004, 4-6) 20
Appendix 2 The Austrian education system 21
Appendix 3 Extract from an institutional curriculum (Lone Star College System 2013-2014, 6-7) 23
Appendix 4 Extract from a general curriculum (Council of Europe 2001) 25
Appendix 5 Extract from a teacher’s curriculum 25
Case study 1 Developing a course in creative non-fiction Dino Mahoney 27
Case study 2 An institutional curriculum for a pre-service English teacher-education program
Christian Rudianto 29
2 Syllabus design: a brief history 35
Introduction 35
2.1 The nature of syllabus design 35
2.2 Selection and gradation 37
2. 3 Vocabulary selection 37
2.4 Grammar selection 40
Conclusions 44
Discussion questions 45

Published online by Cambridge University Press



Appendix 1 The most frequent content words in the British National Corpus

(from Kennedy 1998) 46
Appendix 2 Headwords of the Academic Word List (Coxhead 2011) 47
Appendix 3 Part of an early English grammatical syllabus (from Hornby 1959) 52
Case study 3 A course in English for baristas Kyle Smith 53
3 New directions in syllabus and curriculum design 56
Introduction 56
3.1 The quest for new methods 57
3.2 Changing needs for foreign languages in Europe 57
3.3 Communicative Language Teaching 59
3.4 The search for new syllabus models 59
3.5 English for Specific Purposes 61
3.6 Needs analysis in ESP 63
3.7 Emergence of a curriculum approach in language teaching 65
Conclusions 68
Discussion questions 69
Appendix 1 Threshold level syllabus (from Van Ek and Trim 1998) 70
Case study 4 An ESP course for international students Sasha Wajnryb 74
Case study 5 Language learning and technology Christoph A. Hafner 76
4 Needs analysis 79
Introduction 79
4.1 The nature of needs 80
4.2 Course design for learners who may have no specific need 81
4.3 Larger-scale needs analysis 82
4.4 The goals of needs analysis 83
4.5 The users of needs analysis 85
4.6 The target population 85
4.7 Procedures for conducting large-scale needs analysis 86
4.8 Making use of the information obtained 90
4.9 Applying the findings of needs analysis 91
Conclusions 92
Discussion questions 92

iV

Published online by Cambridge University Press



Appendix 1 Questionnaire to determine learners’ subjective needs 93

Appendix 2 Needs analysis questionnaire for non-English-background students

(from Gravatt, Richards, and Lewis 1997) 94
Appendix 3 Needs assessment questionnaire for use in designing a course for adults

at beginner level (from TAS 2011, Appendix K, pp. 81-82) 100
Case study 6 Planning a course in technical communication Lindsay Miller 104
Case study 7 Developing a foundation course for college students Rob Haines 107
5 Context and the curriculum 110
Introduction 110
5.1 The sociocultural environment 111
5.2 The learners 114
5.3 The teachers 117
5.4 The institution 119
5.5 Means of delivery 122
5.6 Adoption factors 124
5.7 Profiling the factors identified in the situation analysis 126
Conclusions 127
Discussion questions 127
Appendix 1 Situation analysis profile 128

Appendix 2 Matrix for identifying factors in curriculum renewal process (from Rodgers 1984) 129

Case study 8 Effective classroom management for in-service teachers Husai Ching 131
Case study 9 A blended undergraduate course in Ecuador José Lema 135
6 Curriculum aims and outcomes 140
Introduction 140
6.1 Goal setting in backward design 141
6.2 Aims, objectives, learning outcomes, competencies 141
6.3 Standards 149
6.4 Process outcomes 152
Conclusions 155
Discussion questions 155
Case study 10 Developing a course on discussion skills Michael Griffin 156

Vv

Published online by Cambridge University Press



7 Course planning (1) 160

Introduction 160
7.1 Determining the level of the course 161
7.2 Choosing a syllabus framework 164
7.3 Content-based syllabus and CLIL 165
7.4 Competency-based syllabuses 169
7.5 Task-based syllabus 173
7.6 Text-based syllabus 176
Conclusions 179
Discussion questions 180
Appendix 1 The ACTFL Proficiency Guidelines 2012 — For Speaking 181
Appendix 2 Description of performance levels; writing (adapted by Paltridge from the

IELTS test [Paltridge 1992]) 186
Appendix 3 Some common text types 188
Appendix 4 Designing a course from texts (from Burns and Joyce 1997) 189
Case study 11 Developing a content-based course Lindsay Miller 191
Case study 12 A CLIL course: The Thinking Lab Science Rosa Bergada 195
Case study 13 A pre-university course for international students in Australia Phil Chappell 198
8 Course planning (2) 201
Introduction 201
8.1 Skill-based syllabus 201
8.2 Functional syllabus 203
8.3 Grammatical syllabus 206
8.4 Vocabulary syllabus 208
8.5 Situational syllabus 210
8.6 Determining the scope and sequence 212
8.7 Developing instructional segments 213
Conclusions 213
Discussion questions 215

Appendix 1 Skills syllabus for listening and speaking From Malaysian Secondary
School Syllabus form IV (1989) 216

Appendix 2 Curriculum for a listening class - Curriculum design: Low-Intermediate
Adult ESL Listening Class by Rebecca Nicholson 218

Vi

Published online by Cambridge University Press



Appendix 3 Grammar items and their sequence in a first-year English course (from Richards

and Bohlke 2012) 219
Case study 14 A course for first-year university students Phil Wade 221
Case study 15 A general English course for international students Frank S. Rogers 224
9 Curriculum as process 227
Introduction 227
9.1 An alternative understanding of curriculum 227
9.2 What teachers bring to teaching 229
9.3 How teachers think about lesson purposes 230
9.4 What happens during lessons 232
Conclusions 238
Discussion questions 239
Appendix 1 Example of exploratory practice (EP) (Edwards 2005) 239
Case study 16 Thinking through English Alan S. Mackenzie 241
10 Textbooks, technology, and the curriculum 244
Introduction 244
10.1 Textbooks as teaching resource 245
10.2 Criticism of textbooks 246
10.3 Authentic versus created materials 248
10.4 Evaluating textbooks 249
10.5 Adapting materials 251
10.6 Monitoring the use of materials 251
10.7 Technology as a teaching and learning resource 252
10.8 Support provided by technology 254
10.9 Examples of the use of technology in teaching the four skills 258
10.10 Determining the role of technology in the curriculum 261
Conclusions 262
Discussion questions 263
Appendix 1 ESL reading textbook evaluation checklist (from Miekley 2005) 264
Appendix 2 Evaluating technology 266

Case study 17 Using textbooks in a large-scale language program Eric Anthony Tejeda Evans 267

Case study 18 Using the resources of technology in a college English program Hiroyuki Obari 270

Vii

Published online by Cambridge University Press



11 Approaches to evaluation 277

Introduction 277
11.1 The focus of evaluation 278
11.2 Audience for evaluation 279
11.3 Quantitative and qualitative approaches 281
11.4 Product-focused evaluation 282
11.5 Formative and summative evaluation 283
11.6 The importance of documentation 286
11.7 Evaluating the evaluation 286
11.8 Procedures used in conducting evaluations 287
11.9 Process-focused evaluation: descriptive and reflective evaluation 291
11.10 Implementing reflective evaluation 294
Conclusions 297
Discussion questions 297
Appendix 1 Best practice in English language teaching 298
Case study 19 Evaluating an in-service program for English language teachers

Geoffrey Crewes 301
Case study 20 Evaluating the content of an EAP program Jonathan Newton 303
Case study 21 Evaluating an English course for tertiary-level learners David Crabbe 305
References 308
Index 321

Viii

Published online by Cambridge University Press



INTRODUCTION

Curriculum in language teaching refers to the design and implementation of language courses as well
as to the nature of the teaching and learning that occurs as curricula are implemented. All language
teachers are involved in curriculum, although the nature of their engagement depends on their
teaching context. Sometimes teachers teach to a prescribed curriculum framework established by
their ministry of education or school, and they may have little leeway in terms of how they interpret
and apply the curriculum. In other contexts, teachers may be more actively involved in curriculum
development for their own classes and institutions. In both situations, however, teachers are generally
required to make decisions about their learners’ needs and how best to organize and teach a course
in order to achieve successful learning outcomes. They have to make decisions about methods of
teaching and assessment as well as prepare and select learning resources, including both textbooks
and digital resources. Language teaching thus encompasses a great deal more than simply teaching
language. An understanding of the principles, practices, and procedures involved in the different
stages of curriculum development and implementation is therefore an important aspect of the
knowledge base of language teachers. Curriculum development is an essentially practical activity,
since it seeks to improve the quality of language teaching through the use of procedures that can be
used in the planning, design, development, and implementation of curriculum innovations. Curriculum
is also concerned with the processes that occur when teachers and learners engage with learning in
the classroom. This book provides examples of how some of these issues have been addressed by
practitioners in different parts of the world.

When we review the history of language teaching, one is struck by the fact that the nature of
language teaching has often been viewed from a very narrow perspective. This is evident from the
fascination with teaching methods that has characterized development in language teaching over
the last 100 years. Methods have often been regarded as the most important factor in determining
the success of a language program, and advances in language teaching have sometimes been seen
as being dependent on the adoption of the latest method or approach, whether this be text-based
teaching, task-based teaching, or CLIL (Content and Language Integrated Learning). A perspective
often missing from the method-based view of teaching is that of how methods interact with other
factors in the teaching-learning process. What is the context for the introduction of new methods or
a new curriculum? Language teaching occurs in very different kinds of situations, and these impact
language programs in different ways. Who are the learners and the teachers? Young learners have
very different needs from adults, and teachers, too, differ greatly in terms of knowledge, skills, and
beliefs. What expectations do they have for the program? What learning and teaching styles do they
bring to the program? And learners study second languages for different kinds of purposes: for some
it may be a luxury, while for others it may be a necessity. What goals does the program have, and
how are these goals expressed? In what settings will teaching take place? Out-of-class learning may
be more important for some learners than classroom-based learning. The organizational structure in
place to support and maintain good teaching varies considerably from one school to another as do
the resources that are available to support teaching and learning. What is the role of textbooks and
other resources such as technology? And what measures will be used to determine the success of
the program?
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Choice of teaching approach or method cannot therefore be made unless a great deal is known about
the context for the language program and the interactions between the different elements involved. It
is this perspective that characterizes a curriculum-based approach to language teaching.

This book seeks to describe and examine the processes of curriculum development and
implementation in language teaching in order to acquaint language teachers and teachers-in-training
with the fundamental issues and practices involved in language curriculum. It provides examples
of these issues and procedures and highlights those that can have a significant impact on the
effectiveness of an innovation in curriculum. The book offers two perspectives on curriculum. The
first reflects the traditional approach that considers an effective curriculum as one resulting from the
systematic procedures of needs analysis, planning goals and outcomes, syllabus design, course
planning, selection of teaching methods and materials, and evaluation. This is referred to as a
product-focused curriculum perspective. The second perspective presented in this book considers
curriculum from the standpoint of classroom processes. While this is a less prominent approach
to understanding the nature of curriculum, it complements the product-focused perspective by
describing how curriculum arises from the processes of teaching and learning that teachers create
in the classroom.

Changes in the second edition

A number of changes have been made in preparing the second edition of the book. New chapters have
been written and new material included in a number of chapters to address the process perspective
referred to above. Chapters 1 and 9 are new to this edition. Some material from the first edition that is
now less relevant has been removed. Moreover, all chapters have been revised and updated to reflect
contemporary issues in curriculum development. An important addition to this edition is the inclusion
of case studies from practitioners at the end of each chapter. These enable readers to see how the
issues discussed throughout the book are addressed by practitioners. Reflective questions are also
included within chapters to help clarify or exemplify topics that are discussed, and new discussion
questions have been added at the end of each chapter.

Like the first edition of Curriculum Development in Language Teaching, this book examines key stages
and procedures in curriculum development, including needs analysis, syllabus design, planning goals
and outcomes, course planning, materials development, and evaluation. It also seeks to provide an
“insider” understanding of curriculum through exploring the processes teachers draw on in engaging
with the curriculum. The book is intended for use in in-service courses and workshops and as a
sourcebook for teachers, program administrators, and other language-teaching professionals. | hope
that this revised edition will continue to provide teachers and teachers-in-training with a useful guide
to the issues and practices involved in developing second language programs.

2
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THE NATURE OF CURRICULUM

CHAPTER OVERVIEW

This chapter examines the following aspects of approaches to curriculum:

¢ Internal and external influences e Curriculum and the teacher
on curriculum — The teacher’s curriculum or
e The nature of curriculum course outline
— A national or state curriculum — The enacted curriculum
— An institutional curriculum - The emergent curriculum
— A general curriculum e Curriculum as product and process

Case study 1 Developing a course in creative non-fiction Dino Mahoney

Case study 2 An institutional curriculum for a pre-service English teacher-education program
Christian Rudianto

Introduction

The nature of the world and the role of English within it have changed substantially in recent years as a
consequence of globalization and the spread of English as an international language. Since the 1980s
and the advent of the World Wide Web, English has become not only the language of international
communication, commerce, trade, travel, media, and pop culture but also a medium of instruction for
some or all subjects in schools, colleges, and universities. The role of English as the world’s de facto
second language means that effective programs for the teaching of English are increasingly seen
as essential to national development in many countries. Mastery of English by at least a significant
segment of the population is also increasingly viewed as the key to progress in education, business,
industry, trade and commerce, and to membership of the international community. The growing
demand for proficiency in English in different spheres of life has brought with it the demand by national
educational authorities for new language-teaching policies, for the development of standards for
English teaching and teacher preparation, for new approaches to curriculum design, teaching, and
assessment, and for greater central control over teaching and teacher education. This book seeks to
examine the nature and role of the language curriculum as a response to these issues. It addresses
curriculum both as a framework developed to guide and monitor teaching and as it is created and
enacted by the teacher through the processes of teaching and learning within the classroom.

1.1 Internal and external influences on curriculum

If we consider the response of the language-teaching profession to the challenges faced by
curriculum planners, we find two sources of influence and direction. The first comes from within the
language-teaching profession itself (or from “applied linguistics” as it is sometimes known), and the
other from the world beyond academia and applied linguistics. Let us consider these two parallel
sources of influence — internal and external — on curriculum approaches and practices.
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4 ¢ GCurriculum Development in Language Teaching

Internal influences on curriculum change

Many innovations in language teaching arise from within the field of language teaching. As with any
field of education, new theories emerge from research as ideas change about the nature of second
language learning or as earlier understandings are revised or modified. The history of language
teaching in the last 100 years has been characterized by strongly differing understandings of both
the nature of language itself and how a second language is learned (Richards and Rodgers 2014).
Scholars, pedagogues, and applied linguists have generated a body of assumptions and principles
that serve as one source for reviewing approaches to language curriculum design and implementation.

These assumptions and principles are reflected in the different proposals for a language syllabus
that we discuss in Chapters 7 and 8. For example, Ellis (2011) proposed ten principles derived from
second language research as a basis for instructed language acquisition:

1. Instruction needs to ensure that learners develop both a rich repertoire of formulaic expressions
and a rule-based competence.
Instruction needs to ensure that learners focus predominantly on meaning.
Instruction needs to ensure that learners also focus on form.

Instruction needs to be predominantly directed at developing implicit knowledge of the second
language while not neglecting explicit knowledge.

Instruction needs to take into account the learner’s built-in syllabus.
Successful instructed language learning requires extensive second language input.
Successful instructed language learning also requires opportunities for output.

© N o O

The opportunity to interact in the second language is central to developing second language
proficiency.
9. Instruction needs to take account of individual differences in learners.

10. In assessing learners’ second language proficiency, it is important to examine free as well as
controlled production.

(For an alternative but different set of “psycholinguistically based” ten principles, see Doughty and
Long 2003.)

Choose any two of the principles above. What are their implications for classroom language
teaching?

~®—

Current approaches to methodology reflect many of these principles. Thus, classroom activities
typically have some of the following characteristics:

e They seek to develop students’ communicative competence through linking grammatical
development to the ability to communicate. Hence, grammar is not taught in isolation but
often arises out of a communicative task, thus creating a need for specific items of grammar.
Students might carry out a task and then reflect on some of the linguistic characteristics of their
performance.

e They create the need for communication, interaction, and negotiation of meaning through the
use of activities such as problem solving, information sharing, and role play as well as through
opportunities provided by technology and the Internet.

® They provide opportunities for both inductive and deductive learning of grammar.
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1 The nature of curriculum e« 5

e They make use of content that connects to students’ lives and interests.
e They allow students to personalize learning by applying what they have learned to their own lives.

e They make use of authentic texts from both print sources and the Internet to create interest and
to provide valid examples of language use.

To what extent do you make use of authentic texts as learning resources for your students’?j

®

External influences on curriculum change

The other source of influence on curriculum design is more pragmatic and reflects the demand from
governments, educational authorities, employers, and learners for language-teaching programs that
deliver the practical outcomes that stakeholders are seeking. Proficiency in English is not a luxury
but a necessity in many countries, and growing demand for competency in English puts pressure
on those responsible for designing more effective language-teaching programs (Goodwyn, Reid, and
Durrant 2014). In many countries English is viewed as being important to economic development.
Countries with few proficient English language speakers are reported also to have lower levels of
trade, innovation, and income. A report in 2012 ranked 54 countries where English is not a first
language and argued that English is key to innovation and competitiveness. The five top-ranked
countries were Sweden, Denmark, the Netherlands, Finland, and Norway, while the bottom-ranked
were Colombia, Panama, Saudi Arabia, Thailand, and Libya. The report also suggested that Italy,
Spain, and Portugal were held back as a result of low levels of English language proficiency among
the workforce (New York Times, October 28, 2012).

Large business organizations are increasingly multinational in their operations, and English is
increasingly the most frequent language used for both written and spoken communication within such
organizations. Many of the world’s English-language learners require knowledge of English in order to
enter the workforce in their countries and to advance professionally. Moreover, in many parts of the
world where English has traditionally had the status of a school subject, it is now becoming a medium
of instruction, particularly at university level. The motivation for teaching subjects through English
is partly to improve the English language skills of graduates (as with universities in Turkey, where
many courses are taught in English). However, this trend also reflects the growing need for European
universities to offer programs in English to attract an international body of students and raise their
international profiles — an aspect of the internationalization of English through higher education.

( Do universities in your country seek to attract international students? If so, where do many of
\-( these students come from?

These pressures engender a number of demands that need to be addressed when designing
language curricula and courses (Education and Training Foundation 2015). Among the requirements
of curriculum development are the following:

e Qutcomes that can be delivered efficiently and in the minimum amount of time.

e | anguage that can be used to access content and information.

e Potential for delivery to large numbers of learners, both face-to-face and distant.

e Material that can be delivered in self-access mode.

e Opportunities for using technology and the Internet.
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6 e Curriculum Development in Language Teaching

e Opportunities for context and situation-specific learning.
e Enabling learners to self-manage their own learning.

e Focus on domain-specific language use.

e Promotion of skills needed to access authentic materials.
e Promotion of problem-solving and critical thinking skills.
e (Qutcomes that are performance based.

e Assessment linked to task performance.

The challenge for the language-teaching profession, therefore, is to develop language programs that
respond to the practical demands for proficiency in English but are also informed by current research,
theory, and best practice. In comparing Ellis’s list with the one above, we could say that researchers
focus on means, while administrators and planners are more interested in ends or outcomes.
Teachers, of course, are interested in both means and ends.

“Researchers focus on means, while administrators and planners are more interested in ends
or outcomes.” Is this true in your experience?

@~

In order to respond to the demand for programs that deliver practical outcomes and are both
evidence-based and research-based, educational planners in ministries of education, schools, tertiary
institutions, and vocational training institutions as well as providers in the private sector are regularly
engaged in reviewing their approaches to language teaching. This involves ongoing evaluation
of current language-teaching policies, curriculum guidelines and syllabuses, teaching methods,
textbooks, and tests. The nature and role of the curriculum is central to this process. In this chapter
we will review the different ways in which curriculum is understood in language teaching and the
different ways in which curricula are developed.

1.2 The nature of curriculum

Curriculum is understood in different ways and takes many different forms, including as the teacher’s
plans for his or her own course as well as a document developed within a ministry of education
to guide language teaching at a national level. The latter is perhaps the most familiar type of
curriculum, and these are designed to guide, monitor, and evaluate the effectiveness of teaching.
They have an important planning and managing function. Here we refer to a curriculum as a set
of statements, documents, and resources, typically developed by teams of experts in a ministry of
education, university, publisher’s office, or school that represent a plan for the achievement of specific
educational goals, which may be at the national, regional, school, or institutional level. Curriculum in
this sense refers to a product, and the development of this type of curriculum can be described as
a “top-down” expert-driven process. The curriculum can be seen to reflect the best interpretation of
the current state of knowledge concerning what a second language is and how it can be taught, as
well as an understanding of how best to organize a language-teaching program. It may be regarded
as a technical or semi-scientific framework for teaching and learning that has been validated through
current theory, research, and expert knowledge (see, e.g., Long 2015).
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Curriculum and syllabus

The terms curriculum and syllabus are used differently in different parts of the world. In North
America curriculum is sometimes used to refer to (a) the total program of courses offered in a
school and the knowledge and skills students are expected to acquire in a program of study,
as well as (b) the specific goals, content, lessons, and materials used to organize and teach a
particular course. The latter is known as the teacher’s curriculum, although the term syllabus
is often used with this meaning in the UK, Australia, and some other countries to refer to a
description of the content of a course and the sequencing of content within it.

Curriculum also refers to the field of educational theory, research, and development that focuses
on the nature and development of curriculum.

Curriculum development includes the processes that are used to determine the needs of a group
of learners, to develop aims or objectives for a program to address those needs, to determine
an appropriate syllabus, course structure, teaching methods, and materials, and to carry out an
evaluation of the language program that results from these processes.

For other terms related to curriculum, see the Glossary of Education Reform (http://edglossary.
org/glossary/c/).

What kinds of curricula are you familiar with in your teaching context? How do you make use
of them?

~®~

This expert-driven view of curriculum has been dominant in the field of language teaching for many
years, and throughout this book we will examine how this has led to a focus on such things as
syllabus design, needs analysis, competencies, objectives, and standards as planning tools and
approaches that are seen as essential to good curriculum design. Examples of curricula of this kind
are detailed below.

A national or state curriculum

A national or state curriculum is typically formulated in a public document that describes the goals
of the educational system in a particular country or state, generally covering education from K
through 12 (kindergarten to year 12) but not including tertiary-level education. It normally includes the
following elements:

e An account of the underlying philosophy of the curriculum (e.g., the beliefs or principles on
which it is based).

e Details of the different subjects that will be taught, such as English, science, and mathematics.

e A syllabus for each subject.

e Details of what levels of attainment are expected for each subject.

e The teaching methods that are recommended in teaching the curriculum.

e |nformation on how learning will be assessed.
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8 ¢ Curriculum Development in Language Teaching

A national or state curriculum describes the goals of learning for all students and generally includes
both content to be taught and performance standards. For example, the National Curriculum in
England states the following aims:

The national curriculum provides pupils with an introduction to the essential knowledge
that they need to be educated citizens. It introduces pupils to the best that has

been thought and said; and helps engender an appreciation of human creativity and
achievement.

The national curriculum is just one element in the education of every child. There is time
and space in the school day and in each week, term and year to range beyond the national
curriculum specifications. The national curriculum provides an outline of core knowledge
around which teachers can develop exciting and stimulating lessons to promote the
development of pupils’ knowledge, understanding and skills as part of the wider school
curriculum.

(Department of Education 2013, 6)

National or state curricula such as these are often very comprehensive. See, for example, the
English Language Curriculum Guide (Primary 1-6) produced by the Curriculum Development
Institute of the Hong Kong Department of Education, which contains 359 pages of information
(http://bit.ly/1vMjvON) (see Appendix 1), or the Massachusetts Adult Basic Education Curriculum
Framework for English for Speakers of Other Languages (ESOL) produced by the Massachusetts
Department of Education Adult and Community Learning Services (http://bit.ly/1tCg2Ic). Many
countries have a single curriculum that provides the basis for teaching across the whole nation
(e.g., Singapore, the United Kingdom). In some countries there is no national curriculum, and each
state develops its own (e.g., Australia, the United States). National and state curriculum documents
are usually developed by specialists in the curriculum department in a ministry of education or a
state planning agency. Such curricula typically undergo periodic revision and renewal based on
changes in goals, educational philosophies, educational trends and developments, as well as
on their effectiveness in bringing about desired learning outcomes. (See Appendixes 1 and 2 for
examples of a state curriculum.)

Is there an official curriculum for the teaching of English in your country? How is it made
available to potential users?

~®—
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Curriculum philosophies

Language curriculum generally reflects a particular philosophy or set of beliefs concerning the
nature and value of language learning which serves as justification for a particular approach to
language teaching. Among those that have been used in the last 100 years are:

Academic rationalism: This stresses the intrinsic value of the subject matter and its role in
developing the learner’s intellect, humanistic values, and rationality. The content matter of
different subjects is viewed as the basis for a curriculum, and mastery of content is an end in
itself rather than a means to solving social problems or providing efficient means to achieve the
goals of policymakers. It has been used to justify the teaching of ancient languages such as Latin
or classical Greek.

Social and economic efficiency: This emphasizes the practical needs of learners and society
and the role of an educational program in producing learners who are economically productive.
Social, economic, and other needs of society can be identified and planned for by rational
analysis and planning. Curriculum development is viewed as an applied science whose goal is
to prepare learners to be productive members of society. In language teaching, this philosophy
leads to an emphasis on practical and functional skills in a foreign or second language.

Constructivism: This emphasizes that learning involves active construction and testing of one’s
own representation of the world and accommodation of it to one’s personal conceptual framework.
All learning is seen to involve reorganization of one’s previous understanding and representation
of knowledge. The American educator John Dewey (1859-1952), one of the founders of this
philosophy, emphasized that all intellectual growth involves some reconstruction.

Progressivism: This views education as providing opportunities for growth and development
through experience and through the child’s natural psychological, physical, and social
development. It is a learner-centered approach that emphasizes learning through practical
activities, through creative self-expression, and a focus on learner differences, learner strategies,
and learner self-direction and autonomy. The ltalian educator Maria Montessori (1870-1952) was
a prominent advocate of this approach.

Social reconstructionism: This perspective emphasizes the roles schools and learners can and
should play in addressing social injustices and inequality. Schools must engage teachers and
students in an examination of important social and personal problems and seek ways to address
them. Representatives of this viewpoint are associated with the movement known as critical
theory and critical pedagogy. The Brazilian educator Paolo Friere (1921-1997) was a prominent
advocate of this philosophy.

Cultural pluralism: This philosophy argues that schools should prepare students to participate in
several different cultures and not merely the culture of the dominant social and economic group.
The viewpoints of different cultural groups should be developed within the curriculum. Cultural
pluralism seeks to redress racism, to raise the self-esteem of minority groups, and to help
children appreciate the viewpoints of other cultures and religions.

See Clark (1987). See also White’s discussion of Clark’s account of curriculum philosophies in
The ELT Curriculum (1988).
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10 ¢ Curriculum Development in Language Teaching

An institutional curriculum

The range of courses that universities, schools, colleges, and other educational institutions offer is
also referred to as a curriculum. It will reflect the needs of students in the institution at any given
time, since students’ needs often change and changes in the curriculum may also be required to
reflect changes in the student population. It may provide information that helps attract students to
the institution and accountability to parents and other stakeholders with an interest in the institution’s
performance; it can also serve as a basis for the selection of textbooks and the development of
classroom materials, tests, and other forms of assessment. The curriculum may describe in detail
the language content and skills expected to be covered in each course. These may form the basis of
syllabuses for individual courses. An institutional curriculum is often developed by a team of teachers
with relevant experience and expertise and will often be based on a needs analysis of the different
students’ groups or clients that the institution serves. An example of an institutional curriculum is
given in Appendix 3, and an account of how an institutional curriculum was developed is given in
Case study 2.

N

£ Who produces the curriculum guidelines in your institution? How are they developed? ]

A general curriculum

Some curricula are developed by national or international educational bodies, by vocational or
technical training bodies, or by organizations such as the Council of Europe or the United Nations
(http://bit.ly/1pptxh4) and are available to be used by anyone for whom they are relevant. An example
of a curriculum of this kind was the Council of Europe’s Threshold Level. It was one of a series of
communicative syllabuses for the teaching of general English at the elementary, intermediate, and
upper-intermediate levels that have been widely used as the basis for the development of courses
and textbooks. Another example is the commonly cited Common European Framework of Reference
(CEFR). While the latter is not a fully developed curriculum, it is often used worldwide as a reference
in developing courses for particular groups of learners (http://bit.ly/1iNVAIB). It can be understood as
a response to the external pressures for curriculum change noted above. (See Appendix 4 for part of
the rationale for the CEFR.) Its impact on language curriculum development in Europe is summarized
in a 2007 report:

In general, the CEFR seems to have a major impact on language education. It is used - often
as the exclusive neutral reference - in all educational sectors. Its value as a reference tool to
coordinate the objectives of education at all levels is widely appreciated ... In some countries
the CEFR has helped to develop both strategic language policy documents and practical teach-
ing materials. In others, it is becoming the most reliable reference for curriculum planning.

(Martyniuk and Noijons 2007, 7, cited in Byram and Parmenter 2012, 1)

General curricula or curricular frameworks of this kind are often promoted as examples of expert-
derived curricula based on research and needs analysis (depending on the target learners) and
include social-survival or occupationally related curricula (e.g., for engineers, new arrivals, nurses,
factory workers, restaurant employees, telephone operators) as well as curricula for more general
purposes, as is the case with the CEFR.
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A general competency-based curriculum for adult leaners

CASAS [Comprehensive Adult Student Assessment Systems] is a US-based nonprofit organization
that focuses on assessment and curriculum development of basic skills for youth and adults.
CASAS is used by federal and state government agencies, business and industry, community
colleges, education and training providers, correctional facilities, and technical programs.

An important and essential component of the CASAS system is the Competency List. All
assessment is linked to these competencies. The list of more than 300 competencies for
adult and secondary level learners is validated annually by the CASAS National Consortium of
Agencies and has been correlated to competencies identified by the US Department of Labor
to help learners and instructors apply teaching and learning in a “real-world” context. CASAS
competencies in the domain of Basic Communication:

0.1 communicate in interpersonal interactions are:

e |dentify or use appropriate non-verbal behavior in a variety of situations (e.g., handshaking)

e Understand or use appropriate language for informational purposes (e.g., to identify,
describe, ask for information, state needs, agree or disagree)

e Understand or use appropriate language to influence or persuade (e.g., to caution, advise,
persuade, negotiate)

e Understand or use appropriate language in general social situations (e.g., to greet,
introduce, thank, apologize)

e |nteract effectively in the classroom

e Clarify or request clarification

e Understand, follow or give instructions, including commands and polite requests (e.g., Do
this; Will you do this?)

e Understand or use appropriate language to express emotions and states of being (e.g.,
happy, hungry, upset)

(CASAS 2016)

1.3 Curriculum and the teacher

Curriculum also refers to how teachers enact or implement their teaching plans. From this perspective,
curriculum refers to the teaching and learning that come about as a result of the teacher’s beliefs,
understanding, teaching philosophy, and experience and how these shape the choice of activities,
tasks, and strategies he or she makes use of in the process of turning course plans and syllabus
content into learning. This way of describing curriculum reflects a “bottom-up” view of the curriculum,
since it refers to how the teacher “creates” the curriculum in a specific teaching context through a
process of negotiation and interaction with learners as they engage in learning activities.

Teachers’ engagement with curriculum takes different forms. At one level, the teacher may see his
or her task as one of “implementation,” that is, to match his or her teaching as closely as possible to
the stated goals and content of the institutional curriculum. Alternatively, the teacher may see his or
her task as one of adapting or modifying the curriculum to better reflect his or her teaching context,
students’ needs, and teaching style. Below | briefly discuss some of the ways in which teachers
engage with curriculum.
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