Fall 2010 Practicum

Comprehensive Exam Essay Answers
Materials and Course Design
1. What are the main elements a course designer must consider when designing a new program?

The main elements a course designer must consider are (choose three):

1. Context (number of students, classroom setting, contact hours)

2. Teacher’s Beliefs (view of language, view of learning and learners)

3. Content (what students are to learn – language, strategies, social skills)

4. Goals and Objectives (long-term goals and specific objectives)

5. Learners (about the students – general, needs and wants)

6. Organization (sequencing units – language, content, objectives)

7. Materials (creating lessons)

8. Assessment (evaluating students and the course)
Graves, K. (2000). Designing language courses: A guide for teachers. Boston: Heinle & Heinle.
There is no hierarchy in the processes and no sequence in their accomplishment. A course designer, can begin anywhere in the framework. What makes sense will depend on the beliefs and understandings, and the reality of the context and what the teacher know about the students. 

A. Context: the teacher needs to know as much as possible about the context in order to make decisions about the course: 

-People: student background, parents, school administrators

-Physical setting: location, classroom size

-Nature of course and institution: type/purpose, prescribed curriculum or not, required tests

-Teaching Resources: materials available, required text?, own materials?, equipment

-Time: total contact hours, how often and for how long, time of day

(ie. college students, 3 hrs once/week, 14 students, test preparation)
B. Articulating beliefs: the more aware of their own beliefs the easier it is to make decisions, or at least know why they are making the decisions. 

-Your view of language: what language is or what being proficient in a language means. For example, language is rule governed, meaning-based, a means of self-expression, a means of learning about oneself and the world, a means of getting things done.

(ie. language is purposeful, as means rather than an end)
-Your view of the social context of language: (1) Sociocultural = social values, attitudes, norms, customs (2) Sociopolitical = analyzing the way in which language is used to gain, hold, and deny power (access to work and education). For example, adapting language to fit the context. (ie. more employment opportunities)
-Your view of learning and learners: how people learn and the roles that enable them to learn. For example, learning is a deductive or inductive process; learning occurs in community or individually; learning is the acquisition of knowledge and skills. Learners have affective, cognitive and social needs; learners receive knowledge or construct knowledge; learners follow directions or direct their own learning.

ie. learning as a process, interaction

-Your view of teaching: The process of teaching can be viewed on a continuum in which at one end the teacher transmits knowledge to the students, and at the other end the teacher and students negotiate the knowledge and skills and methods of learning. For example, teaching is knowledge transmission, management of learning, providing of learning structures, a collaborative process. The teacher is a decision maker, knowledge transmitter, resource, collaborator.

(ie. to guide and direct, manage the learning process)
C. Conceptualizing Content: (mind map, grid, list, flow-chart) thinking about what you want your students to learn in the course, given who they are, their needs, and the purpose of the course; making decisions about what to include and emphasize and what to drop; organizing the content in a way that will help you to see the relationship among various elements so that you can make decisions about objectives, materials, sequence (course plan) and evaluation.

-What do I want my students to learn in this course?

-What are my options as to what they can learn?

-What are the resources and constraints of my course that can help me narrow my options?

-What are the relationships among the options I have selected?

-How can I organize these options into a working plan or syllabus?

A) Focus on language: linguistic skills, situations, communicative functions, topics/themes, tasks, four skills, subject matter, genre (purpose within a social context)

B) Focus on learning and learners: affective goals, interpersonal skills, learning strategies

C) Focus on social context: sociolinguistic skills (appropriacy), sociocultural skills (empathy), sociopolitical skills

D. Formulating goals and objectives: Goals are main purposes and intended outcomes of your course (long-term or overall). The destination is the goal; the journey is the course. The objectives (realistic, in a lesson or over lessons) are different points you pass through on the journey to the destination. A goal states an aim that the course will explicitly address in some way. Objectives are statements about how the goals will be achieved. Through objectives, a goal is broken down into learnable and teachable units. By achieving the objectives, the goal will be reached. Objectives are relatively short term. Goals are relatively long term.

(ie. Course goal to prepare students for the MATE test. Week 4 objective: students will be able to describe objects, places and people.)
E. Assessing Needs: see question 3 (needs survey). Not realistic for most teachers. For example, teaching young learners what they need and what they want to learn.
F. Organizing the course: is deciding what the underlying systems will be that pull together the content and material in accordance with the goals and objectives and that give the course a shape and structure. Organizing a course involves five overlapping processes: (1) determining the organizing principle/s that drive the course, (2) identifying units, modules, or strands based on the organizing principle, (3) sequencing the units, (4) determining the language and skills content of the units; (5) organizing the content within each unit. 

G. Developing Materials: Materials development is the planning process by which a teacher creates units and lessons within those units to carry out the goals and objectives of the course. Flexibility is important so that you can provide materials that are engaging and appropriate and also allow your students to use them productively in the classroom (adapt existing and develop new materials).

H. Designing an Assessment Plan: assessing students’ learning and evaluating the course. Formative assessment takes place as the course is in progress and provides information about how well the students are doing – what they have achieved, what they need to work on, and how well the course is meeting their needs. The teacher uses the information to guide her decisions as the course unfolds. Summative assessment is done at the end of a course and provides information about the students’ overall achievement as well as overall effectiveness of the course. When you assess students’ learning, you assess what they have achieved with respect to what they have been learning in the course. When you evaluate the course, you assess what your course design has achieved with respect to your intentions in designing it.

2. What role do materials, in general, play in course design?

Realistically speaking, the materials provides the basis of the course design. For most teachers, materials have been specified by their employer, such as textbooks by domestic and foreign publishers. For instance, high school teachers must use the textbook as approved by the ministry of education and some universities follow in-house developed texts. While they are given set materials for their classes, some teachers have room to adapt given materials as well as implement their own materials based on the fixed course text. For example, in our GEP class, the given text is “Expeditions”. However, we are given opportunities to use it as a jumping point to adapt and add our own selected/created materials for classroom application.

MATERIALS ARE THE COURSE DESIGN. SLA + Meth = Materials Development

For most teachers, materials are fixed but there may be room for adapting them to match goals and objectives (ie. GEP and the course book Expeditions)

The boundaries between materials, techniques, and activities are blurred. On first reflection, one might say that materials are what a teacher uses, and techniques and activities are how she uses them. While that might have been true for language materials twenty years ago, it is no longer true. Part of the blurring of boundaries stems from the different ways which one can conceptualize content. If you conceptualize content as a skill – learning to write, for example – then materials will of necessity include activities. For example…describes writing materials in terms of a series of writing activities that result in a final piece of writing. 
For a teacher designing a course, materials development means creating, choosing or adapting, and organizing materials and activities so that students can achieve the objectives that will help them reach the goals of the course. Materials development encompasses decisions about the actual materials you use and how the materials and activities are organized into lessons. The materials you develop are influenced by your beliefs and understanding about teaching and learning languages as they apply to your particular course in its particular context. In this respect, the process of materials development involves deciding how to put your teaching principles into practice.
These are the roles of materials:
A) Materials provide a stimulus to learning.

B) Materials help to organize the teaching-learning process, by providing a path through the complex mass of the language to be learned. Provide unit structure which will guide teacher and learner through various activities in such a way as to maximize the chances of learning. This structure should help the teacher in planning lessons and encourage in the learner a sense of progress and achievement.

C) Materials to exemplify syllabus items. 

In summary, materials are anything which is used to help to teach language learners: anything which presents or informs about the language being learned. Anything which is used by teachers or learners to facilitate the learning of a language. They can be anything which is deliberately used to increase the learners’ knowledge and/or experience of the language. 

3. What is a needs survey and how should it be designed and used?

Needs survey is finding out about the learner in order to provide a language program that meets learner needs and wants, which generally consists of general background, purposes, and preferences. Can be conducted in various forms, such as feedback, writing assignments, personal goals and objectives, questionnaires, anonymous feedback cards, in-class discussions, student-teacher conferences, mind-mapping, and actual classroom activities. Depending on the type, needs survey can be conducted before instruction begins, initially in the beginning of the course, and ongoing, throughout the course. However, depending on the teaching context, needs survey may not always be necessary (ie. teaching children, or exam preparation)

NEEDS ANALYSIS IS DISTINCT FROM BACKGROUND INFORMATION.

NEEDS ANALYSIS MAY INCLUDE BACKGROUND INFORMATION


Needs analysis can be defined as “a method of obtaining detailed description of a learner’s needs, (which will) take into account the specific purposes for which the learner will use the language (and) the kind of language used” (Ellis 1994). In addition, Richards (1992) states that needs analysis is “a process of determining the needs for which a learner or group of learners requires a language and arranging the needs according to priorities.” In essence, the purpose of a needs analysis is to put the learner at the forefront of language learning and determine the needs and wants of the learner, thereby configuring the language program to satisfy those requirements. The why and how needs analysis became an integral part of syllabus design is evident from the changes language teaching has undergone.

When the emphasis, or the goal, had been the rules of language, such as the Grammar-Translation method, it would have to have been rather pointless to have needs analysis as grammar itself was the ultimate goal of language teaching; while sequencing varied, attempts to cover solely the language structures were made nonetheless (Yalden 1987). However, the 70’s brought about a change in the approach to language teaching, from that of language knowledge to language use. According to Hymes and Halliday, meaning and therefore, communication, became fundamental in language learning (as cited by Yalden 1987). This shift in focus, from that of form, linguistic competence, to focusing on meaning, of communicative competence created the grounding work for the creation of needs analysis as the question then became, “What does the learner want/need to do with the target language?” (Yalden 1987, Nunan 1988). While it may have been ideal to teach all aspects of language use, the reality of time and resources, from both the instructor/institution and the learner, made this implausible (Maley 1983). 

For practical purposes of language teaching for communicative competence, needs analysis aims to narrow down variables of learner expectations to develop efficient and sufficient, and overall successful, language programs. Yalden (1987) offers three categories to collect information from the learner: general background information, language needs/purposes, and learning styles and preferences. By carrying out needs analysis, in getting “detailed, more specific information about the learners,” it will allow the instructor to pinpoint and optimize the language program, which must have precedence in syllabus design (Yalden 1987).
A needs survey has to be carried out before frameworks are written in the first place, but more information is often required before a particular course derived from a set of frameworks can be prepared. It is this second-level needs survey that is being examined here. Presumably something will already be known about the characteristics of learners who will be taking the courses in question, also about their language needs in a general way. A teacher will need to get more detailed, more specific information about the learners in order to have their input when selecting the modules to be used as well as in choosing and preparing classroom activities. What information should be sound, and how? Three categories are most commonly used.

1. General background information as well as information about the educational level, previous language learning experience, and current proficiency in the target language. In many instances, the latter kind of information is available, but not biographies. Yet biographies are often useful in discovering what topics and situations will be of interest (and not only of use) to learners.

2. Language needs. Most frequently, the overall purpose for the course is known (job-specific, or general education, or for daily life, for example). At this stage more information on situations of use and a breakdown of topics and language skills most needed will be invaluable.

3. Learning styles and preferences. As long as teachers do not believe in imposing a standard approach to learning (and one would hope that they would not), it is not only reasonable but also necessary to collect this kind of information.

Teachers working on their own or with each other can use a variety of techniques that involve little or no expense and are not bothersome or threatening to the learners. Before using any of them, it is well to sketch out what one’s objectives are; then as information becomes available, the needs analysis can be rounded out and completed. The amount and kind of background information already available can be determined, and further items added to the list. 
To gather information, the teacher can use

-observation: If a checklist or a set of notes is at hand, a teacher can begin to fill in the blanks, as it were, from the very first moment the class begins.

-discussion and negotiation: There is nothing wrong with simply asking the learners quite directly who they are and what they are interested in…An excellent solution in some situations is a negotiated approach, in which the learners are made to choose from among the needs of the whole class. In one variation, ad hoc analysis, students are asked to rank-order a list of objectives. Further rank ordering takes place in small groups, and the class as a whole has to negotiate the final rank order. The list might be topics or of tasks or of language skills.

-questionnaires: a) learner background, b) learning styles, c) language needs (p.130-134)
In designing a needs assessment:

A. The kind of information you want to get and what you hope to do with it.

B. The types of activities you plan to use, whether they are appropriate for your students, and what kind of information they will give you.

C. When you want to conduct the activities.
WHAT

1. Role

Essentially, needs assessment is a systematic and ongoing process of gathering information about the students’ needs and preferences, interpreting the information, and then making course decisions based on the interpretation in order to meet the needs. It is based on the belief that learning is not simply a matter of learners absorbing pre-selected knowledge that teacher gives them, but is a process in which learners – and others – can and should participate. When needs assessment is used as an ongoing part of teaching, it helps the learners to reflect on their learning, to identify their needs, and to gain a sense of ownership and control of their learning.

2. Process

A. Deciding what information to gather and why

B. Deciding the best way to gather it: when, how and from whom

C. Gathering information

D. Interpreting the information

E. Acting on the information

F. Evaluating the effect and effectiveness of the action

G. (back to 1) Deciding on further or new information to gather

The main purpose of language assessment is to help us gain the information we need about our students’ abilities and to do so in a manner that is appropriate, consistent, and conducive to learning.

3. Areas of learning

A. Who the learners are: What is their age, gender, educational background, profession, nationality?

B. Level of language proficiency: what is their level of proficiency in each of the four skills in the target language – speaking, listening, reading, writing? With respect to grammar, vocabulary, pronunciation, functional skills? Are they literate in their own language? This information can help to make choices about the kinds of texts to use, which skills to develop, which elements of grammar to emphasize and so on.

C. Level of intercultural competence: What is their experience in the target or in other cultures? What is their level of understanding and skills with respect to sociocultural and sociolinguistic aspects of the target language and differences with their own language? This information can help to make choices about the kind of material to use, and the sociolinguistic and sociocultural skills to develop and emphasize.

D. Their interests: What topics or issues are they interested in? What kinds of personal and professional experiences do they bring? This information can help teachers to gear the course toward students’ experiences and interests.

E. Learning preferences: How do the learners expect to be taught and tested? How do they prefer to learn? How well do they work in groups? What role do they expect the teacher to take? What roles do they expect to take? This information can help teachers to know whether the learners will be comfortable with certain kinds of activities, or will need to be taught how to do them; for example, how to work cooperatively with each other. It will help to know how to set up activities, or what kinds of bridges will need to be built between students’ expectations of how they should learn and the teacher’s approach and beliefs.

F. Their attitudes: What is their attitude toward themselves as learners? What is their attitude toward the target language and culture? This information can help teachers to know whether the learners feel confident about using the target language, are comfortable with making mistakes, feel positive about being in the classroom.

G. The learners’ goals and expectations: Why are they taking the course? What are their goals? What do they expect to learn? This information can help to shape goals and also to alert learners to what is realistic within the constraints of the course.

H. The target contexts: situations, roles, topics, and content: In what situations will they use English beyond the classroom? Who will they use English with? What topics will they need to be able to communicate about or what content will they need to know?

I. Types of communicative skills they need and tasks they will perform: For what purposes are they using the language? Will they need to understand and give directions? Will they need to give and get information on the telephone? Will they be listening to lectures? Will they need to persuade clients?

J. Language modalities: Do they need to speak, read, listen, and/or write in the target language?

The areas outlined above will yield both objective information about the students and subjective information. Objective information includes facts about who the learners are, their language ability, and what they need the language for. Subjective information includes attitudes and expectations the learners have with respect to what and how they will learn.

WAYS

Types: feedback, writing assignments, personal goals and objectives, questionnaires, anonymous feedback cards, in-class discussions, student-teacher conferences, mind-mapping, actual classroom activities.

Once or on regular basis

A. Questionnaires: can tailor questions for particular group.

B. Interviews: teacher to Ss, student-to-student, Ss to teacher

C. Grids, charts, or lists: 

D. Writing activities

E. Group discussions

F. Ranking activities

Ongoing

A. Regular feedback sessions

B. Dialogue journals

C. Learning logs or learning diaries

D. Portfolios

WHEN

Pre-course: prior to the start of the course and can inform decisions about content, goals, and objectives, activities, and choice of materials. Generally, assessment activities that determine placement are done at the program level so that students can be placed in the right course at the right level. Pre-course needs assessment activities may be diagnostic and help to pinpoint specific areas of strengths and weaknesses and thus help to determine what needs to be addressed in a given course. 
They may gather information about learners’ target needs and thus help determine the content of the course, which language items, skills, etc. will be taught; as well as which materials and texts should be used. They may gather information about students’ learning needs and thus help determine what kinds of activities will be used. Teachers who are able to gather information prior to teaching a course can use it to plan the course so that it is responsive to students’ needs right from the first day of class. In many cases, however, teachers do not meet their students prior to teaching them, and so must rely on initial and ongoing needs assessment to allow them to be responsive to their learners’ needs.

Initial: takes place during the initial stage of a course, the first few sessions, the first week or weeks, depending on the time frame of the course. The kinds of information gathered prior to teaching a course can also be gathered during the first few class sessions.

Ongoing: takes place throughout the course. One advantage is that it is grounded in shared experiences and thus can be focused on changing the course as it progresses. It helps to determine whether what is being taught, how it is being taught, and how it is being evaluated, are effective for students. You may need to change or adjust the content, the materials, and the objectives, depending on what you find out in ongoing needs assessment. Students are asked to reflect on something they have done, and to base their assessment and suggestions on these concrete experiences. In order for ongoing assessment to work, however, it must be geared toward those aspects of teaching you can change.

4. What is the definition of good materials?

Materials are something used to increase the learners’ knowledge and/or experience of the language. They play an important role in learning, in that with materials learners can encounter the content, participate in certain activities, and achieve the goals and objectives of the course. Therefore, for second language acquisition, good materials need to agree on the basic principles of second language acquisition. In this sense, good materials should include some characteristics in terms of learner factors, input factors and activity factors. 

First, good materials should be considered in respect of learner factors: learners’ proficiency, age, sex, aims and purposes, interest, background knowledge, culture and learners’ affective factors as well. Learners are different in every way, so materials should be various and flexible so that they are capable of being used in a variety of ways, catering for different learners’ styles. Accordingly, language instruction should also change as much as possible. Since learners’ affective factor (mainly motivation) plays an important role in language learning, materials should be appealing and attract learners’ interest and attention. In other words, materials should stimulate learners’ affective aspect in a positive way. In detail, topics or themes of materials should be interesting to learners and at the same time, what is taught with the materials should be relevant and useful to learners, so learners’ motivation and participation should be active. Lastly, materials should also foster independent learning by raising the consciousness of the learners and making them more aware of the learning process.

Second, good materials should also be considered in terms of input factors: authenticity and comprehensibility. As the focus will be on assisting learners to do in class what they will need to be able to do outside, the materials should reflect the outside world. In other words, they should have a degree of authenticity to expose learners to authentic use of the target. Through authentic input, learners can notice the gap between a particular feature of their interlanguage and the equivalent feature of the target language. However, authentic input materials are not sufficient for second language acquisition. In order to facilitate language learning, input materials must be comprehensible. The level of vocabulary or the complexity of structures should be appropriate to learners. More importantly, materials should be able to provide enough background knowledge including cultural knowledge to help learners’ understanding. Especially, in SLA, materials should be able to supply good amount of background knowledge, which is critical for learners’ understanding because their background knowledge on L2 is much less than natives’.

Third, good materials should be regarded in the relationship with activities: activities for communicative purposes. Good materials should provide the learners with opportunities to use the target language to achieve communicative purposes. It means materials should be able to supply communicative interactions, so learners can attempt to communicate in a meaningful way. For this, materials should not rely too much on controlled practice, rather it should be able to give learners contextualized but personalized and creative practice activities. By participating in less controlled practice, learners can learn communicative use of language through realizing functional/notional concepts of language forms. 

In sum, materials play important roles in language learning as a bridge between learners and a teacher, and a bridge between learners and language input. Therefore, materials should be decided through thorough consideration of learners’ various factors because, when materials reflect these learner factors successfully, they can provide a stimulus to learning. In addition, materials should provide comprehensible but authentic language input for communicative use. The activities in materials should provide opportunities with which learners can participate in meaningful communication. 

5. What are the points a teacher should consider when they select, adapt, and create resources?

For a teacher, creating, selecting and adapting resources means developing resources so that students can achieve the objectives that will help them reach the goals of the course. Therefore, when developing resources, teachers should link everything to the students and their conditions and teaching situations. In this respect, there are several aspects to consider for developing resources in terms of learners, learning, language, and social context. 

1.) Learners

Teachers should consider their students first in terms of their experience and background, target needs and affective needs when they develop resources. First of all, resources should draw on what students know and be relevant to them. It means resources should validate students’ experience and at the same time they can use what students know as the language basis for the lesson. Second, resources should focus on students’ outside of class needs and can build students’ confidence, so they can confidently transfer what they learned outside of class. In this sense, we could use our GEP students’ background knowledge as our resources since they are all college students and have quite a lot of experience and simultaneously we should try to meet their needs such as preparing MATE tests for their graduation as we are already doing. 

2.) Learning

To develop resources, teachers should regard how learners learn and how to ensure students learn basic skills which can be used in other learning contexts in or outside of the classroom. This means that resources should allow students to discover, analyze and solve problems so that students can be engaged in learning process actively and use language with purposes. On the other hand, resources should help students develop specific skills and strategies so that they can transfer skills to other learning situations as well. That is why, in our GEP class, we should try to let the students do various tasks related to solve problems instead of giving them simple exercises asking only linguistic knowledge although they might not be able to complete tasks. Meanwhile, we should teach them some basic but essential skills and strategies which they can use in other learning situations.  

3.) Language

Teachers should consider both the areas of the syllabus they want to cover as well as the need to provide the building blocks for listening, speaking, reading or writing in real situations when they develop resources. Resources should help students develop specific language and skills they need for authentic communication so that they learn and practice vocabulary, grammar, functions, etc. In this regard, resources should be as authentic as possible and various, so that students can gain experience about real language use and get different types of practice. On the other hand, resources should integrate the four skills because the four skills mutually reinforce each other. For our GEP class, we have tried to use authentic materials to let them see how real language is used and practice it. We also know, although the class mainly focuses on reading and speaking, that listening and writing are not separable and to the certain extent, all four skills are necessary to do several tasks for each class. 

4.) Social Context 

Resources should enable students to understand cultural context and cultural differences so that they can have more confidence in target culture and understand own culture better. As we know language is closed interrelated to culture, so to understand language, students need to build social and cultural awareness. In this regard, resources should contain cultural context and from them students can widen their understanding of culture not only target language culture but also their own culture. In our GEP class, we used Easter egg hunting and Easter egg dying as fun but very cultural resource.  

6. How can the difficulty level of a certain task be graded?

Tasks, a way of bringing the real world into the classroom, play an important role in language teaching.  Especially in the task-based syllabus, how to present tasks in a syllabus is an important consideration. It is generally assumed that difficulty is the key factor in determining the ordering of tasks in a syllabus. Therefore, we need to know how to grade the difficulty level of a task: we should consider the perspectives of input, learner, and activity itself.

1.) Input factors

Input, usually written or spoken texts which are used for a task, can result in the different difficulty level of a task: the complexity of a text and the types of a text. First, the complexity of a text is affected by the complexity of structural patterns, the amount of low frequency vocabulary, the speed and clarity of a spoken text, the number of speakers involved, the explicitness of the information, the familiarity of a text, the discourse sequence and structure, and the interpretive density as well. The interpretive density of a text means not only how much information it contains and the extent to which this information is recycled but also whether it has headings, photographs, drawings, tables, graphs and ect. to make learners’ comprehensive process easier. Second the types of texts(genre) has an effect on its difficulty. Brown and Yule (1983) suggest that descriptions are simpler than instructions, in turn, instructions are easier than stories. Abstract discussions, or those involving the expression of opinions and attitudes, are more difficult. 

2.) Learner factors

In considering input, it is generally assumed that abstract input poses greater problems for learners than concrete input. However, the degree of such problems will depend on the extent of the learner’s background knowledge on the input in question. It may well be that an unfamiliar concrete input will pose greater problems than a familiar abstract input. Therefore, the role of the learners in relation to task difficulty is important.

Pearson and Johnson suggest that comprehension is a process of building bridges between the known and the unknown. In other words, learners can comprehend what they learn better, when the input is familiar to or related to their background knowledge. For example, Nunan (1985) found that the lack of appropriate background knowledge was a more significant factor in the ability for second language learners to comprehend school texts than linguistic complexity. In addition to learners’ background knowledge, learner factors influencing on task difficulty include various learner variables such as their levels of proficiency, learning styles, and various affective factors like confidence, motivation and interest. Input and learner factors are not always independent, rather, there is an interaction between the complexity of input and learner factors. 

3.) Activity factors

The final set of factors is activities themselves. In recent years, with the increasing use of authentic texts, there has been a tendency to control difficulty not by simplifying the input to which learners are exposed, but by varying the difficulty of the activities which learners are expected to carry out.  Brindly (1987) suggests that the following factors determine the complexity of what the learner has to do: the familiarity of a task, the amount of context provided prior to a task, processability of language of a task, the amount of help available to the learner, the degree of grammatical accuracy/contextual appropriacy required for a task, and available time to the learner. Candlin and Nunan (1987) have also suggested that activities can be graded according to the cognitive load of a task.

In conclusion, determining task complexity is not easy because several factors which affect on the difficulty of a test are interrelated although most of the elements can be categorized into input, learner and activity factors. Therefore, even if the same text is used, the difficulty of related tasks can be changeable by how the other two factors, learner and activity factors, are set. 

7. What are some of the different ways of scaffolding material for students?
8. Explain the terms synthetic and analytic syllabus and classify the different syllabus types into one or the other?

According to McKay, a syllabus provides a focus for what should be studied, along with a rationale for how that content should be selected and ordered. Each syllabus falls into categories of either synthetic or analytic syllabus depending on the learner’s role: synthesize or analyze. 

Synthetic Syllabus: A synthetic syllabus (Wilkins 1976) is one in which the different parts of language are taught separately and step-by- step so that acquisition is a process of gradual accumulation of the parts until the whole structure of the language has been built up. It is very modular and focused. In planning the syllabus, the language has been broken down into a list of grammatical structures and into a list of lexical items. That is, everything is broken down into pieces and taught one by one. For example, pronunciation practice, vocabulary, grammar are all taught separately. At any one time the learner is being exposed to a deliberately limited sample of language. The language that is mastered in one unit of learning is added to that which has been acquired in the preceding units. The learner's task is to re-synthesize the language that has been broken down into a large number of smaller pieces with the aim of making his learning easier. It is only in the final stages of learning that the global language is reestablished in all its structural diversity. 

White(1988) explains that Synthetic syllabuses focus on what is to be learned: the L2. Those who choose synthetic syllabuses are interventionists because there is always someone who pre-selects and predigests the language to be taught, dividing it up into small pieces, and determining learning objectives in advance of any consideration of who the learners may be or of how languages are learned. This type of syllabuses, are thus external to the learner, other-directed, determined by authority, set the teacher as decision maker, treat the subject matter of instruction as important, and assess success and failure in terms of achievement or mastery.

Analytic Syllabuses: Unlike synthetic syllabuses, according to Wilkins (1975), analytic syllabuses offer the learner target language samples which, while they may have been modified in other ways, have not been controlled for structure or lexis in the traditional manner. Analytic approaches are organized in terms of the purposes for which people are learning language and the kinds of language performance that are necessary to meet those purposes.” Analytic, that is, again refers not to what the syllabus designer does, but to the role required of the learner. Analytic syllabuses are those which present the target language whole chunks at a time, without linguistic interference or control. 

White mentions that analytic syllabuses focus on how the language is to be learned, not what is to be learned as in synthetic syllabuses. Those who adopt this type of syllabuses are noninterventionist because they involve no artificial pre-selection or arrangement of items and allow objectives to be determined by a process of negotiation between teacher and learners after they meet, as a course evolves. This type of syllabuses are thus internal to the learner, negotiated between learners and teacher as joint decision makers, emphasize the process of learning rather than the subject matter, and assess accomplishment in relationship to learners' criteria for success. Firstly, they rely on the learners' assumed ability to perceive regularities in the input and to induce rules (or to form underlying rules of what looks like rule-governed behavior), Secondly, they rely on the continued availability to learners of innate knowledge of linguistic universals and the ways language can vary, knowledge which can be reactivated by exposure to natural samples of the L2. Analytic syllabuses are based on non-linguistic units such as topics, themes, settings, and situations. Procedural, process, and task-based syllabuses are examples of the analytic syllabus type.

There are various types of syllabuses which fall into synthetic syllabus such as grammatical (structural), situational, topical, notional-functional, and skill-based syllabuses. The two of them are as follows.

1) Grammatical (structural) Syllabus

According to Mckay, structural syllabuses focus on grammatical forms. They are organized according to either grammatical or phonological structures. The selected structures are usually those the author regards as important in the language. The sequencing of structures is typically based on the idea of starting with easy structures and gradually progressing to more difficult ones. In some case the sequencing starts with the most frequently occurring structures and gradually move to the less frequently occurring ones. 

2) Situational Syllabus

Situational syllabuses are based on the idea that language is found in different contexts, or situations. Thus, the organization in a situational syllabus will be based on common situations. For example, at a party, at the beach, in a tourist shop, at the airport, at a theater, in a taxi, at a hotel, in a restaurant and the like. The selection of situations is usually based on some feeling for the likelihood that the students will encounter such situations in the future. The sequencing usually moves from situation to situation based on either chronology or the relative likelihood that students will encounter the situation in question.

9. What are the purposes of assessment and what are the major assessment schemes? 
Assessment is an important tool for many purposes in teaching and learning. Some of the purposes are as follows.
 
1. Teachers need to know how learners are doing.

2. Learners want to know how they’re doing. (can trigger intrinsic motivation)

3. Parents want to know how their children are progressing.

4. Assessment tells the learners how they are progressing compared with others and to themselves.

5. Assessment tells teachers which learners need further support.

6. Authorities want to know whether teachers are doing an effective job.

7. Teachers need to inform the school about learners’ progress. 

8. Teachers need to meet parents’ and learners’ expectations.

The major assessment schemes are formal and informal assessments. Formal assessment includes tests and surveys. However, assessment covers a much wider scope than tests as it includes formal and informal types of assessing. Informal assessment is involved in all incidental, unplanned evaluative coaching and feedback on tasks designed to elicit performance, but not for the purpose of recording results and making fixed judgments about a student’s competence. 

Most informal assessment is assessing students in the process of “forming” their competencies and skills in order to help them continue that growth process. This type of assessment often implies the observation of the process of learning, as opposed to the product. Informal assessment tends to be continuous, diagnostic assessment of learners’ progress in a range of activities and exercises. This may also include peer assessment and self assessment to encourage learners to evaluate their own expectations and achievements and gain a clearer understanding of the goals and objectives of their learning. This type of assessment procedures can help the monitoring and diagnosis not only of what learners have learnt, but also the effectiveness of teaching and learning processes. Therefore, our success as teacher is greatly dependent on constant informal assessment, for it gives learners information about how they are progressing toward goals and what the next step in the learning process might be. 

On the other hand, formal assessment is exercises or experiences specifically designed to tap into a storehouse of skills and knowledge, usually within a relatively short time limit. They are systematic, planned sampling techniques constructed to give teacher and student an evaluation of student achievement. Such assessments tend to occur at the end of a lesson, unit, or course and therefore attempt to measure, or summarize, what a student has grasped. That is, formal assessment tends to take place after the curriculum has been implemented, for purposes of evaluating its success and improving it for future implementation (Brown 1989). Teachers are expected to execute formal assessment at the end-of-term, or –stage assessment in a range of activities in line with the policy of the school, education system, and/or assessment authority to determine learners’ achievement of the stated objectives. 

In conclusion, a teacher should think of evaluation as an ongoing part of the entire teaching and learning process. Thus evaluation can occur in the planning and teaching stages of the course, after it is over, and when it is replanned and retaught. As teachers design assessment scheme, they need to include a variety of procedures to cover a range of purposes for assessmetn. It is important to be clear about the purposes of assessment before selecting a procedure. The development of an assessment scheme should form part of the initial planning process. 

10. How and why is sequencing an important concept in course development and what is it based on?

Sequencing is the arrangement of the content over time, in a curriculum plan or syllabus, i.e., the order in which new items will be taught. Sequencing involves deciding the order in which you will teach what. At the course level, sequencing involves deciding the order in which you will teach the units and, to some extent, the order within each unit. Developing interlinked sets of activities in which succeeding steps are dependent on those which come before, will ensure greater coherence and consistency for the language program.

The main principles of sequencing in putting a course together are based on the common sense principle of building and recycling. At first, when it comes to building, step A prepares in some way (provides the foundation) for step B. Step B in turn prepares for Step C and so on. Principles for sequencing content in language teaching courses include: 1) A is simpler or less demanding; B is more complex or more demanding; 2) A is more controlled; B is more open-ended; 3) A provides knowledge or skills required to do or understand B (B builds on knowledge and skills provided by A); 4) A uses receptive skills (listening/reading), step B uses productive skills (speaking/listening) : input before action; 5) A uses productive skills to activate knowledge, B uses receptive skills to consolidate knowledge

As in the organization of a course, recycling is another important aspect of organizing and sequencing materials. Language acquisition is not a linear, discrete process, but an organic and unpredictable one. Learners do not necessarily learn something the first time they encounter it, and so it is important to present material more than once and in different ways in order to aid the acquisition process. Recycling means that something that has been introduced is then learned in connection with something else, so that it is both “reused” and learned in more depth. Ways to recycle include 1) recycling something using a different skills. (i.e., students listen to taped phone conversations prior to using oral skills in a telephone role play); 2) recycling something in a different context (i.e., students call for information using practice situations, then call for information in a real situation); 3) recycling something using a different learning technique (i.e., students compare letters they have written and then dictate one group letter to the teacher).

When the syllabus designer makes decisions about sequencing, there are some competing claims that should be considered. They are learnability of an item, frequency of an item, coverage of an item, and usefulness of an item. First, the syllabus designer should consider learnability of an item. Some structural or lexical items are easier for students to learn than others. Thus we teach easier things first and then increase the level of difficulty as the students’ language level rises. Secondly, the syllabus designer should consider frequency of an item. It would make sense, especially at beginning levels, to include items which are more frequent in the language, than ones that are only used occasionally by native speakers. Thirdly, the syllabus designer should consider coverage of an item. Some words and structures have greater coverage (scope for use) than others. Thus we might decide, on the basis of coverage, to introduce the going to future before the present continuous with future reference, if we could show that going to could be used in more situations than the present continuous. Finally, the syllabus designer should consider usefulness of an item. the reason that words like book and pen figure so highly in classrooms (even though they might not be that frequent in real language use) is because they are useful words in that situation. In the same way, words for family members occur early on in a students’ learning life because they are useful in the context of what students are linguistically able to talk about.

In summary, sequencing is an arrangement of the order in which new items will be taught. When activities are effectively sequenced, it will ensure greater coherence and consistency for the language program. The main principles of sequencing are building and recycling. It means, in a syllabus, step A should provide foundation for step B. And same items should be reused in different skills, contexts, and techniques. The ways of sequencing can be determined by learnability of an item, frequency of an item, coverage of an item, and usefulness of an item. We need to teach easier, more frequent, broadly used, and useful items earlier than other items.

11. What are some of the different types of writing activities students can do?

In recent years, two different views on the nature of writing have emerged. They are the product approach and the process approach. There are lots of writing activities according to each product.
The product approach to writing focuses on the end result of the act of composition, i.e. the letter, essay, story and so on. There is an emphasis on accuracy. The teacher’s role is to be a judge of the finished work. Writing often has a consolidating function. The focus in class will be on copying and imitation, carrying out sentence expansions from cue words and developing sentences and paragraphs from models of various sorts. The first activity in the product approach is ‘controlled sentence construction.’ This activity can be done by providing a model sentence and asking students to construct a parallel sentence with different lexical items, by inserting a missing grammatical form, by composing sentences from tabular information, with a model provided, and by joining sentences to make a short paragraph, inserting supplied conjunctions (but, and, however, although….). The second activity is ‘free composition’. In this kind of activity, students are simply invited to write on a certain topic. Or they are provided with reading passages as a stimulus for a piece of writing on a parallel topic, usually with comprehension questions interspersed between the two activities. In addition, as a consolidating activity, students can work on writing tasks ‘bunched’ at the end of a unit, either as supplementary work in class or set for homework and returned to the teacher for later correction.

Those who advocate a process approach to writing see the act of composition from a very different perspective, focusing as much on the means whereby the completed text was created as on the end product itself. In order to find out more about how writers arrive at their final product, researchers studied writers as they went about their work. One of the most important discoveries, according to Zamel (1982), was that the act of composing evolves through several stages as writers discover, through the process, what it is that they are trying to say. 

Activities currently used reflect a focus on the different stages in the writing process. The different stages can be divided into three like the rehearsing phase, the writing phase, and the revising phase. At first, activities related to the rehearsing phase are designed to help learners develop ideas for writing, to help generate plans for writing, to serve as an initial stimulus for writing, and to provide motivation. Examples are journals, brainstorming, values clarification, clustering or word mapping, ranking activities, information-gathering activities. These may include interviews, opinion surveys, field trips, and experiments or demonstrations. Secondly, in the activities related to the drafting/writing phase, the writer moves from initial attempts to sketch out different sections of a composition toward an overall draft of the paragraph or essay. Audience, purpose, and form are now considered. The write draws on some of the ideas generated in the rehearsing phase but develops and elaborates them as the writing process takes over. Activities may include strategic questioning, timed-focused writing, elaboration exercise, reduction exercise, jumbled paragraph, jumbled essay, writing thesis statements and topic sentences, quickwriting, and group drafting. Finally, the activities related to the revising phase are the editing and proofreading phases of writing. Techniques include peer feedback, group-correction activities, rewriting exercise, revising heuristics, teacher feedback, and checklists.

In sum, writing, as a complex cognitive activity, can be viewed as a product-focused or a process-focused. In the product-focused approach, the main focus is a result of composition and accuracy. On the other hand, in the process-focused approach, main focus is the means and process that writer go through in order to reach the completed text. Through the process, a writer develops ideas for writing, writes what he wants to say, and revises it.

12. What is the definition of a successful lesson?

For a successful lesson, there are some principles to consider for teachers: they are coherence, variety, and flexibility. These principles have proven useful for all teachers, not just the second/foreign language teacher.

1. A successful lesson has a sense of coherence and flow. This means that the lesson hangs together and is not just a sequence of discrete activities. On a macro level, links or threads should connect the various lessons over the days and weeks of a course. On a micro level, students need to understand the rationale for each activity; also, they learn best when there are transitions from one activity to the next.

2. A successful lesson exhibits variety. This variety needs to be present at both the macro and micro levels. While for most students, a certain degree of predictability in terms of the teacher, the texts, classmates, and certain administrative procedures is comforting; however, to avoid boredom and fatigue, lesson plans should not follow the same pattern day after day. On a macro level, there should be variety in terms topics (content), language, and skills over the length of the course. On a micro level, each daily lesson should have a certain amount of variety in terms of the pace of the class, such as time spent on various activities, depending on the difficulty or ease of the material being covered. The percentages of teacher-fronted time and student-centered activities should vary from lesson to lesson; there are days when we want our students to participate and be active, but there are other days when we want them a bit calmer in order to be receptive to new material or practice a listening or reading strategy. Some teacher-trainers have referred to this as the ability to “stir” or “settle” our students depending on the need. Each lesson should also have some variety in terms of classroom organization such as whole-class, small-group, pair, and individual activities. The mood of different lessons will vary as well; mood shifts can reflect the teacher’s disposition on a certain day, the chemistry of the mix of students, the weather, current events, or something unexplainable.

3. A successful lesson is flexible. Lesson plans are not meant to be tools that bind teachers to some preordained plan. Good teachers think on their feet and know when it is time to change an activity, regardless of what the lesson plan says. An interesting student question can take the class in an unanticipated direction that creates one of those wonderful “teaching moments,” not to be missed. A brilliant idea can come as the teacher is writing on the board; sometimes pursuing these ideas is well worth a risk of failure. Even failure can be a valuable lesson for both the novice and experienced teacher.
13. What is purpose of homework in course design and how is it different from what is done in the classroom?

The most common academic purpose of homework is to have students practice material before the class to preview and after the class to reinforce learning and facilitate mastery of specific skills.  First, preparation assignments introduce the material that will be presented in future lessons. These assignments aim to help students obtain the maximum benefit when the new material is covered in class.  Next, extension homework involves the transfer of previously learned skills to new situations.  Finally, integration homework requires the student to apply separately learned skills to produce a single product, such as book reports, science projects, or creative writing.  Therefore, experts perceive that homework is a good way to review, reinforce, and practice what has been taught.  Homework is also considered to be a good way to assimilate new information related to what has been studied.  In addition, homework is judged as an avenue that allows teachers to assess students' understanding of what has been presented.  It is also seen as a method of preparation for the next day's work and a valuable way to study for tests.

Homework also can serve purposes that do not relate directly to instruction.  Homework can be used to (1) establish communication between parents and children; (2) fulfill directives from school administrators; (3) punish students; and (4) inform parents about what is going on in school.  To summarize

· The homework can help students develop as independent learners if it is differentiated to meet the specific learning needs of the individual.

· The homework is done to improve learning.  Homework should be designed to benefit the student, rather than an exercise to be completed and checked by the teacher.  The results should be seen in application at school.

· The homework should be to develop and consolidate the skills necessary for further learning, both in and out of school.

· Reading daily, both assigned and/or personal choice, will develop life long reading habits.

· Students need time at home to pursue personal interests, mother tongue fluency, and to partake in physical, recreational and intellectual activities with their families and friends.

The most direct positive effect of homework, rather than what is done in the classroom, is that it can improve retention and understanding. More indirectly, homework can improve students' study skills and attitudes toward school, and teach students that learning can take place anywhere, not just in school buildings. The non-academic benefits of homework include fostering independence and responsibility. Finally, homework can involve parents in the school process, enhancing their appreciation of education, and allowing them to express positive attitudes toward the value of school success.  It can be beneficial to involve parents in homework when young children are experiencing problems in school.  Older students and students doing well in school have more to gain from homework when it promotes independent learning.

14. What are some of the different kinds of interaction types that can occur in the classroom and how can they be used?

Through interaction, students can increase their language store as they listen to or read authentic linguistic material, or even the output of their fellow students in discussions, skits, joint problem-solving tasks, or dialogue journals.  In interaction, students can use all they possess of the language – all they have learned or casually absorbed – in real-life exchanges (Wilga Rivers. 1987:4-5).  There are some different kinds of interaction types that can occur in the classroom.

1) Teacher to class

Teacher to class interaction involves the teacher basically presenting things to the class in more or less a unidirectional manner.  Long and his colleagues (1975) make a basic distinction between a ‘lockstep’ organization of classroom interaction, where activities are ‘teacher-fronted’, and a small group format.  Lockstep is explained in terms of a simple sequence of teacher stimulus ⇒ student response ⇒ teacher evaluation of student response (a traditional pattern of teacher question – student answer – teacher comment).  That is, in other words, a situation where the whole class is moving along together, where the teacher is the primary, even the only, initiator.

2) Class to teacher

Class to teacher interaction is probably where the class is talking to the teacher and this is usually a two-way interaction.  Basically the teacher and the class are having a conversation with each other which often involves questions and answers from both directions.  There is of course teacher to student interaction where the teacher is interacting with one student at a time. We are not really sure what the rest of the class is doing during this time, which may be a bad thing.  The other side of this is student to teacher interaction where again one student is dealing with one teacher at a specific time.

3) Student to student

Student interaction could be either of the individual level or at the group level.  It might include a so called melee activity, where students are running around interact with as many different other students as possible with a period of time.  It follows from this that breaking the class down into smaller size units (groups, pairs) should in principle lead to a greater amount of language being spoken by each individual, and to a wider variety of language functions being used as a result of increasing role differentiation.  If the activities are well designed and learners are appropriately matched, pair and group work provides far more practice in speaking and participating in conversations than a teacher-centered class ever could.  Research has shown that learners do not produce any more errors in their speech when talking to learners at similar levels of proficiency than they do when speaking to learners at more advanced levels or to native speakers.  Group and pair work is a valuable addition to the variety of activities that encourage and promote second language development.  

(4) Student to text

Reading can be a good interactive activity.  It might seem strange to say that reading is interactive but it is even though the interaction is a long distance type interaction between writer and reader with the text as kind of an intermediary.  To be a good reader the reader needs to be able to get into the head of the writer and make a wide range of decisions about what they think the writer was trying to indicate.  Obviously they can not do this directly because of distances in space and time so the reader really has to do this with the text itself.  Thus, good readers need to engage a text constantly asking questions and making decisions going deeper into the text.  Readers can’t just analyze the surface forms; they need to go deeper and ask questions; what does this mean, why is this here, what is going on in this text?  This is the type interaction that good readers do, but often subconsciously.  

15. What would be some of the major differences in designing classes in an ESL and an EFL situation?

Second language learning contexts are those in which the classroom target language is readily available out there.  Teaching English in the United States or Australia clearly falls into this (ESL) category.  On the other hand, foreign language contexts are those in which students do not have ready-made contexts for communication beyond their classroom.  They may be obtainable through language clubs, special media opportunities, books, or an occasional tourist, but efforts much be made to create such opportunities.  Teaching English in Korea, Japan, Morocco or Thailand is almost always a context of English as a foreign language (EFL).  


Accordingly, the main difference between the ESL situation and the EFL situations is 1) the quantity and quality of input available outside of the classroom.  This availability of input outside the classroom in the target language environment means that in the ESL class what a teacher really needs to do is to try to explain the input to the students are exposed to.  She doesn’t need to provide practice because they may be getting that in the real world.  What the ESL teacher should try to do is make sense of the input surrounding her/his students so that they are confident in engaging others and basically in getting more input.  She needs to teach them about how to react to input.  Basically what the ESL teacher needs to do is to put a frame around all the input the students are getting.  The EFL situation is different.  In the EFL situation the teacher not only needs to put a frame around the input but also needs to provide input and various types of input.  This doesn’t mean that all the input is coming from the teacher herself.  She needs to collect input, and good sources of input, from other places and then try to get the students to practice this input.  So in the EFL situation most of what will happen in the classroom should be practice.  

In addition, 2) ESL and EFL classrooms have different goals for language learning. First, in the ESL situation, the goals may simply state the most idealized outcome for a language course: ‘learners are expected to eventually use the language as “near” native speakers.’  Yet, the learners might be painfully aware of immediate, daily needs in order to begin to function in the new community, needs which are quite removed from this ideal terminal outcome but which are vital for daily survival.  In this kind of situation, courses for both children and adults must set up goals to fit individual needs and wants by reflecting social objectives as well as academic, professional or occupational ones.  For this purposes, the course must capitalize on numerous opportunities as follows when you plan a lesson or curriculum in a context that falls into the second language category.

· Give homework that involves a specific speaking task with a person outside the classroom, listening to a radio or TV program, reading a newspaper article, writing a letter to a store or a charity.

· Encourage students to seek out opportunities for practice.

· Encourage students to seek corrective feedback from others.

· Have students keep a log or diary of their extra-class learning.

· Plan and carry out field trips (to a museum, for example)

· Arrange a social mixer with native English speakers

· Invite speakers into your classroom

On the other hand, general view can be illustrated in the following statement which might occur in an EFL setting: ‘The purpose of introducing an additional language into our educational system is to allow communication with the rest of the world.’  This statement of objectives reflects overall societal goals for a country which needs to promote contacts with other communities.  For this purpose, planners are likely to design a utilitarian-oriented syllabus, one which encourages the development of communicative-type teaching materials.  In more operational terms, the curriculum committee might define the terminal goal of the program as follows: ‘The students finishing this program will be able to converse effectively with a native speaker on topics of interest, will be able to read authentic materials for pleasure or professional needs, and will be able to correspond with friends, colleagues or business associates in the target language.’  Here are some guidelines to help you compensate for the lack of ready communicative situations outside the classroom.

· Use class time for optimal authentic language input and interaction

· Don’t waste class time on work that can be done as homework

· Provide regular motivation-stimulating activities

· Help students to see genuine uses for English in their own lives

· Play down the role of tests and emphasize more intrinsic factors

· Provide plenty of extra-class learning opportunities, such as assigning an English-speaking movie, having them listen to an English-speaking TV or radio program, getting an English-speaking conversation partner, doing outside reading (news magazines, books), writing a journal or diary, in English, on their learning process.

· Encourage the use of learning strategies outside class

· Form a language club and schedule regular activities

16. How are all four skills to be integrated in lesson planning?

The integration of the four skills is possible within a communicative, interactive framework. The following four models are in common use. They all pull the direct attention of the student away from the separateness of the skills of language and toward the meaningful purposes for which we use language. These kinds of class models enable the students to integrate language with real-life and to perceive the relationship among several skills and provide teachers with a great deal of flexibility in creating interesting, motivating lessons.

1) Content-based instruction
Content-based instruction refers to language teaching integrates the learning of some specific subject-matter content with the learning of a second language. The overall structure of a content-based curriculum is dictated more by the nature of the subject matter than by language forms and sequences. The second language is simply the medium to convey informational content of interest and relevance to the learner. Here are some examples of content-based curricula:

· Immersion programs for elementary-school children

· Sheltered English programs (mostly found at elementary- and secondary-school level)

· Writing across the curriculum (where writing skills in secondary schools and universities are taught within subject-matter areas like biology, history, art, etc.)

· English for Specific Purposes (ESP) (e.g. for engineering, agriculture, or medicine)

Content-based teaching allows learners to acquire knowledge and skills that transcend all the bits and pieces of language that may occupy hours and days of analyzing in a traditional language classroom. The meaningful learning principle applies well here. Learners are focused on very useful, practical objectives as the subject matter is perceived to be relevant to long-term goals. This also increases the intrinsic motivation that is so important to learning of any kind.

Content-based instruction also makes the complete integration of language skills possible. As planning a lesson around a particular subtopic of a certain subject-matter area, the task becomes how best to present that topic or concept or principle. In such lessons it would be difficult not to involve at least three of the four skills as students read, discuss, solve problems, analyze data, and write opinions and reports.

2) Theme-based instruction

Theme-based instruction or topic-based teaching can be a weak form of content-based teaching that actually places an equal value on content and language objectives. Theme-based instruction provides an alternative to what would otherwise be traditional language classes by structuring a course around themes or topics. Theme-based curricula can serve the multiple interests of students in a classroom and can offer a focus on content while still adhering to institutional needs for offering a language course per se. In the classroom students read articles or chapters, view video programs, discuss issues, propose solutions, and carry out writing assignments on a given theme. 

Numerous current ESL textbooks, especially at the intermediate to advanced levels, offer theme-based courses of study. Challenging topics in these textbooks engage the curiosity and increase motivation of students as they grapple with an array of real-life issues ranging from simple to complex and also improve their linguistic skills.

3) Experiential learning

Experiential learning includes activities that engage both left- and right-brain processing, that contextualize language, that integrate skills, and that point toward authentic, real-world purposes. One specialized form of experiential learning that has been quite popular in elementary-school teaching for several decades is the Language Experience Approach (LEA) (Van Allen & Allen 1967), an integrated-skills approach initially used in teaching native language reading skills, but more recently adapted to second language learning contexts. For example, students’ personal experiences (a trip to the zoo, a television story, a picture, etc.) are used as the basis for discussion, and then the teacher writes down the "experience." Students can then recopy, edit, and/or illustrated the story, which is preserved in the form of a "book."A number of activities can then follow, including word study, spelling focus, semantic discussions, inference, prediction, etc. The benefit of the LEA is in the intrinsic involvement of students in creating their own stories rather than being given other people’s stories. As in other experiential techniques, students are directly involved in the creative process of fashioning their own products.

4) Task-based teaching

Task-based instruction puts task at the center of one’s methodological focus. It views the learning process as a set of communicative tasks that are directly linked to the curricular goals they serve, the purposes of which extend beyond the practice of language for its own sake. Task-based teaching as an overall approach is important to organize a course around communicative tasks that learners need to engage in outside the classroom. The course objectives of task-based curricula are somewhat language-based. While there is an ultimate focus on communication and purpose and meaning, the goals are linguistic in nature. In task-based teaching there is a well-integrated approach to language teaching that asks you to organize the classroom around practical tasks, such as "giving personal information in a job interview" that language users engage in "out there" in the real world.

17. What are some of the different organizational bases for curriculum design?

Organizational bases can be referred to different types of syllabus which is the overall organizing principle for what is to be taught and learned. In other words, it is a general statement as to the pedagogical arrangement of learning content. There are six different organizational bases for curriculum design and they are 1) structural (grammar/vocabulary), 2) functional-notional, 3) situational, 4) topic-based, 5) skill-based, and 6) task-based. 

1) Structural (Grammar/Vocabulary)

The structural syllabus organizes the content of language teaching with forms and structures, usually grammatical, of the language being taught (Kranhke, 1987). So, a syllabus can be sequenced according to contrastive difficulty (emphasizing those structures that cause problems due to native language interference), and regularity (first the ones that have more generalizability and productivity). It must be kept in mind that the teaching of structures is bound to content. 

ex) 
· Simple past; irregular verbs

· The passive 

· Formation of adverbs

· Type 3 conditionals 

· Gerunds and infinitives 

2) Functional-notional 

The functional-notional syllabus is based on the communicative and interpersonal uses to which language is put and, in contrast to the formal structural system of the first type, highlights what people do through language. It is normally referred to as a ‘functional’ syllabus. This design principle is often found together with the other list of items which can be called ‘notions’, a term used to describe the rather general and abstract categories a language is able to express, such as concepts of time and place. 

ex) 
· (Functional)

· Making suggestions 

· Asking for directions 

· Giving advice 

· Introducing yourself

· (Notional)

· Location

· Duration 

· Ability 

3) Situational 

The situational syllabus presents a set of everyday situations or ‘settings’. The most commonly proposed alternative to grammatical syllabus is to take situational needs as the starting-point and thereby to construct a situational syllabus to replace the grammatical syllabus. It is the only other kind of syllabus that is at all widely used as a basis for the construction of teaching materials. The argument for the situational syllabus is fairly straightforward. Although languages are usually described as general systems, language is always used in a social context and cannot be fully understood without reference to that context. Our choice of linguistic forms may be restricted according to certain features of the social situation and, in any case, we need the language so that we can use it in the situations that we encounter. Therefore, rather than orientate learning to the subject and its content, we should take account of the learner and his needs. We should predict the situations in which the learner is likely to need the language and then teach the language that is necessary to perform linguistically in those situations. It will be a more efficient process because it will include only what is relevant to the learner. It will be more motivating because it is learner- rather than subject-centered. The distinction between language for learning and language for use will disappear. Units in the syllabus will have situational instead of grammatical labels. 

ex) 
· In the restaurant 

· At a hotel 

· In the post office 

· At a garage 

4) Topic-based

The topic-based syllabus uses topics or themes as its starting point. Using a topic-based syllabus as a framework provides a natural stimulus for language learning in a realistic context. By starting with a topic of interest and then discussing or explaining an issue or opinion, students will find out what they want to say and whether they can say it or not. This then, provides further objectives, whether they be grammatical, lexical or pronunciation based, on which to build the course. 

ex) 
· Space travel 

· Intelligence tests 

· Smoking 

· The weather

5) Skill-based 

The skill-based syllabus focus on language skills, and is concerned with what learners do as speakers, listeners, readers, writers. The skill-based syllabus organizes the content of the language teaching with specific abilities or skills. Skills are things that people must be able to do to be competent in a language, independently of the situation or setting in which the language use can occur. A skill-based syllabus groups linguistic competencies together into generalized types of behaviors, such as reading texts for main ideas or supporting details, applying skimming and scanning, and so on (Kranhke, 1987) 

ex)
· Making notes from a talk 

· Reading for information 

· Using a dictionary 

· Writing an exam answer 

6) Task-based 

Task-based syllabus design has interested some researchers and curriculum developers in TEFL since the mid-1980s, as a result of widespread interest in the functional views of language and communicative language teaching. 

‘Task’ has been seen as a fundamental concept in L2 teaching methodology and course design. At a more fundamental level, the term "task" itself is a complex concept, there are many different sayings of ‘task’ in applied linguistics, for example, two are provided below:

…a piece of work undertaken for oneself or for others, freely or for some reward. This, examples of tasks include painting a fence, dressing a child, filling out a form ,buying a pair of shoes, making an airline reservation… In other words, by "task" is meant the hundred and one things people do in everyday life. (Long1985: 89)

…an activity or action which is carried out as the result of processing or understanding language …A task usually requires the teachers to specify what will be regarded as successful completion of the task. (Richards, platt, and Weber 1985:289.cited in Nunan 1988:45)

While in the discussion in Nunan (1989: 5), we have a definition of "task" adopted in this article follows Willis: 

…by a task I mean an activity which involves the use of language but in which the focus is on the outcome of the activity rather than on the language used to achieve that outcome. (Willis 1990: 127)

Candlin presents a pedagogic task accurately: "one of a set of differentiated, sequenceable, problem-posing activities involving learners and teachers in some joint selection from a range of varied cognitive and communicative procedures applied to existing and new knowledge in the collective exploration and pursuance of foreseen or emergent goals within a social milieu"(cited in Long and Crookes 1992:38). 

On the bases of the previous expound about the term "task", a further discussion goes to "task-based syllabus." In ERIC Digests, we could find the proposal like "The content of the teaching is a series of complex and purposeful tasks that the students want or need to perform with the language they are learning. The tasks are defined as activities with a purpose other than language learning, but, as in a content-based syllabus, the performance of the tasks is approached in a way that is intended to develop second language ability. Language learning is subordinate to task performance, and language teaching occurs only as the need arises during the performance of a given task. Tasks integrate language (and other) skills in specific settings of language use" (Reilly 1988).

Moreover, one thing needs further explanation that task-based teaching has a goal of teaching students to draw on resources to complete some piece of work. The students draw on a variety of language forms, functions, and skills to complete the tasks. Tasks that can be used for language learning are, generally, tasks that the learners actually have to perform in any case. For example: applying for a job, talking with a social worker, getting housing information over the telephone and so on.

ex)
· Language focus: questions forms 

· Vocabulary: meeting people 

· Skills: speaking, reading, listening 

· Task preparation: listen to people meeting 

· Task: Interviews 

· Task follow-up

Most syllabuses are based on a combination of two or more of the types we have illustrated. Some, like this one, for example, may have a ‘primary’ and a ‘secondary’ organizing principle :

· At a bank - question forms

· At a garage - imperatives

· At a hotel - present perfect 

As teachers, we should try to decided what we think might be the most important factors to do with the learners and the setting for the situations chosen. For example, we may think that learners’ proficiency levels, or attitudes to English, are significant, and that class size and resources are the key elements affecting the teaching situation. In addition, we should consider the kind of syllabus that might be selected as the most appropriate in each case, bearing in mind the stated learning purpose. 

18. What are some different types of speaking activities that students can do in the classroom?

The goal of many speaking activities is to get the students to interact so that they can practice using the target language in meaningful and real-life way. The followings are types of speaking activities in which the main focus on students’ interaction. 

1) Information Gap Activity
An Information Gap Activity is supposed to mimic one of the real-world purposes of communication: to exchange unknown information. The information needed for the lesson should be divided into two parts, usually separated out onto two handouts: information A and information B. Students are divided into pairs; one student is given the handout with information A and the other student will have the handout with information B. The most common format is to present information in a grid layout in which handouts A and B have complementary information. Students will then ask each other questions and try to complete their handouts by filling in the missing information.

2) Opinion Gap 

An Opinion gap activity involves identifying and articulating a personal preference, feeling, or attitude. The activity may require using factual information, formulating arguments, and justifying one's opinions. For some topics, there may be no right or wrong responses and no reason to expect the same answers or responses from different individuals or different groups. For example, the teacher divides the class into several groups that will discuss or describe a common object from different perspectives. After all groups finish, the teacher asks the groups to report to the rest of the class. Example: Describe a television set from one of the following points of view:

Group 1: prehistoric people group 2: modern people  group 3: people from the future group 4: people from another planet

3) Reasoning Gap 

A Reasoning gap activity involves deriving some new information from given information through the process of inference or deduction and the perception of relationships or patterns. The activities necessarily involve comprehending and conveying information. Here is an ancient puzzle as an example:

A man is standing by a river with a wolf, a sheep, and some vegetables. He wants to get everything across the river, but he has a small boat that cannot carry all three things at one time. The wolf will eat the sheep if the man goes away, and the sheep will eat the vegetables if the man goes away. Discuss how the man can get across the river without losing any of his belongings.

4) Jigsaw Activity

A jigsaw is a technique for working with a longer reading text that has obvious logical divisions in the content. Divide the reading into logical sections (these may or may not correspond to paragraphs). Copy each section onto a different colored paper so that all copies of section 1 are pink, for example, all of section 2 are blue, etc. Divide the class into as many groups as there are sections. Give each group ONE section of the reading (i.e. everyone in group 1 gets only the first section). Students must learn the information in their section well enough to present it to someone who has not read their section, and they should be able to answer questions about the content. When all groups are ready(or the time limit you set runs out), have one student from each group come together to form a new group; this new jigsaw group should have one of each of the colored sections represented, each new group containing one person from each of the old groups. In this new group, each student in turn presents the content of the section he/she is an expert on, with the goal of reconstructing the original text. As each student presents, the others should take notes and prepare clarification questions for the presenter.

5) Role-play

A Role-play involves the teacher giving role cards to students for pair work. In the following role-play, paired students are asked to provide sustained speech for the specific purpose of persuading each other without causing offense.

· Student A: You like dancing and going to discos. Suggest to your partner that you go out this evening. Try to persuade him/her to go where you prefer.

· Student B: You don't like dancing and going to discos. You prefer going to the cinema or to a concert. Try to persuade your partner to go where you prefer. (White 1982:21)

Role playing/simulation is an extremely valuable method for L2 learning. It encourages thinking and creativity, lets students develop and practice new language and behavioral skills in a relatively nonthreatening setting, and can create the motivation and involvement necessary for learning to occur.

6) Discussion 

A discussion is an oral exploration of a topic, object, concept or experience. All learners need frequent opportunities to generate and share their questions and ideas in small and whole class settings. Teachers who encourage and accept students' questions and comments without judgment and clarify understandings by paraphrasing difficult terms stimulate the exchange of ideas. Its purpose is to help students make sense of the world, to stimulate thought, wonder, explanation, reflection and recall, to provide opportunities for students to clarify and expand their ideas and those of others, to promote positive group interaction and conversation, and to demonstrate questioning techniques. 

There are several ways to provide discussions to students. 

7) Open-ended Discussions:

Open-ended discussions begin with a sincere question (to which there is no one correct or concise answer) posed by teacher or student. All listeners consider the question. Incorporate pauses after students' responses to encourage extended or different responses. Clarify students' responses when necessary. Establish student-student dialogues during the discussion whenever possible. Respect students' question and their responses. Model the role of sensitive listener, collaborator, mediator, prompter, learning partner and questioner.
8) Guided Discussions:

Guided discussions begin with teacher-posed questions that promote the exploration of a particular theme, topic or issue. Through discussion, students should achieve a deeper understanding of the topic. After some time is spent on teacher-directed questioning, students should be encouraged to facilitate discussions by continuing to formulate and pose questions appropriate to the topic of study.

9) Talking Stick Circles or Discussions:

Talking stick circles or discussions can be used to encourage students to reflect on experiences or discuss feelings. The students gather in a circle. The participant holding an assigned object or the talking stick has the option of speaking while other circle participants listen.

Once speakers have shared their comments and opinions, they pass the stick or object to the person next to them. Talking circles can be used with a large group or small groups, or with inner-outer circle formations. Inner-outer circle participants gather in two circles.

The students in the outer circle listen to the discussion taking place in the innercircle, then exchange places and become active participants in the inner circle. 

10) Conversation and Interviews

Conversation is one of the most basic and pervasive forms of human interaction. But carrying on a conversation in the target language can be very difficult for some language learners for many reasons. For instance, carrying on a conversation in English involves selecting vocabulary, applying the grammar rules, pronouncing the English sounds, and understanding the other person. Doing all these things at once is quite demanding. 

A guided conversation, so-called controlled conversation, is an old technique from the audio-lingual era that is still useful for lower-level students. In a guided conversation, the students are given a framework within which to build their sentences, but the actual choice of what they will say is left up to them. 

True conversations are unscripted, free-ranging discourses involving two or more people. In a conversation the topic can change and the individuals take turns, which are contingent (that is, the utterances build on the different speakers’ contributions). By definition, conversations are interactive : Although one speaker is sometimes more talkative than another, in a conversation, two or more individuals communicate. 

19. Why is it important for teachers to adopt a reflective and flexible attitude both to the realities of lesson planning and curriculum syllabus design? 

The clear strength of teacher’s reflective and flexible attitude is that it can ultimately lead to improvements in educational practice. The truly successful teachers are those who constantly and systematically reflect on their actions and the consequences of those actions. This constant reflection results in the acquisition of knowledge as it pertains to the teaching and planning process.

It is important that systematic reflection can provide the stimulus for changing and improving practice in order to make it appropriate for unique individuals with whom we teach. Teachers deal with all different students; each one exceptional in her or his own special way of learning. Each student has different needs, desires, motivations, interests, learning styles, strengths, and weaknesses. Each student, or group of students, constantly provides us with unique challenges and opportunities, many of which require unique approaches. 

Another important aspect of teacher’s attitude is that it advances the notion of teacher empowerment. When teachers collect their own data in order to assist in making decisions about their own students and classroom – a concept known as teacher as decision maker – they become empowered. Teacher empowerment allows teachers to bring into their classrooms their own unique expertise, talents, and creativity so that they can implement instructional programs to best meet the needs of their students. Teachers are allowed – even encouraged – to take risks and make changes to their instructional practice whenever and wherever they believe it to be appropriate. 

Johnson(2005) characterizes traditional teacher in-service as a gathering of teachers, usually after a long day of teaching or on jam-packed workshop day, who sit and listen to an expert describe a new methodology, approach, or instructional materials that they typically do not believe relates directly to their classroom situations or teaching styles. Teachers are not provided with enough time, content, or activities in order to effectively increase their knowledge or positively affect their practice. Therefore, reflective and flexible attitudes serve as a means of improving teachers’ problem solving skills and their attitudes towards professional development and class change, as well as increasing their confidence and professional self esteem. Furthermore, they affirms the professionalism of teaching by giving teachers a real voice in their own professional development, as opposed to being told by someone else that a specific goal or topics is what is needed by every teacher in the building or district.

Teacher’s attitude can also be used to find solution to problems we have identified and ultimately curriculum design their effectiveness. Once we have a specified problem, problem solving strategies can be used to arrive at possible solutions. For example, creative problem solving is a process that follows the identification of a problem with the generation of as many potential solutions as possible; the selection of one solution that seems best; the refinement and implementation of the solution; and finally the evaluation and revision of solution, focusing on its limitation, for future use.

Teacher’s attitude – recall its systematic nature – allows teachers to be more flexible in their thinking, more receptive to new ideas, and more organized in their approach to problem solving. All of these facets enable teachers to become better able to solve problems. Once possible solutions have been developed, they must be tested or tried out in order to determine their effectiveness. Every new ideas must be tested in order to see if or how well, it works.  

In short, teacher’s flexible and reflective attitude affords teachers opportunities to connect theory with practice, to improve educational practice, to empower teachers, to provide professional growth opportunities for teachers, to identify educational problems, to develop solutions and to expand the knowledge base of preservice teachers.

20. What are 'authentic materials' and how and why can they/should they be used in the EFL classroom? 

Authentic materials as spoken and written texts that are used by native speakers, all types of audio, video, and print materials - newspapers, magazines, radio programs, TV programs, movies, advertisements, and so on - that are produced by individuals using the language of the target culture for the specific purpose of addressing authentic audiences within that same language culture. When used effectively, authentic materials help bring the real world into the classroom, exposing the students to cultural features, generating a deeper understanding as well as interest in the target language and significantly enliven the EFL classroom. 

We can claim that learners are being exposed to real language and they feel that they are learning the 'real' language. These are what make us excited and willing to use authentic materials in our classrooms, but while using them, it is inevitable that we face some problems. Many researchers in the task-based instruction argue that the most effective way to develop a particular skill is to rehearse that skill in class with the relevant tasks. They point out that classroom texts and dialogues, which are usually simplified and reduced forms of authentic text, do not adequately prepare learners for coping with the language they hear and read in the real worlds outside the classroom. Also, they argue that if we want learners to comprehend aural and written texts in the real world, then the learners need opportunities for engaging in these real-world texts in class. 

Here are several guidelines for using authentic materials. First of all, when selecting authentic materials, teachers need to consider its three main elements: authentic author, authentic audience, and authentic time. This means that EFL teachers choose authentic materials which are written or made by native speakers for real purpose of communication with authentic audience. Also, authentic time refers that there should be short time lag between when the text has been written and when it is used in classroom. The shorter the time lag, the higher the authenticity of the English text. 

Second, teachers should consider students' profile, such as interest, language proficiency, cognitive ability, and needs when choosing authentic materials. In other words, authentic materials should be interesting, provide enough language input, stimulate their cognitive ability, and meet the needs of students. Using authentic materials with a variety of content, focuses, and tasks can be one way to consider individual students. 

Third, teachers need to create authentic task according to the authentic materials. The tasks should reflect functions that have real-life meaning and purpose in either culture. In this way, teachers provide language input with appropriate context. By accomplishing the tasks, students can meaningfully learn the behavior that a native would exhibit when encountering a particular text type. 

Fourth, authentic materials can be recycled with different tasks. In other words, a teacher should reuse and recombine the same authentic materials for various communicative and socio-cultural purposes in either culture. With recycled materials, students can spend more time doing the different tasks and use the language input in a meaningful context. 

Fifth, teacher should consider sequencing of authentic materials and tasks. Teachers can gradually change the focus from a general and global viewpoint to a narrow, specific one when viewing, listening, or reading authentic materials in the classroom. Also, it is very effective to arrange tasks in a balanced and functional manner with considering affective, cognitive, semantic and experiential formats. 

Sixth, teachers should not over control the speed, depth, amount, or length of the authentic audio and video materials. Instead of simplifying authentic materials, teachers can adjust the objectives to your students' learning pace and abilities or create easier tasks which enable students to understand and use the materials. 

Authentic materials are significant since it increases students' motivation for learning, makes the learner be exposed to the 'real' language. The main advantages of using authentic materials are: 

· They have a positive effect on learner motivation.

· They provide authentic cultural information. 

· They provide exposure to real language. 

· They relate more closely to learners' needs. 

· They support a more creative approach to teaching. 

In sum, using authentic materials is essential in successful EFL teaching. It also helps bring the real world into the classroom and significantly enliven the class. When teachers consider several guidelines, the students develop their ability effectively in on relevant information, they gain confidence in being able to function in an English-speaking society.
Definition

1. Activity

Activity is meaning-focused language practice and students have the chance to interact with peers, teachers and materials through the activities. The purposes of the activity are to have the opportunities to use language in a meaningful way and to achieve the objectives using language. In addition, students will have chances to experience the real world through the activity. 

2. Exercise

Exercise is mostly form-focused language practice. Unlike the activity, most exercises are individual work with interaction between the student and the material. For example, fill-in-the blank type relying on accuracy is an exercise

3. Goals

Goals are general statements of the main purposes behind the course of study. That is what the students should be able to do by the end of the course. Goals direct the course and provide the framework of the course. Therefore, teachers can select or adapt materials or contents based on the goals. 

4. Needs

Needs are information about learners themselves and what learners need to learn. It includes background information of the learners, their interest, attitudes, preference, goals and expectation which might affect learner’s social and academic behaviors. 

5. Syllabus

Syllabus is the specification of what is to be taught in a language program and the order in which it is to be taught. In other words, it is a statement of the plan for any part of the curriculum such as grammar, functions, notions, topics, themes, tasks and so on. 

6. Lesson Plan

Lesson is generally considered to be a unified set of activities or tasks that cover the period of the class time. A lesson plan is a tool with guide, resources, and historical document reflecting teaching philosophy, target students, textbooks, and goals of the target learners. 

7. Modeling

A model is an elicitation or a prompt by the teacher to elicit and exact imitation of a previous utterance. Modeling is a way to assist performance that provides scaffolding. Assisted performances include giving students opportunities for guided and independent practice and guided practice starts with teacher’s modeling. 

8. Curriculum

Curriculum is the overall plan of the course of program. It includes the educational purposes of the program regarding goals, aims, contents, sequence, procedures, learning activities, assessment tools. Compare to similar concept, curriculum encompasses broader ideas about the course in general while syllabus is more localized. 

9. Assessment

Assessment is a systematic and ongoing process to collect information about the ability of a students or the success of teaching based on various sources of evidences. Data can be collected by tests, interview, questionnaires, observation etc.

10. Survey

Survey is the technique to gather information about learners such as their feeling, attitude, and belief. Oral interviews, questionnaires can be used to collect data. 

11. Theme: Theme refers to the topic of interest and area of subject knowledge selected to talk or read about in order to learn and use the target language. In selecting appropriate themes, one would draw on considerations of learners’ age and other social criteria.

Theme refers to the topic of interest and area of subject knowledge selected to talk or read about in order to learn and use the target language. In selecting appropriate themes, one would draw on considerations of learners’ age and other social criteria.

12. Wind down: Wind down refers to concluding a lesson to (a) reinforce what has been learned in a lesson, (b) integrate and review the content of a lesson, and (c) prepare the students for further learning. The strategies teachers use for wind down include summarizing what has been covered in the lesson, reviewing key points of the lesson, relating the lesson to the course or lesson goals, pointing out links between the lesson and previous lessons, showing how the lesson relates to students’ real-world needs, making links to a forthcoming lesson, and praising students for what they have accomplished during the lesson. 

Wind down refers to concluding a lesson to (a) reinforce what has been learned in a lesson, (b) integrate and review the content of a lesson, and (c) prepare the students for further learning. The strategies teachers use for wind down include summarizing what has been covered in the lesson, reviewing key points of the lesson, relating the lesson to the course or lesson goals, pointing out links between the lesson and previous lessons, showing how the lesson relates to students’ real-world needs, making links to a forthcoming lesson, and praising students for what they have accomplished during the lesson. 

13. Task chains: Task chains refer to the chaining of activities together to form a sequence, in which the successful completion of prior activities is a prerequisite for succeeding one. Under this principle, activities are sequenced, not only according to their complexity as determined by input, learner, and activity factors, but also by the logic of themes and learning pathways. Developing interlinked sets of activities in which succeeding steps are dependent on those which come before, will ensure greater coherence and consistency for the language program. 

Task chains refer to the chaining of activities together to form a sequence, in which the successful completion of prior activities is a prerequisite for succeeding one. Under this principle, activities are sequenced, not only according to their complexity as determined by input, learner, and activity factors, but also by the logic of themes and learning pathways. Developing interlinked sets of activities in which succeeding steps are dependent on those which come before, will ensure greater coherence and consistency for the language program.

14. Group work: Group work is a type of learning activity in which involves a small group of learners working together in groups in order to learn something. Learners can work in groups of 2,3,4 or more to do problem solving or other types of exercises. The group may work on a single task, or on different parts of a larger task. Tasks for group members are often selected by the members of the group. The classroom is ideally a co-operative environment where structuring activities in different ways can allow for the establishment of a cohesive and collaborative working atmosphere. Researchers report that, regardless of the subject matter, students working in small groups tend to learn more of what is taught and retain it longer than when the same content is presented in other instructional formats. In this classroom atmosphere, compared to a pair work, a group work is a more complex structure which will probably require great role differentiation between individuals as well as a certain amount of physical re-organization of the classroom. Students who work in collaborative groups also appear more satisfied with their classes. When students have to explain and negotiate their contributions to a group project, it assists them in developing and increasing their meta-cognitive awareness. That is, in 'low risk' contexts they begin to know what they know and know what they have yet to learn or find out. 

Group work is a type of learning activity in which involves a small group of learners working together in groups in order to learn something. Learners can work in groups of 2,3,4 or more to do problem solving or other types of exercises. The group may work on a single task, or on different parts of a larger task. Tasks for group members are often selected by the members of the group. The classroom is ideally a co-operative environment where structuring activities in different ways can allow for the establishment of a cohesive and collaborative working atmosphere. Researchers report that, regardless of the subject matter, students working in small groups tend to learn more of what is taught and retain it longer than when the same content is presented in other instructional formats. In this classroom atmosphere, compared to a pair work, a group work is a more complex structure which will probably require great role differentiation between individuals as well as a certain amount of physical re-organization of the classroom. Students who work in collaborative groups also appear more satisfied with their classes. When students have to explain and negotiate their contributions to a group project, it assists them in developing and increasing their meta-cognitive awareness. That is, in 'low risk' contexts they begin to know what they know and know what they have yet to learn or find out. 

15. Warm-up: Warm-up activity introduces the topic and invites students to activate schemata –alerting the student to any prior information, knowledge or experience of the topic of the text so that they can access the lesson most effectively. A teacher will often use a warm up activity at the start, in order to lead into skills work. In this case the purpose could be linked to a cognitivist viewpoint, where learning is not passive but an active process of making sense of things. In class, we should try to avoid boring or over-theoretical or mechanical subjects, using as far as possible warm-up exercises we think our students may be interested in, that seem of practical relevance, that may arouse or stimulate them. Which acts as an important role in arousing students' interest and as the preparation stage for the 'while-listening' stage. Sometimes, a picture or a humor story can do a great deal towards arousing interest among students. We should use some techniques that are effective and interesting in teaching courses, thinking as much as possible about the needs of students concerned. 

Warm-up activity introduces the topic and invites students to activate schemata –alerting the student to any prior information, knowledge or experience of the topic of the text so that they can access the lesson most effectively. A teacher will often use a warm up activity at the start, in order to lead into skills work. In this case the purpose could be linked to a cognitivist viewpoint, where learning is not passive but an active process of making sense of things. In class, we should try to avoid boring or over-theoretical or mechanical subjects, using as far as possible warm-up exercises we think our students may be interested in, that seem of practical relevance, that may arouse or stimulate them. which acts as an important role in arousing students' interest and as the preparation stage for the 'while-listening' stage. Sometimes, a picture or a humor story can do a great deal towards arousing interest among students. We should use some techniques that are effective.
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