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1.4.  Aims of this study

The aim of this study is to propose an ESP course in Classroom English for second language ~ sakers of

English where English is widely used as the medium of instruction.
This study will have to:

= determine the characteristics of Classroom English
»  select the most suitable syllabus type for this course and propose an outline for a syllabus in
Classroom English

= supply guidelines for the teaching of such a course.

15 Methods of research

The study is a descriptive one that involves a review of literature to determine the characteristics of
Classroom English. The research is focused on the function of language in the classroom and the | ni
of an ESP course for second language speakers who have to teach through medium of English.

1.6 Programme of Study

Chapter 2 defines Classroom English by describing its characteristics.

In Chapter 3 a brief overview of syllabus design is provided in order to suggest suitable syllabus for the

design of a course in Classroom English.

Chapter 4 consists of an outline for a proposed syllabus in Classroom English.

C £ juic  1es forimpler  iting the syllab

Chapter 6 contains a conclusion, and points out the limitations of the study and recommendations for

further research.



CHAPTER 2

The Characteristics of Classroom English

2.1 Introduction

Before a course in Classroom English can be developed, the course designer needs to define is

meant by the term ‘Classroom English’.

35: v) defines Classroom English as follows:

"... the specialised and idiomatic forms of the English used when teaching. It is an English that ena. s
teachers to use English effectively and imaginatively as a means of instruction or as a meansof ~ n
a class or even a means of communicating with their pupils as individuals about their life outside

classroom."

This definition places Classroom English in the realm of ESP as defined by Widdowson (1987: 96) d
Raath (1991: 16)(cf. 14).

Johnson et al. (1996: 8) say that all languages used in the classroom have certain basic func  ns 3

universal. It is their belief that Classroom English shares characteristics with all other classroom lar  tages.

In order to define the characteristics of Classroom English a researcher will thus have to look at (  issroom

English in terms of its function as both classroom language and ESP.

2.2 CI room English as classroom language

Johnson et al. (1996: 8) point out that all classroom languages have certain functions in com

functions are both pedagogical and interpersonal. This classification is in line with Halliday's (1985)
identification of the three major functions of a language: interpersonal, textual and ideational. The
interpersonal and ideational functions of a language are of particular significance in a discussion on

cl oomlang . Interpersonal functions refer to the ability to use language for social purposes and

ideational functions refer to the use of language to express content and to communicate information. Ellis
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24 Conclusion

This chapter has aimed to identify the characteristics of Classroom English. Classroom English is seen to
comprise two major characteristics: it is simultaneously a classroom language and ESP, and has fe  res
and characteristics in common with both. Such features include the pedagogical and interpersonal
functions of a classroom language, as well as the physiological aspects that influence the effectiveness of
the communication in the classroom. On the other hand, Classroom English exhibits ESP characteri s

such as goal-directedness, specialisation, efc.

Fig.1 provides a schematic presentation of the characteristics of Classroom En¢ sh.
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CHAPTER 3

ESP syliabuses and course design

31 Introduction

Chapter 2 (cf. 2.3) illustrates that Classroom English has a number of features in common w r g

courses. This chapter thus deals with the design of an ESP syllabus.

nson (1991: 34) indicates three important aspects in the design of an ESP course. She saystr  =SP
course design is the ‘dynamic interaction’ between the results of the needs analysis and the ¢ rse
designer's approach to syllabus and methodology. Long and Crookes (1993: 1(  suggest that a course
designer should commence with the choice of the unit of analysis for syllabus design since e type
syllabus chosen will have a pervasive influence on decisions in other areas, particularly the interpr n

the results of the needs analysis and the approach to methodology.

In accordance with the sequence of design suggested by Long and Crookes (1993), the issues tr  need to
be discussed in this chapter are:
o the types of second language syllabuses available

o the course designer’s choice of syllabus

The results of the needs analysis will only be discussed once the course designer has decided on the unit

of analysis for syllabus design.
3.2 Types of syllabuses

‘A syllabus is a plan of work and thus essential for the teacher, as a guideline and context for  ss content’
(Robinson, 1991: 34). Breen (1984: 47) says any syllabus is ‘most typically ap 1 of whatis to be ac/  ved
through our teaching and our students’ learning. Long and Crookes (1993: 9) point out that there is much to
recommend the choice of unit of analysis as the starting point in planning courses. They also argue that the
issue is not which particular syllabus to adopt, but which fype, and this, in tum, is a question of identifying

the appropriate unit of analysis in syllabus design (Long and Crookes, 1993: 9).
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approach organised around realistic tasks that lead to specific outcomes has advantages such as actively
involving students in their own leaming. Both Parrott (1993: 5) and Cameron (1997: 345) support  is
argument. Pinto da Silva (1993: 41) maintains that involving her students actively in activities relevant to
the leaming situation has promoted leaming and improved motivation. She comes to the conclusion that in
an ESP programme it is not as much the content of the course that is of importance, but the ‘wha  >u do

with the content, the tasks and activities, that is significant.

Raath (1991: 26) mentions a number of advantages of the task-based approach. He maintains that the
task-based approach offers a bridge between content and methodology. [t addresses decisions that have
to be made regarding the content as well as the working procedures that have to be undertaken for
leaming language in a group. Raath (1991: 27) believes that the task-based approach helps the ¢ rse
designer to be realistic about his goals and also gives the leamer insight into tt 2xpected outcome of his
or her leaming. The task-based approach is, for that reason, particularly suitable for the South Afric
context since this is closely related to the Outcomes-based approach advocate 2y the Department
Education (1997).

O icular significance to this study is Murdoch’s (1994: 255) tenet that ‘one way [teacher] trainees can
receive increased levels of language support is through activity-based teacher education tasks’ is 0
Parrott's (1993: 3) conviction that the task-based approach is particularly appropriate in a teacher's tr. ing
course as it ‘ensures that the participants are actively involved and are taking the kinds of deci  1s  at

they need to take in the classroom’.

Long and Crookes (1993: 3) conclude that many researchers are of the opinion that ‘work on second

language classrooms, syllabus design, and materials development can benefii  om a task-oriented
arspective’. They close their argument by stating that task-based language teaching andta  ased

syllabuses are ‘likely to have most to offer to second language teacher and leamner, on both empirical

conceptual grounds’ (Long and Crookes, 19... 3).

The approach adopted in the design of this course is, therefore, task-based.
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3.3 Conclusion

The first step in ESP syllabus design is the identification of the unit of analysis (cf. 3.1). Different types of
syllabuses are discussed (cf. 3.2) in order to enable the course designer to choose the appropriate ur  of

analysis for this study.

The syllabus most suitable for the design of an ESP course in Classroom English is f  task ased
syllabus (cf. 3.2.4).

Chapter 4 deals with syllabus design in general and task-based syllabus desi¢ in particular b re a task-

| | for designing a course in Classroom English is proposed.
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CHAPTER 4

Syllabus outline for a course in Classroom English

4.1 Introduction

The aim of this chapter is to propose a model for the design of a task-based syllabus for a course in

Classroom English.

In 50, this chapter provides:

= 3 brief overview of syllabus design in general;

= adiscussion of three models for task-based syllabus design;

= aproposed task-based model for a course in Classroom English,and

= an outline for a syllabus in Classroom English
4.2 Syllabus design

Before task-based syllabus design can be discussed the principles generally accepted to be present in
language syllabus design need to be mentioned. Steyn’s (1982: 21) cyclic model for syll  us design (cf.
Fig. 2) lists the following components:

= Situation analysis

= Aims and objectives formulation

= Selection and organisation of leaming content

= Selection and organisation of methods

= Evaluation
A brief overview of what is generally meant by each of these terms is now supy  d.
Situation analysis

Vaccarino (1995: 15) states that a situation analysis is the first step in designing a teaching-leaming

pro:. n[Lovil 7 )saystha wuationa sinvolvesananal > the  iables that
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leaming outcomes when methods or ‘teaching modes’ are considered. The question is not just

also 'What outcome does the teacher expect from the pupils or students? This is in line witt e iers's
(1997: 100) argument that researchers now appear cautious to recommend any one ‘method’ as ¢
absolute method. A more hybrid, or eclectic, approach, where teaching-leaming Jportunities -
structured around leaming outcomes in a holistic fashion, seems to have gained field among course
designers (De Villiers 1997: 100).

Evaluation

Evaluation is often seen as ‘one of the most important stages of the teaching-learning process’ e it may
help to detect whether leaming has taken place and whether objectives have been reached (Vaccarino,
1995:15). Breen (1989; 195) uses the term ‘assessment’ and calls it ‘a crucial diagnostic phase for |

leamer and teacher’. This is also the term preferred in this paper.

Fig. 2 provides a schematic presentation of Steyn’s (1982) cyclic model for syl us design.

Situation Analvsis

Selection of valu
obiectives LA
7..
Selection and organisati
. I of o
Selection and
organisation of content

Figure 2: Steyn’s cyclic model for syllabus design
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Both Kennedy (1983: 79) and Long's (1985) models indicate progress from a macro-task fo a number
micro-tasks that eventually constitute the syllabus. Neither of the two models refers to evaluation or

assessment as a component of syllabus design.
433 De Viliers's model for task-based syliabus design

A comprehensive framework for task-based syllabus design proposed by De Viltiers (1997:253), anc 1 ine
with Steyn’s cyclic model for syllabus design, starts with a situation analysis that reflects the current
situation such as dictated by govemment policy, the students’ needs, etc. The situation an  'sisle¢  to an
identification of aims and defines the general purposes for using the language. (  Ze the general pur  ses
established more specific goals or objectives need to be defined. De Villiers (1997: 283)a es
that the objectives of the task-based syllabus should be measurable in terms of language skill outc 3
(reading, writing, speaking, and listening) even though they should not be treate  as separate cor onents.

Language skill outcomes are, therefore, means of achieving the general purposes of the course.

The core of the syllabus, according to De Villiers (1997: 255), is to be found in the content and
teaching-leaming opportunities. Content and teaching-leaming opportunities are simultaneously form'  ited
in1 s of tasks so that ‘content’ becomes ‘subject matter expressed in terms of learning tasks’ with
measurable outcomes (De Villiers, 1997: 91). A task can, therefore, be seen to consist of both content and
activity and involves aspects such as themes and fopics, vocabulary, resources, language forms and

communicative functions, skills, strategies and affective outcomes.
A series of tasks and their sub-components constitute the course content or syllabus. In her mode  task-
based syllabus design De Villiers (1997: 255) suggests that once completed, holistic tasks, rathert <

te , are assessed by means of formative and summative assessment.

In contrast to the other linear task-based syllabuses discussed (cf. 4.3.1; 4.3.2), De Villiers's (°

makes provision for assessment.

Fig. 5 shows a schematic presentation of De Villiers's model as discussed above.
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SITUATION
» | ANALYSIS

y

AIMS

OBJECTIVES

l

Content and
Teaching- leaming
opportunities

] ASSESSMENT

Figure 5: A schematic presentation of De Villiers’s (1997) model for task-based syllabus desi

434 Synthesis

An analysis of the three models discussed above (cf. 4.3 4.3.3), shows that they have muchin r
i models have either a needs analysis or situation analysis as the starting point or first step
design. The next step involves an identification of target tasks (Long 1985), aims (De \ ers, 1997) or
ching needs (I~ nedy, 1983) of the course. Once the aims have been established, all ree 5
‘owthattf ‘eamer needs to be trained in certain [career-related] strategies or skillsinol  rto  ieve
these aims. Kennedy (1983) considers the feaching activities a teacher has to perform during the
a normal working day in order to define the [teaching] strategies and [téaching] language that the course
participant needs to be trained in, while De Villiers (1997) describes these skills in terms of the four
language skills (reading, writing, speaking, and listening) and calls them the objectives of the course g
(1985) refers to these professional strategies and skills that the leamer needs to be trained in as ‘task

types’.
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Kennedy (1983) classifies subject matter and methodology under the ‘classroom tasks’ t

and teacher trainees perform in the classroom, while Long (1985) has the same integration of conte  and
methodology in mind in the ‘pedagocical task’. Long (1985) calls the selection and serialisation of
pedagogical tasks ‘the compilation of a task-based syllabus’. In fine with both these models, De Villiers
(1997) sees ‘tasks’ to consist of both content and teaching-learning opportunities (methodology) 1 De

Villiers's (1997) model assessment is added as the final step towards designing a cyclic model.
435. A proposed model for designing a task-based syllabus in Classroom English

An analysis of the three models discussed above makes it possible for the course designer to arrive at a
' for syllabus design for an ESP course in Classroom English. In1 : with Long’s (1985),
Kennedy’s (1983), and De Villiers's (1997) models, the model proposed in this study will cc
e aneeds analysis, from which
o general aims will be developed. It has already been established in the discussion on classroom
language (cf. 3.) that the main purposes for using Classroom English woulc e to establi
pedagogical and interpersonal relationships. This is in fine with Kennedy's (1983) model, which
suggests that the purpose of the course is to teach the variety of English that is required for e course
(cf4.3.2). However, in line with the Outcomes-based approach, which is currently advocated in Sot
Africa (Dept. of Ed., 1997), these general aims are called general outcomes in this study. Once the
general outcomes have been established, they lead to the identification of more specific objectives, or
e specific outcomes. During this stage the course designer will keep both Kennedy’s (1983) and De
Villiers's (1997) models in mind in order to determine the relevant sub-components of this in
syllabus design. Kennedy (1983) suggests that in a language improvement course that forms part
of a teacher training course, the teacher trainee needs to be trained in those activities that he or
she will need to perform after the course and for which he or she needs the specific English
identified earlier. De Villiers (1997) states that these outcomes may be expressed in terms of the
u  nguage skills. This leads to the conclusion that in the case of a course in Classroom
English, specific outcomes can be described as the specific tanguage skills a teacher trainee
need to possess in order to successfully carry out the activities an ordinary teacher er

during an ordinary working day.
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The next step involves an identification of:

e classroom tasks. De Villiers (1997:255) calls this step in her model ‘Content and teachin¢ :aming
opportunities’. But, a more logical term, in line with both Kennedy's (1983 ) and Long's(1985) m¢ s
(cf. 4.3.2.and 4.3.3), would be to refer to this step as ‘Tasks’ or ‘Classroom tasks’ and to then indicate
that tasks consist of subject matter (content) expressed in terms of teaching-leaming opportunities,
where the latter implies the activities performed in the classroom by the teacher and the student 3

thus refer to the methodology used.

In the model proposed in this study, ‘tasks’ are seen to integrate the learning purpose (the '  at’ or
content ) of the lesson, the leaming processes (the ‘how' or methodology) the lesson, and

1ing product (the ‘why’ or outcome of the leaming process). In line with task-based s ibus design,
these three sub-divisions of a task are interpreted holistically, consisting of e sub-components

identified by De Villiers (1997). A classification of De Villiers's (1997) sub-components involves:

- Pumposes. These involve themes and topics, that, in tum, involve the identification of language
structures, communicative functions and the vocabulary required for completing the task ased  the

theme and topics.

- Processes. Processes describe the language skills required in terms of activity types, and the
leaming strategies employed by the learners in order to complete a senies of holistic tasks. Becau

De Villiers (1997: 52) maintains that the distinction between methodology and content becomes
insignificant in a task-based syllabus she, therefore, regards the use of resourées (whichin e text-
types and media) as part of the process of teaching and leaming (De Villiers 1997: 251). For is

reason ‘resources’ are listed under Processes in this model.

- Products. The outcomes or products of a task indicate what pupils ‘can do’ with the langua  (De
Villiers, 1997: 251).

o The final step involves suggestions regarding the assessment of the classroom ta

A schematic presentation of the model for syllabus design (Figure 6) based or e discussion above
shows:
- the components of the syllabus;

- the sub-components of the main components, and



the cyclic nature of this syllabus.
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plan the operative, interactive and informative phase of the pedagogical functions of language (cf

only do ideas have to be clear and organised in the mind, but also the words and expressions the teacher
plans o use may need organising. In a first language the appropriate language can be expected to be
available when needed. This is far less likely in an L2 and students may need to be trained in how
organise the content of their lessons. ‘There may well be a case for making more use of those modali s of
training for methodology components, which significantly extend trainees’ communicative compete 2
(Murdoch, 1994: 224).

Apart from the language structures required to establish interpersonal and pedagogical relationships e
te  7er also needs certain teaching strategies (cf. 4.3.2) These teaching strategies and skills, ident
a  mber of researchers such as Willis (1985), Spratt (1994), Kennedy (1983)  d Johnson
include the ability to:

- maintain discipline

- give instructions

- set exam papers

- write reports, notes and minutes of meetings

- express emotions and feelings

- perform social rituals such as greeting, congratulating etc.

- select and evaluate materials

- structure matenals

- sequence lessons (mark boundaries)

- reply to questions

- rephrase, paraphrase in writing and orally

- exemplify

- demonstrate

- generalise

- classify

- illus

- define

- are and contrast

- qualify

- give reasons

- rechnt ! nent

- supply verbal commentary to accompany slides etc
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- create own resources, slides, transparencies
- supply factual information

- supply background information

- summarise

- structure retrospectively

An analysis of some of the leaming outcomes for Communication courses, stipulated in the National
Discussion Document on Norms and Standards fof Teacher Education, Training and Development, (D t.
of Ed., 1997 86), suggests that the South African society requires that all its tea  2rs should:

. derstand the language of instruction and be able to use it in order to discuss, explain, j ,
describe, debate. Although the language of instruction referred to is not necessarily English, res  ch
has proved that English is the most widely used language of instruction in South Africa (cf. 1.1);

e be able to effectively read and write the language of instruction for academic and personal pul ~ ses;

e understand and apply the principles of language across the curriculum, and

« understand and apply the principles of second language acquisition.
4.4.1.2 Conclusion

The results of the needs analysis point out:

» the need for a language improvement course;

= the purposes for using the language in the classroom i.e. to create interpersonal and pedago
relationships;

= some of the preferred adult leaming styles: e.g. practical application of the language leamed, group
discussions, formal grammar instruction;

= content preference such as general didactics and literary texts;

= some of the methods that may meet with success in the teaching of such a course, for exam : group
work, simulations, role-play, and

= outcomes for the course as far as language usage and other teaching sk
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44.2. Interpretation of the results of the needs analysis

Since a task-based approach has been selected for the design of this course, the model for task-bas
syllabus design proposed in 4.3.5 is now used as a framework for the interpretation of the results 0 e
needs analysis. In accordance with the model presented in Fig. 6, the results of the needs analysis pr  le
the input for:

- general outcomes of the course

- specific outcomes of the course

- classroom tasks

- assessment
4421 General outcomes

The primary purpose or aim of the course is to provide trainees with the means for developi  and

extending their use of English with particular emphasis on the English related tc  2aching.

1 analysis of the research conducted on any classroom language and its func  ns (cf. 3.2) reveals the
purposes for which teacher trainees would use Classroom English as being the establishment of

pedagogical and interpersonal relationships, both in the classroom and outside of the classroom.

4.4.2.2 Specific outcomes

The specific outcomes that a course in Classroom English should seek to attain can be defined
terms of the teaching activities that a teacher should be capable of performing once he or she as

completed his or her training (Kennedy, 1983).

.wsearch conducted by Hughes (1981), Johnson et al. (1996), Willis (1985), and Spratt (1994) prc 3
onreg ¢ teaching activities a teacher tr  1ee may need to pe

resu 1,1 general outcomes of the course, teaching activities can be divided into 2

the use of Classroom English will have a pedagogical purpose or an interpersonal purpose (cf. Table 1 and

Table 2).
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Hughes (1981), Johnson et al. (1996), Wilis (1985), and Spratt (1994) also identify some of !
skills that a teacher would need in order to perform these activities (cf. 4.4.1.1). These language 2

described in terms of the four language skills: reading, speaking, writing, and listening.

Table 1 and Table 2 describe teaching activities according to the pedagogical and interpersona  ui
(the general outcomes) of a course in Classroom English, and the language skills the teache  inee

need in order to perform the teaching activities.

An identification of the specific outcomes results in the identification of suitable classroom te s, involving

content, activities and outcomes of the classroom tasks.
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Elicit responses.

Participate in scheduled meetings, seminars, etc.

Re-read to establish and confirm
information. Use strategies to
self-commect when necessary by
rereading, using context,
reading further to clarify

Give reasons. Use appropriate
regi

Control and reguiate
participation.

Plan and organise information.
Respond to writtel sby
wiiting letters, notes etc.

Recognise key-words to predict
development of topic.

Genel Specific outcomes for a course In viassroom English
Qutc 18
| Teaching Activities Language Skills
Reading Speaking Writing Listening _
N Establish and mainfainrek  hips. Skim and scan a text to obtain Convey meaning deany and Develop written texts by tdentify detats that suppbn a
general idea. Identify details. coherently. presenting main and supporting | main idea.
T ideas.
Exchange ideas and information, Read written language in Express opinions. Ask others for | Reconstruct information and Understand a speaker's
E meaningful chunks. Use visual their opinion. ideas from printand other intention.
clues to work out meaning. ] media. Listen for specific information.
R Get things done in the classroom and outside. Understand the connection Use appropriate formulaic Formulate clear, unambiguous Identify aspects of
between ideas. Predict the likely | expressions. instructions. communication that present
P development of a text. Intonation pitch and stress. problems.
Use appropriate register to give
E instructions, make requests.
Exchange messages such as lefters, reports and | Recognise the presentation of Use formulaic expressions, Use appropriate layout and Understand a speaker’s
R circulars. ideas through the use of intonation, tone, facial visual support. intention.
. headings, paragraphing, etc. expressions and gestures.
S Motivate pupils by conversing about feelings, Locate information and ideas. Use appropriate intonation and Formulate questions. Listen for specific information.
interests, ideas. stress. Write comments and reports.
0
N
A
L

" Maintain order e wiF

Table 1: Specific outcomes for a course in Class

Maintaiv u ner1auian vy agieeing,

disagreeing.
Give instructions.

Write replio, wn whnents,

Interpersonal.

Identify aspects of
communication that may present
problems.
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Gang Specific Outcomes  a+  se In Classroom English
Outcomes
P Teaching Activities Language skills
. Reading Speaking Writing Listening
E Prepare lessons on differentsubj  e.g. Skim and scan a text to obtain Convey meaning clearly and Develop written fexis by Identify details that support a
History. general idea. Identify detais. coherently. presenting main and supporting | main idea.
D ideas.
Provide, organise and pres  nev  mation. Read written language in Paraphrase, exemplify, Reconstruct information and
A meaningful chunks, Use visual rephrase, and summarise. ideas from print and other
clues to work out meaning media.
G Mark transitions between sections of the work. Understand the connection Use appropriate formulaic Wite descriptions of lessons.
between ideas. Predict the likely | expressions. Use proper
0 development of a text. intonation pitch and stress.
Provide leamers with a frame of reference. Recognise the presentation of Describe pictures; provide Use appropriate layout and Understand a speaker's
G ideas through the use of commentary for slides and visual support. intention.
headings, paragraphing efc. visuals. Use comect
I intonation, pitch and stress.
Elicit responses and set {asks. Ask questions. Formulate questions and Recognise differences in use of
c ' Use appropriate intonation and | assignments, infonation.
stress.
A " uvede explanations, Re-read to establish and confim | Give reasons, exemplify, Plan and organise information. Respond to questions.
information. rephrase, paraphrase
L Summarise and evaluate the on. Use strategies to self-comect summarise. Assess own wor written |dentify own shortcomings-
when necessary by rereading, work. identify emors of pror  iation

using context, reading further fo
clarify.

Tal 2: Specific outcomes

a course in Classroom English — Pedagogical.

languag:  Ictures etc.
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4.4.2.3 Classroom tasks

The model for task-based syllabus design (cf. Fig. 6) indicates that classroom tasks are holistic te s that

involve a purpose, a process and a product.

The questions that need to be answered regarding the purposes of a classroom task are:

e What themes and topics need to be dealt with in a syllabus on Classroom English?

o What vocabulary, language structures and communicative functions does the teacher trainee need  at

will enable him or her to teach through medium of En¢  h?

Questions regarding the processes of classroom tasks are:

e How can the language skills referred to and listed as specific outcomes, be described in terms

measurable outcomes that will simultaneously involve the subject matter described ur  r pur

classroom tasks?
« What leaming strategies will the teacher trainee need to apply that will aid him or her in the
of the language?

o What resources may be used in a course in Classroom English?

A question regarding the outcomes of classroom tasks is:

e How can the products of the classroom tasks be assessed?

44231 Purposes of classroom tasks

Themes and topics

In line with the specific outcomes for the course, themes and topics have to be sugges!  thal
2 ¢ nust be emphasised that the e of this st e

and | ~would expect to find in a syllabus, but simply to propose an outline for the

syllabus.

5es

Juie on

3y
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Some of the themes suggested by Spratt (1994), Willis (1985), and Hughes (1981) are:
e Talking about lessons
e Talking about relationships

e Classroom Management

Each of these themes forms the framework for a set of topics. A range of topics that may be developed

from a theme such as Classroom Management include:

= Beginning and ending lessons appropriately
= Seating arrangements

= Taking roli call

= Maintaining discipline

»  Giving instructions

= Getting things done in the classroom

Vocabulary

The themes and topics selected for classroom tasks provide an authentic context for vocabulary
presentation (De Villiers, 1997: 265). The teacher who is forced to use English MO to tez
such as Geography or Maths usually finds that he or she does not possess the necessary v

teacher trainee, therefore, also needs to be trained in the vocabulary of his or her s'peciﬂc subject area.

One way of solving the problem of inadequate vocabulary range may be to adopt the model st :d by
Stribling and Thurstone (1993} for helping pupils cope with English MOI classes. The most significant
feature of the syllabus is the calculated inclusion of concepts and vocabulary that prepare the pupil for
En, h MOI classes in different subjects. A similar mode! aimed at the inclusion of content-specific tasks
a abulary co y ¢ . se the proficiency level of the teacher traii  r

commu effectively in the subject that he or she majors in. The development of such ar )

specifically for teacher trainees, may be the subject of another study.
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Communicative functions and language structures

Hughes (1981: 5) says that teachers need to be trained in the key classroom functions of interrogation ar
organisation in particular. In the case of an essentially ESP course such as the one in Classroom Eni
communicative functions may be one of the most important focus-points of the course. Both Johnson
(1992: 275) and Hughes (1981: 5) argue that there is a very high level of predictability in pedagogical
discourse. The teacher needs specific communicative functions and language structurestoa ieve e

general and specific outcomes in Classroom English.

he communicative functions suggested by research conducted by Hughes (1981), Willis (1985),
Spratt (1994), and Johnson et al. (1996) are now analysed according to their interpersonal and pedagogical

PUrpOSES.

Communicative functions needed by the teacher

interpersonal functions

T acher needs communicative functions for:

e issuing wamings This is the last time I'm waming you...
e apologising Would you excuse me for a while (a moment)?
e expressing an opinion and inviting others to What about you, Maria?
express theirs | think that...
e extending greetings Good moming, everybody. How are you ay?

e beginning a conversation Well, did anyone do anything interestingdu g

e eliciting responses from the pupils the weekend?

e indicating tums to speak Wait a second, Kevin, | - someone else...

e introducing oneself Il sttell you a bit about myselff...

is?
e checking attendance Does any one know where Lee is? Efc.

Right! | am going to call your names to seei  u

e discussing physical conditions in the are all here.
It's terribly noisy in here, isn't it?
classror....



e classroom management

e maintaining control and discipline

Pedagogical functions

The teacher needs communicative functions for:

e marking boundaries

focussing

e prospective structuring

e paraphrasing

e rephrasing

o exemplifying

e demonstrating

e generalising

e classifying
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Please would you turn the lights on?

Would someone mind cleaning the board, please?
Could you move your chairs forward please?

| want you to turn your chair round, please.

Don't talk while 'm writing on the ...

Settle down.

Examples

O. K. (well, right, all right en, ready?), It's time
we did something different...

You remember that in our last lesson we e
talking about...

Today we are going to look at ways of
producing...

Soya beans make bean curd. Bean curd is me
from soya beans.

Bean curd is inexpensive. In other words, it is
cheap.

Soya beans make bean curd. These soya bee
that I've got here in this bowl can be me - into
bean curd.

Some examples of soya bean products are soya-
milk, bean curd and bez »Jaste.

b' saresomesoyabe sthatha end
Now, | am going to wash them [© 1
soak them in water.

So, as you can see, bean curd is popular with
many people, rich and poor.

The people who benefit most from bean curd ¢

be classified into three categories: the poor, the



e comparing
e verbal commentary to accompany slides,
pictures, efc. '

o retrospective structuring

o working with tape recorders and other

equipment

e eliciting choral and individual response;

e dividing the class up: pairs and'groups;

Language structures needed by the teacher

Situations
The teacher needs language structures to:
o talk about something that happened in the
past and to talk about consecutive actions
o talkkabo 1abitual actions
o talk about people, relationships
e give commands, instructions, advice

« talk about things that might be

« talk about hypothetical past events or states
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elderly and the vegetarians.

Soya milk, just like cow’s milk, contains a good
percentage of protein.

Take a good look at the picture, what do you
think?

Tell me about the scenery in the middle 2
picture.

In this chapter we have looked at the ways
producing bean curd.

Could you possibly plug the tape recorder in for
me?

I'd better turn the volume down.

| had better adjust the tone.

| want alf of you to repeat this question.

Now, this time, hands up  efore you answer.
One by one right?

You can take turns to answer, ok?

Turmn around and face your neighbour.

When you have finished, swap around, sc 1at

you each get a turn (take the other part).

Structures required:

past simple, past perfect tense.

past simple and pastcc  nuous.
relative clauses.

using verbs.

the second conditional.

the third conditional.
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e express preference, priorities, position, comparatives and superiatives.
e compare, contrast interrogatives (who, where, when, how,\ v,
e use the right question to elicit the right what).
response tag questions.
e express certainty indirect questions.
the definite article.

o explain how or why definite article is used

e give advice modal verbs.

44232 Processes of classroom tasks

The Process component of classroom tasks consists of the activities the students and e lecturer engage
in and through which subject matter is expressed as a series of holistic language leamning activities. De
Villiers (1997: 276) defines language learning activities as ‘purposeful, interactive activities, desc ed by
verbs that reflect a process (physical or mental) during which fluency and accuracy skills are de €

and which produce measurable outcomes within a specific context’.
Activity types

Examples of such activity types suggested by Wainryb (1992: 54-85), incorporating the subje  matter
through which they are expressed are:

Reading

¢ texts about teaching

e course material

e reports or essays written by leamers

Listening

e to tapes of lessons

e to opinions of leamners

¢ to descriptions of the experience of co-participants on the course
Watching

o other teachers (or co-participants) teach lessons.
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Speaking

e by taking part in collaborative brainstorming (pooling, exchanging and comparing inions, ideas,
knowledge, beliefs, assumptions, and experience) with co-participants in the task.

e by asking questions of leamners, etc.

Writing

e descriptions of lessons

e questionnaires, interviews, etc

e summaries of research reports

Drawing

) ‘a o represent the interaction in a class

o diagrams to represent the sequence of time in a graphic illustration

e graphs fo indicate progress

Ticking

e toindicate agreement with statements

e to show approval of materials

¢ toindicate progress on a checklist

Numbering

e to show an approved order for items

e torank ideas or staterents

Mock Teaching

e to experiment with an unfamiliar approach

e to demonstrate an approach or technique

Matching

e aprocedure fo a theoretical tenet

o the role a teacher s likely to be performing to an activity within a lesson

Comparing

« personal opinions with those of co-participants

e two or more lessons

e two or more mistakes made by a leamer in a written text

Ordering

o the stage in a particular lesson
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Ranking
o statements made about teaching techniques and methodology according to the extent to which sy

reflect the participants own preference

Classifying

o by grouping a series of statements about learning or teaching according to the theoretical assump  ns
underlying them

Selecting

o materials which would be appropriate to a particular group of learners

Recalling

o types of material used in the classroom

o leaming styles (own and others’)

Producing

e materials for classroom use

e lesson plans and schemes of work

e questionnaires for eliciting opinions from leamers

Recording

e interviews with co-participants or other people

o lessons (own or other students’ — audio, video or written)

Gathering data

e by asking questions to other studerits or leamers (informally or more systematically using a
questionnaire)

Putting forward arguments

o by justifying points of view with which the other students may or may notac e

Adding

» personal examples to extend a given list of criteria for making decisions, identifying characte s of

leamers, etc.

Leaming Strategies

A leaming strategy is a measure that the leamer actively (although not necessarily consciously) employs to

facilitate or advance leaming (Parrott, 1993: 57). Itis, therefore, clear that leaming strategies have to be
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instructions, letters, lists, maps, messages, notices, poems, novels, posters, signs, reports, newspaper

articles, textbooks, efc.

Media include all media that the teacher will eventually use in his or her classroom: videos, tape record

pictures, compact discs, films, realia, efc.
4.4.2.3.3 Products of classroom tasks
Task outcomes

Task outcomes refer to what the student ‘can do’ with the newly acquired knowlec . De Villiers (1997: 40)
maintains that, although outcome implies product only, both the leaming process and the leaming | duct

should be emphasised.

Task outcomes refer back to the general outcomes and specific outcomes of the course and willne o

assessed in order to determine the success of the teaching-leaming experience.
4424 Assessment

Vaccarino (1995: 44) aptly states that assessment should be regarded as a natur.  step in the leaming

process that serves two purposes: as a guide to leamers and a guide to the tutor.

The Discussion Document on Norms and Standards for Teacher Education, Training and Developme
issued by the Department of Education in 1997 (1997: 86), suggests some general guidelines for
assessment. Continuous, formative and summative assessment should take pace. Formative assessment
should be done throughout the year. Summative assessment usually takes place at the end of a course

l prehe /e profile of stu s’ acr 1ent dun b)
Infine - -wide trends in teacher training assessment (McLaughlin and V¢ 1996), i
recommended that for this course the students keep a ‘Classroom English’ Portfolio with a record of tasks
and exercises completed during the course. McLaughlin and Vogt (1996: 5) say that such portfolios :
for authentic assessment that reflects each student's real progress. In addition, it allows students to leam

methods they will one day use in their own classrooms. The development of portfolios and the assessment

S,
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techniques involved in such an approach are not discussed in this study but may constitute the sul  ct:

another one.
44.3. A proposed syllabus document
A syllabus document listing the components, sub-components and elements of a syllabus in Classroom

English, as described above, is developed from the outline illustrated in Fig. 6. An outline of this s abus

document is illustrated in Fig. 7.
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4.4 Conclusion

A brief discussion of syliabus design in general and some of the types of syllabuses available to the cout
designer, has led to the conclusion that a task-based syllabus may be the most appropriate type for the

design of the course discussed in this paper.

An analysis of three task-based models for syllabus design (cf. 4.3.1-4.3.3) shows that the models he
much in common and makes it possible for a model for syllabus design (cf. Fig. 6), specifically for a course
in Classroom English, to be developed. This model is then used as a framewort r the interpretation of !
results of the needs analysis (cf.4.4.1 and 4.4.2) and finally leads to the designing of a syllabus

for a course in Classroom Engiish (cf. Fig. 7).

Chapter 5 provides some guidelines regarding the implementing of a task-based syllabus in Classroom

English.
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5.3 An example of an integrated lesson

The proposed model for lesson development (cf. Fig. 8), incorporating all the components of e sy bus
and describing the different phases of the language leamning lesson, may now be used for lesson planr

d presentation. In the planning of a lesson the general outcomes, specific outcomes, and classrc 1
tasks, consisting of activities and content, are systematically included. General outcomes and speci
outcomes may be marked with a date by using Table 3 and Table 4 as a checklist. This prevents over se
or neglect of certain aspects. The same applies to the language structures, communicative func s,

leaming strategies and resources listed in the syllabus.

The following integrated lesson shows how lessons may be planned and taught. Lesson material, as well

as an example of how Table 3 may be used as a checklist, is supplied in Addend 1A.






58

Lesson

Processes {Activity types} Purpose of 1888w Products

phases Vocabulary Resources Language structures Task outcomes
Communicative functions

Foliow- up 1. Students take a passage from a t k in their major subjects and Subject- Textbooks Students design their own pair correction activity.
activities prepare pair work activiese 's that will demand pair work related
Re- corrections from their pupils. vocabulary
enforcement of
new knowledge

_esson adapted from Spratf (1994:102-109) and Willis (1€ :25)
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54 Conclusion

This chapter describes how the syllabus document (cf. Fig. 7) can be implemented for lesson de 1
on a daily basis (cf. Fig. 8). Lesson design and the different phases in a lesson are discussed (cf.
5.2.) and an example of an integrated lesson is supplied (cf. 5.3). This chapter also suggests 1at the
teacher can use the syllabus outline as a checklist to ensure that no aspect of the syllabus is

neglected.

Chapter 6 discusses the limitations of the study and makes some recommendations for future

research.
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CHAPTER 6

Conclusion

6.1 Introduction

~ search conducted in this study suggests the need for the introduction of a course in Classroom
English at Colleges of Education. This chapter summarises the main features of a course in
om English, points out the limitations of the study, and suggests some areas for further

research.

6.2 The course in Classroom English

This study shows Classroom English to comprise of two major characteristics: it is simultaneously a
classroom language and an ESP, and has features and characteristics in common with both. Such
features include the pedagogical and interpersonal functions of a classroom language, the
physiological aspects that influence the effectiveness of the communication in the classroom, and ESP
characteristics such as goal-directedness, specialisation, homogenous groups and adult leamers (cf.
Fig. 1).

A brief discussion of syllabus design and some types of syllabuses available to the course desig r
has led to the conclusion that the task-based syllabus is the most suitable s abus for the design of a
course in Classroom English. This is in keeping not only with recent developments in curriculum
design, but also with the Outcomes-based approach to teaching adopted by the D  artment

Education.

An analysis of three task-based models for syllabus design (cf. 4.3.1-4.3.3) shows that the models
have much in common and makes it possible for a model for syllabus design, specifically for a cou

in Classroom English (cf. Fig. 6), to be developed. This model! is then used as a framework for the
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interpretation of the results of the needs analysis (cf.4.4.1 and 4.4.2) and finally leads to the desigr

of a syllabus document for a course in Classroom English (cf. Fig. 7).

A proposed model for lesson development (cf. Fig. 8) shows how all the components of the syllabus
may be incorporated in a lesson. It also identifies the different phases of the lesson and thet  es of
activities the students and lecturer may engage in during the different phases. An example of ¢ h

an integrated lesson is provided in Chapter 5.

6.3 Limitations of the study

This study has a number of limitations. These are:

- it does not propose a full syllabus consisting of modules and units to be completed within a
specific period of time;

- it does not indicate how much time will be spent in the language laboratory, in group
conversation and in lecturing. All of these specifications need to be clarified once a full
syllabus has been designed;

- the needs analysis is based on research and not on the needs of the specific leamers who
enrol for the course;

- the syllabus can only be evaluated after implementation, and

- assessment criteria need to be developed.

6.4 Recommendations for future research

A number of recommendations for future research can be made:

- the concepts and vocabulary needed by the teacher who uses English as MOl d-

researched and refined, determining the threshold level of proficiency for each subjecttc e
taught through medium of English (cf.4.3);
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the participation of leamers themselves in the development of syllabus material needs to
refined;

assessment procedures, and in particular the use of portfolios, need to be researched, and
the most effective distribution of contact sessions should be determined. Research needs to
be done to determine if contact sessions should be crammed or spread over a longer period

of time.
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Think too about your own behaviour. Be consistent and don't let your own psychological bagg e
make you moody. Something ignored one day and punished the next is naturally rese  2d by the
pupils. If a situation arises that you cannot control, stay calm and send immediately for support from a

senior member of staff.

And finally, don't forget: all the advice in the world can only be of limited use unless we are willing to
examine and reflect on what we do in the classroom. Systematic evaluation is the key to

teacher development.

Adapted from Spratt (1994: 134)

3 Class plan

The desks are grouped as follows. Those marked with an X are empty.

Teacher's desk
. X X
X X X X — -
THE PUPILS
a very bright pupil who lacks concentration and spends a lot of time n 1

others.
Maria: a very serious pupil who does not relate well to her classmates. She is withdrawn and lacks
self-confidence.

Richard: an easy-going pupil who works well when he chooses to.
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ABSTRACT

Owing to many far-reaching changes that have taken place in education in South Africa, English has

become the generally suggested medium of instruction (ANC, 1994). Many teachers, however, are
ficient in the language and feel themselves inadequate and unequipped for their task. This

study argues, therefore, that a specific course in Classroom English for secor  anguage speakers

needs to be given a central place in the curricula of Colleges of Education.

In order to propose an outline for a syllabus in Classroom English this study investigates the
characteristics of Classroom English, the language needs of a second-language speaker who ¢

teach through medium of English and the types of syllabuses available to the course designer.

An overview of the types of syllabuses available indicates the task-based syll us as the most v
option for syliabus design for this particular course. This is in keeping not only with recent
developments in curriculum design, but also with the Outcomes-based approach currently advocated
by the Department of Education.

The outline for a task-based syllabus in Classroom English suggested in this study identifies the
general and specific outcomes for such a course, as well as the classroom tasks that lecturers and
students may engage in. It also suggests some possible methods for assessment, and a model for

lesson design that shows how all the components of the syllabus may be incorporated in a lesson.

Descriptors: Teacher Training; Medium of Instruction; Second Language Lez ing; Second Lar

p

istruction; English for Specific Purposes; Task-based Syliabus Design; Syllabus Design; Course

Design; Classroom Language; Classroom English.
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OPSOMMING

As gevolg van omvangryke veranderings binne die onderwys in Suid Afrika, het Engels die
voorgestelde medium van onderrig geword. Baie onderwysers wat egter deur midd  van hier:

t onderrig gee, is nie vaardig genoeg in die taal nie, met die gevolg dat hulle
ontoereikend en onopgewasse Vir hulle taak voel. Hierdie studie dui daarop d: it noodsaaklik  dat
‘n spesifieke kursus in Klaskamerengels vir tweedetaal sprekers ingesluit moet word in die

kurrikulum van Onderwyskolieges.

Ten einde ‘n raamwerk vir die ontwikkeling van ‘n sillabus in Klaskamerengels : ontwerp, or
hierdie studie die kenmerke van Klaskamerengels, die taal-behoeftes van ‘n tweedetaal spreke: it
deur medium van Engels onderrig moet gee, asook die tipes sillabusse waaruit die kursus-

samesteller kan kies.

‘n Kort oorsig van die tipes sillabusse wat beskikbaar is, toon aan dat die taakgebaseerde s 5
" mees lewensvatbare opsie vir die ontwerp van hierdie spesifieke kursus bied. Ditis nie ¢ enin
lyn met huidige tendense in sillabusontwerp nie, maar hou ook verband met die Uitkomsg rde

benadering wat tans deur die Departement van Onderwys onderskryf word.

Die raamwerk vir die taakgebaseerde sillabus in Klaskamerengels identifiseer algemene en
spesifieke uitkomste vir hierdie kursus, sowel as die klaskamertake wat deur lektore en studente
onderneem kan word. Dit stel ook moontlike metodes van evaluering voor en ‘n model vir lesontw )

wat voorsiening maak vir die integrering van al die komponente van die sillabus.

Trefwoorde: Onderwysersopleiding; Medium van onderrig; Tweedetaalverwerwing; Tweedeta
Or e Doeleindes; Taakgeb erde Sillab  ntwerp

Kursusc  ‘erp; Klaskamertaal; Klaskamerengels



