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Buring the past ouarter-century English language studv has
mushroomed worldwide. To be cealistic, textbooks designed to teach
English to speakers of other 1anguages should meet the needs and
obijectives of Engliish as an international lingua +franca.

of reoresentative American ESL texts, analysed by sducators who have

1

m

¥perience teaching ESL both in the United 3tatss and aoroad, and oy
educators in the FPeopies Republic of China., attempts to establiish

their credibilitv. validity, and adaptability for worldwid
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teaching and learning English.

The evaluation and analvses by these sducators, based on an
evaluative instrument desiagned specificallyv for this investigation.
provide the raw matzrial for this study. Primary attention was
directed to criteria in three vital areas: the texibooksz’ methodclogy
and organization, th2 educational philosophy and objectives, and the
cultural fethnic portraval as presented through their contents.

The findings and conclusions about the aquality, strenaths,
weaknesses, practicality, suitability, and utilization in foreign
ciassrooms as well as American schools supply the insights
influencing the points of view hersin expressed. The purposs of the
study is to improve textbooks so that they more accurately reflect
and meet the language and cultural needs and objectives of both
non-native ESL teachers and students abroad and those of the ESL

classrooms in the United States.
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CHAFTER I

INTRODUCTION

English is spoken by over four hundred million people around the
world, three hundred million of them native speakers of one variety
or another, and native speakers of American English compose over
fifty percent of this total. Fox Butterworth, the first New York
Times correspondent to live in The Feople’s Republic of China (FRC)

since the revolution, recounts in his book China: Alive in the BRitter

Sea that when Deng Xiaping made his historic journey to the United
States in 1979, video pictures of his visit were sent back to China.
At a banguet in Beijing a group of high-ranking communist officials
viewed the video of Deng visiting a highly automated automobile piant
and the Feach Tree Flaza Hotel in Atlanta where Deng stayed. As they
watched these pictures of the United States, one of the shaken cadres
turned to the others and asked: "What have we done? Have we wasted
thirty years?"

In a drastic move to catch up, the PRC inaugurated a rapid
modernization program. The urgency of China’‘s thrust toward
modernization, as well as toward partic;pafing in the exchange of
ideas between East and West, created an unprecedented demand for
English language skills as the key element of that program; i.e.

teaching English to students to give them access to the world of
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reguired subject in secondary schools and an important part of the
national colleqe entrance examinations. [espite the dearth of Chinese
English teachers then, there are presently more persons in China
studvying English than persons in North America who speak English as a
native language.

In addition, The Institute of International Education’s Open
Doors annual report for 1986 shows the largest percentage of increase
in foreign student population, up 38.4‘percent, was from The Feoples
Republic of China with a total of 13,980 students. The total foreign
student enrcllment increase was up Jjust 0.5 percent for 1934. Taiwan
continues to send the largest number of students with 23,770 in 1986
(Foreign 9). The ancient xenoohobia of Middle Kingdom persists even
in their recent opening up to the worid. A nation accustomed to
absolute rule will be cautious, perhaps overly cautiocus, about any
and all intrusions which may potentially change them {(Watson 19835).
And learning a second Ianguage_means and requires change. One cannot
properiy separate lTanguage from culture (Mcleod 217). Students tend
to be wary of change, for it means risking conflict with traditions,

tamily, culture, concepts, and upward mobility (Trovka 17).
Froblem

‘What this emphasis on learning English will do to the Chinese
education system, to our concepts and practices in language teaching,
and to international reiations is grist for speculation. If their

honeymoon with English follows the pattern which emphasis on Russian



had during the Mao era, Enalish will eﬁperience a auick demise. It
the language teaching profession and enterprise develops nothing,
gains nothing, lTearns nothing from the experience, it fails or
impinges on its credibility of being a viable disciptine. If
Sino-American relations improve or sour, probably partial
responsibility for results will point directly at our methods, our
teaching personnel "expatriots." and ouwr materials, i.2.. textbooks.
The guestion posed, then, is will the American esxport of these three
to China and to the rest of the world do the Jjob recquired or become
another "Ualy American?®". Here we limit comment to the third item,
the textbooks. Do they in their present form have the capacity to
perform their function successtully. The role of textbooks in any
teaching situation ranges from little to almost total domination.
Current and traditional Chinese education, views the textbook’s role
as near absolutes, decreed from national souwrces. the svllabus,
usually the sole focus of classroom activity, and the only resource a
teacher and student has.

The most obvious areas anticipated as posing problems for
China’s use of American textbooks are the American pedagogical
methods inherent in most texts, most of which contrast drastically
with the traditional Chinese concept of teaching and iearning. The
philosophical basis upon which American education builds curricuium
and course content, and the guite different cultural concepts related
to education—--values, definition of an educated person, ethical
standards, etc.-- derive from sources somewhat antithetical to the
Chinese. For example, the American expositorvy composition form is

based on the rhetorical foundations of Aristotie, Cicero, Horace. and



other ciassical sages altered somewhat by Alexander Bain, Kinneavy,
Macorie, Corbett, Eooth, Young, Becker, Burke, and others. The
premises these men base their work on related to style. invention,
arrangement, ethos., pathos, logos, enthymeme or whatever terminclocay
used are aquite foreian to the non-Western mind. Invention fo the
Chinese mind means imitation of exce}ient models; arrangement is not
what we consider logical and direct sequencing or similar schema, but
fi1ling in structural forms; style is not an individualistic

personal ity trait, but the ability to "borrow" stylistic ohrases +rom
the masters-—what we consider bordering upon olagiarism (Matalene
794) . This practice is traditional and a form of respect, is the
culturally indirect route to a topic in discourse in contrast to the
directness typical of American discourse which directness to the
Oriental borders on bad manners. A second major difference is the
American adversarial characteristic of polarizing-plus-confrontation
which contrasts with the oriental proclivity to seek harmony in
everything. Obviously then, a major problem in teaching writing using
american texts based on Western premises will not succeed with
non-Westerners until the different philosophical foundation is
fearned or changed.

Besides =sducational pedagoaical theory underlying the text’s
format, and premises authors and pubiishers make about the text’s
users--both student and teacher--which underpin their matsrial,
perhaps the most important criteria in textbook evaluation intended
for use oy non-native (and therefore also non-cul ture-knowledaesable)
speakers both in the United States and in overseas institutions: a

second problem is the social and cultural aspects exhibited by the



text both explicitly and implicitly in its contents, its almost total
academic focus, and the pedagogical methods/technigues/activities it
requires of users.

Another problem is in the area of strangeness, the American
tendancy to utilize excessiye drill, workbook exercises, and
discussion-—-while the Chinese place intensive reading at the core of
the curriculum; lectuwre, and memorization as proper procedure
(Tinberg 46). Recitation is paramount in Chinese education. A third
involves text content. The Chinese textbook (see sample lesson in
Appendix [N author and editor construe text content selection not as
a literary or grammatical exercise, nor a pedagogical decision, but
as a political and ideological act. Traditionally the Chinese expect
the text to teach and:-prescribe Chinese ethics, idecliogies, and
morals. In the United States overt attempts to teach morality in
public education tace law suits and book-burnings [so these things
are taught explicitly insteadl. Thé basic problem is how to produce

better ESL/EFL texutbooks.
Furpose

The purpose of this study, conseguently, focused on identifving
what explicit and implicit messages American ESL/EFL textbooks send
to students, how they differ from PRC produced and controlled texts.
how they might or might not be usable for EFL instructicn in the FRC.
and what criteria they must mzet to receive the "imorimatur® of the

FRC Ministry of Education. In sum, how comprehensive, multicul tural,



to students, how they difter from FRC produced and controlled teuxts,
how they might or might not be usable for EFL instruction in the FRC,
and what criteria they must mest to receive the "imprimatur" of the
PRC Ministry of Education. In sum, how comprehensive, multicultural,
usable and exportable are American—-made ESL/EFL teits? How must they
be improved to be employed more universally?

Besides the goal of teaching and learninag English most
effectively and efficiently, the second major concern about ESL/EFL
textbooks is foreignness and change. The language being learned is
foreign. To many the alphabet is not only a foreign concept but also
foreign graphically. The culture depicted is foreign, and the
"Weltanschauung" foreign. If the text is also of foreign origin, all
this foreignness become a potentiaily insurmountable or unnecessary
obstacle in the learner’s efforts to acquire fluency in English? How
much fore=ignness is too much because it gets in the way of
understanding? Or in which areas does such foreignness play a
significant role in developing negative attitudes toward the foreian
native users of that language, and in which areas is foreignness not
a matter of concern?

A study such as this will likely raise more questions than
znswers because teaching a foreliagn or second language touches on
simost all facets of life, culture, politics, and vaiues--a view of
tha wdrid and of 1ife. Therefore, the endeﬁic goal includes pointing
out specific areas which should receive further study in more detail
eisewhere. If most of this original intention is actually
accompl ished, without unsurmountable difficulties, the studv will

have served its purposs well.
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Assumptions

A beginning assumption is that textbooks can aﬁd should be
improved. The importance of cultural/ideological aspects in an
EFL/ESL text becomes evident when one reads of the recent major
revisions in socio—-cultural content made by the United States
Information Agency (USIA) curriculum personnel and instructors in
American—-made texts used at the American University of Cairo because
some portrayvals of people were offensive to the Muslim students and
posad a distinct obstacle to their‘language-learning efforts——in
addition to provoking a negative attitude to evervthing American (R.
Light 1+). The revisions made in British texts by the FRC Ministry of
Education during the cultural revolution to eliminate bourgecis
vocabulary and content, illustrate that the Chinese traditiconally
beli=sve education and therefore texts should provide directives in
culture, athics, and prescriptive cultural education: Censorship is
an =xpected element in textbook construction. Culture pervades both
ciass materials and activities (Ford 198%5).

This studv of texts used to teach Engiish as a foreiagn 1anguage
begins with our premise or definition of a good language text as one
wnich strives to include and focus on grammatical patterns. concepts.
and exprassions of a second languaae (L2) which potentially mav cause
learning difficulties for non-native speakers. That requires some
contrastive analysis involved in its construction. In addition. a
apca text introducas students to the historv, geograbohv,. oeccie, and

culture of the native speakers of a second language with the



objective of helping them recognize and understand that cuiture, but
without implicitly aiming at assimilating, or imply the learner adopt
it, nor present LZ as superior. Above all it should be void of
cultural and intelliectual aspects and content which may offend the
intended user. Although English is used, learned, and taught
globally, it is not liked globally. Too often the language is still
associated with oppression, colonialism, exploitation, and +reguently
considered_a subtle version of what existed economically and
politically a century ago (Kohn 44} . Biculturality is considered
oreferable to replacing one with another.

A second assumption is that a hypotheses taviored to meet
objectives must be developed in order to address the problems and
develoo a procedure and upon which to evaluate the results of the
study. Moulton claims that the use of aﬁalogy is enormously important
to language learning because the process of comparing one language to
another elucidates how the one being studied works {(3). Conseausntiv,
it will be assumed that a text designed for international use best
serves Americans and international students learnina English in the
United States, other students overseas with non-native speaking
teachers, and ultimately world business, politics, progress,
cooperation, and understanding. Thirdly it is assumed that a
multi-cultural textbook content will provide a more usable text
worldwide: that a comprehensive text which presents the contrastive
features of English and other tongues will be more effective and
efficient for students and teachers alike; that methodology should
play a minor role and be flexible enough to accommodate variesties of

class size, situations, and objectives: and that



tunctional -communicative aspects of English as an internationai
l1anguage best serves the world’s educational and lingua franca neesds.
Moulton believes that to lTearn a language without speaking it is an
enormously difficult, almost inhuman task, and that it is next to
impossible to read and write a foresign language with near native-liks
competence without hearing or speakinag it at all (i4;.

Studying a language, it is therefore opined. should not begin
with reading and writing, for writing systems merely svmbalize a
lTanguage. They are not the Tanguage itself (124). And finally. "all
normal writing systems are intended for those who already know the
language in guestion: thev were not designed to meet the nesds of
those who are learning the language" (130). The textbook should have
relevance to the student, especially the beginning student. When the
text’s topics are exclusively about the United States they help in
creating curiosity which easily leads to gquestions, recitation, rois
play, and other functional language activity. But exclusive topics
about a foreign culture impedes discussion and hence reaal
communication. Beginning students and those with low proficiency know
little or nothing about the American culture which makes dicussion
about the text’s contents next to impossible. Beginners especially
need materials which begin where the students are, meaning texts,
topics, and methods from their native culture, native
literature--thinas with which the student can identify with, be
interested in, and can discuss at length in Engiish. From the
familiar then, they can be introduced to the unfamiltiar. Such
multicultural content enables the student to use confidently the

language already understood instead of struggling uncomfortably



10

topic {Balhorn 13). Such a text design would meet the students’
needs, abilities, and exploit Krashen’s comprehensible input

hrypothesis approach.
Procedure

The following description of the projected research design seems
reasonably sufficient to reach the intended goals. The first
objective in obtaining a sampling of textbooks which accuratels
represent the diversity of those readily available is to establish
selection criteria. Recency was an important criterion in this study
as well as including entries which purport to concentrate on one of
the four language areas plus grammar. The field was limited to texts
aimed at students with sufficient experience in English acquisition
to read them, but not necessarily fluent enough to succeed on the
TOEFL, CELT, Michigan, or equivalent evaluation instrument. The
publisher’s advertised level served to guide selection. hlthough
these parameters are arbitrary, they provide sufficient material upon
which valid and re}iable Judgments cas be obtained--judgments that
may Serve as hyﬁotheses for future more all-encompassing study.

Developing a tentative workKing definition of an acceptable
ESL/EFL text preceeds constructing aﬁ evaluation instrument, sampling
and field-testing it with the help of selected ESL educators, and
revising it prior to conductiny the major evaluative research which

is to occur during an eight weeks summer teaching experience at the
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Henan Teachers University in Xinxiang, Henan Province, China. A
summary and analysis of the evaluative criteria has two objectives:
to discover the adeqguacy and adaptibility of a random sampling of
American/British ESL texts to a variety of non-Western educational
settings, and to develop guidelines for improving the guality of
texts which authors and publishers might benefit from in planning
production.

This definition guided our deveiopment of an evaluative analvsis
instrument to use in surveying the texts (sse appendix B) and was
used by seven educators in the United States +or field-testing. The
ESL texts selected for evaluation from the numerous choices available
from major publishers represent reading, writing, speaking, and
listening emphases. The researcher selected six of those evaluated,
the remainder are texts suagested by colleagues who have taught EFL
in the FRC and/or other nations. Workbook types of texts were
gxcluded as were those dated betore 1980, with one exception--the

sole communicative text included, New English Courss. The other texts

are: Communicate in Writing {(kKeith Johnson. Longman, 1984},

I

Connections (Faula Sunderman. Holt, Rinehart., Winston, 1985,

Learning ESL Composition (V. Faye Hartfiel, et al. Newburv, 178%),

Reading Bevond Words third edition (W. Rovce Adams and Jane Brody.

Holt, Rinehart, Winston, 1987), Reference Guide To English (Alice

Maclin. Holt, Rinehart, Winston. 1981), Techniguas for Writing:

Composition (Milton Wohl. Newbury, 1985), and The Grammar Handbook

{Irwin Feigenbaum. Oxford UF, 1783).
The preliminary evaluation sheet was intentionally developed to

contrast sharply with the one a major publisher uses to design and



promote its texts (see appendix E}, in that the criteria the iatter
basis its guality check on typically focuses on commercial as well as
interests deemed appealing to the teacher (guides, test bank,
supplementary audio-visual materials, etc.) rather than on how weil
and accurately the Tanguage and culture of English-speaking peoples
are presented to a non-native student of English. A better form
because it addresses the needs of its clientele is one developed by
the ESL staff at Fullerton College for their use in choosing texts
for their program {(Appendix B).

This studv’s initial instrument was fisld-tested during the
process of having the texts esvaluated in the United States during
Spring 1987. The evaluators included Chinese educators currently in
the United States as students, researchers, and an exchange Engiish
teacher: four Americans experienced in teaching English in the FRC
and in the USA, three of who have Masters Degress in TESL; a
Vietnamese refugee ESL teacher who has also taught in China. Their
input resulted in a revised instrument (see appendix C} which
provided the major basis for this study’s primary evaluation done by
secondary and university EFL teachers in the PRC. The revisions were
not substantive, but addressed to a different audience.

Another step following textbook selection Pequiwes an analysis
of the textbooks to determine the mode of instruction each text
requires or assumes the instructor uses. The four modes adopted for

the study are those delineated by Hillocks in his Research on Written

Composition (114), i. e., presentational, environmental, natural
process (formerly designated non-directional}, and individualized.

The classroom teacher’s role, choice of technigues, methods, and
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iesson plans are usually guided if not controllied by the tesut‘s
built-in mode.

A second phase of this analysis identifies tha focus of
instruction =ach text presents, or the dominant content of
instruction. Content deteimines and limits the experiences students
will encounter (barring additional teacher-prepared materials). The
focus of instruction categories for ESL learning used in this study
includes grammar/mechanics, sentence pattern construction (combining,

manipulation, expansion, substitution, imitation—--both written and

~+

oral), models, scales, free writing, inguiry, and various forms o
drill, repetition, exploration, and creativity. Reading matsrials
categories consider topics, literary genre, and classicalness.

A third examingtion, and perhaps the studvy’s primary concern.
surveys any cultural aspects which the mode and context refiect

explicitly and implicitiy; and the underlving assumption, if present,

about the relative value of one culture in contrast to anocther.

The third portion of this research study discusses the results
of those evaluations completed in the United States. The stateside
evaluations obtained, compended, and matched with the various text
categories receive further analysis to discover whatever
relationships and trends, if any, appear more acceotable, practical,
usable, and less "foreign" than others, to rank the modes, foci,
cultural aspects, and from results base a guality Jjudament.

The fourth portion reviews the evaluations done by the Chinese
educators abroad and compares them with the first group’s analysis.

The final section discusses the conclusions reached from the study,
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those areas open to further research, and suagestions for improving

ESL/EFL textbnohs.
Limitations

This study makes no attempt to be al]—éncomnassing, but limits
its scope to ESL/EFL textbooks, specifically those designated as
appropriate for the student between senior in high school and college
sophomore levels, their role, their assumptions about pedagogical
philosophy and methods, about their users both teacher and student,
about biases, stereotypes, and culture contained in contents, and
about organization, thoroughness, and comprehensiveness. This study
is also cross-sectional rather than longitudinal, and thus bears the
assets and deficiencies of cross-sectional research. In addition, the
mode of presentation mirrors that appropriate to the humanities and
language arts discip]ines—-its topic——which features Jjudgments,
interpretations, critical thinking based on data, and literary style;
and not the tentative, hypothetical, speculative, objective,
theoretical mechanical discourse generally expected in the social
sciences and scientific disciplines.

Granted, the Chinese who provided the following evaluations do
not gualify as a sufficiently broad sampling of their ten thousand
colleagues from which to derive valid concensus. But they do
constitute an honest and dedicated opinion of what they see from
their experience and circumstances as valuable, practical, and

helpful. What is valid about their appraisal is that it has little or
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no influence from personal contact or experience putside mainiand
China. In that respect their views can be assumed to differ iittle
from those of the majority of their peers. Their aims, influenced by
persevering Confucian ideals and tradition two millenia old like that
of their colilesagues, are inspired more b? & serious concern for
academic respectability than practicality or student need {(Maley ).
Finally, although the intent was to transfer results and
suggestions to other more universal environments, the major portion
of studvy focused on and derivés from education in The United States

and The Feoples Repubiic of China.



CHAFTER II
EVALUATION LITERATURE REVIEW

Textbook evaluation is a perennial project and problem engaging
teachers, administrators, selection committees, parent groups, school
boards, publishers, legisiators, and sometimes the courts. Each looks
at the text from a different perspective, with different needs and
purposes, and frequently with different biases. Because textbooks
play a major role in most academic endeavars, the views of the
teachers should probably be most important, but are generally
considered by those who make final decisions as having less weight
than other groups. The teacher’s evaluation of what makes a good
@extbook, and selection based on heuristic procedures, considering
subject matter seauence. content, and course aobjectives—-all seasoned
by training and experience--are more apropos than the criteria
publishers use in preparing and harketing them.

The teacher is cognizant of local needs, while publishers
necessarily must aim at being relevant to a wide variety and type of
general markets and respond to economic and often political
considerations mofe than to educational ones. As a result, the
amalgamated composite hybrid evaluation forms typical of publishers
(see Appendix E) often seem to ignore the teacher’s judgment as
insufficient, uninformed., or incompetent and lacking experience. With

theory/method ranked above pragmatics, “teacher proof" and attractive

16



packaging features seem on a par with guaiity, scope, accuracy, and
depth of content. However, a thoroush and informed evaluation
guideline for ESL textbooks prepared by Alan Cunningsworth {(see
Aopendix A) focused entirely upon language learning needs, theories,
methodologies, and based on research rather than on economic or
political necessities is available. It is not an ESL text, but
discusses text strengths and weaknesses.

A large body of literature issued annually about methods, about

basics, about student and teacher compstencies contains Tittle about

i

wnat the gualities and characteristics of a good textbook are. When
textbook seiection conflicts reach the courts and media. much
rhetoric and theoretical discussion becomes "ink"--1ittle having
pedagogical depth and conseguence. Even less literature directly
addresses the English as a second or foreign language textbook
evaluation, and a good portion of it appears in my opinion naive or
provincial 3 naive because it slights sound second 1anguage 1earning
principies , and provincial because it lacks the global perspecthkve
English as an international 1anguage ought to have.

Fart of the paucity in both areas may be attributed to the
recency of the ESL/EFL discipline, if thirty plus vears is recent.
Two thirds of the non-native-speaking users of English today learned
English in the last twenty years (Strevens 346). The emeraence of
ESL/EFL textbooks on a mass scale is as recent, although perhaps part
of a lona tradition"(Appendix H tabulates the twenty-vyear arowth from
twenty-nine texts then to about 1500 publishers currently). It is
believed that the first known textbook designed specifically to teach

English as a foreign language was published in London in 158& by



Jagues Bellot. His Familiar Dialogues used what we todav label the

communicative appraach, had natural discourse rooted in contsxt, was
pragmatic in content, and included a guide to pronunciation {(Bowers
3946} . A rerusal of texts marketed today as ESL/EFL reveais that two
general types exist. The first cannot be honestiy called ESL for
they are typical standard English grammar, reading, or composition
texts for native speakers rehashed and relabeled with a smattering of
token espousals to second language learning. The other, designed from
currant ressarch, knowledge, and theorv about first and second
Tanguaae learning, are authentic ESL textbooks.

A second duality exists in content theory. One group assumes the
studants’ goal is to assimilate through language study into the
cultural melting pot of the English speaking nation, or is concernsd
about the latest fad in American social problems--real and imagined.
The other assumes that the student prefers to retain his native
cul ture but desires to be familiar with & second, recognizing, coping
with, or adapting to it when expedient--to be bicultural. In this
category what shows the editor’s or publisher’s bias most clearliy are
the vopics of examples and reading materials included--the
culturally, politically, socially, personally neutral; the
muiticultural and acultural; or the many biases and axes to arind of
various political, ethnic, civil rights, moral/religious,

conservationist activist groups--which prove offensively insensitive

o

to the foreign students’ culture. A third category where polarity
becomes evident is between texts whiah attemot to be comprehengive or

too eclectic and end up"rambling anf superticial ,"and those with



tocused substance and approach sometimes too narrow for general
adaptability.

A fourth distinction separates those texts assuming that the
American methodologies, whether behaviorist, cognitive, or other, are
universally used and the superior approach, and those which take inte
account that =ach culfure favors its own methodology and pedaaogical
practices as more appropriate than others-—and attempts to
accommodate the variety of learning styiss students and non-native
teachers bring with them into the classroom. Finally, we might
classity texts by their roles, what attitude toward the text is
exnected; those presented as authorities, and those meant to be used
as tools. Prescriptive texts, for instance, emphasizing rules rather
than guides, which regard language as rigid, inflexible, and
permanent will be formatted quite differently from those that imply
or acknowledge iangauge change, diversity, and their own
obsolescence.

Regardless of which category or a combination of two or more
categories a text falls into, an evaluation of e2ach must address at
least four general topics: the philosophical premise of the text, and
how that premise in turn controls the role of the text in a class;
the roie of language concept; the theory of language learning and o~
methodologies; and the social, cuitural, moral, and political
function of language. This study emphasized the latter. Mackayv
concludes that an ESL/EFL text should be analysed according to what
it includes and excludes; how specific or general, complete, clear,
and accurate it is; its organization, approach, and learning theory

basisi and whether it is appropriate for the intended audiences (323).
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Textbooks reflect the orientation of the author toward 1ifes, the
world, and learning. The scientific epistomology assumes the only way
to learn, to know, to solve, is through inguiry and observation. It
guestions, uraes exploration, and sometimes creativity. The control
orisntation, which American schools foster almost exclusively based
on the assembly line factory model of Bobbitt, et al. strives for
efticient management and product uniformity. It results in
teacher-proof materials, diagnostic and prescriptive models, favors
an input-output productivity mentality, and stresses standardized
outcomes. Mediocrity Pesults in most areas of sducation inciuding
textbooks. The recent trend toward criterion-refersenced materiais
might prove & smail steo toward remedving the pigeon-holing,
labeling, sterile, mechanistic tvpe of education-contrel orientation
it produces. But criterion-referenced materials seem too restrictive
to be the answer. Neither practice seems well-suited to optimum
education, and perhaps both do more harm than good (Eisner 17-20).
Textbooks, Soudek observed, and current ESL teaching practices by
Americans contain oversimplifications about English, and assums a
non—existant uniformity and consistency.

The curriculum of a school and class is controlled by one
pedagogical premise or another through the textbook used. The role of
the textbook often surpasses in importance that of the teacher. Farr
asserts that American schools are textbook dominated; that
seventy-five percent of class time is focused on the text.
Conseauently the text determines what is taught, how it is tausht,
and when it is taught. It becomes the course syllabus (467). Such

influence helps explain the furor over textbook adoption fregusntly
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ending up in court. Unfortunately, too often such controversy is
concerned with political, social, moral, religious, civil-rights, or
secul ar-humanism issues and ideologies rather than pedagogical
(Bernstein 444). Bernstein argued that the focus should be on the
ubiguitous bad writing, superficial stereotyped coverage, factual
inaccuracies, trivia, busy work to meét "on task" reguirements, poor
o;ganization, and other faults of texts instead (445). Farr blames
these flaws and misguided focus on publishers and adoption committees
concernéd with readibi{ity scales, currency of copyright dates, .
scope, and financial criteria (470-71). Both critics cited above
advocate a trend toward originals rather than the commentaries,
summaries, and easier paraphrased versions marketed to fit designated
reading levels. Contents should challenge rather than insult the
student’s intelligence (Bernstein 466). A paraphrase at best
approximates the original ‘s meaning derived from the words, but
cannot convey that meaning expressed by the style (Widdowson, 84).
Both form and content contain the message.

Producers of English language textbooks in the Feople’s Republic
of China also acknowledge the authority of the text, but more
importantly also the power of the text: its power to mobilize
thought. To them the selection of content,'the selection of
textbooks, and the methodology becomes paramount, a national concern
(Tinberg 49). In the West we fragment this power among local school
boards, activist groups, even teachers. We also separate the message
from the meaning, ending up with volumes filled with empty rhetoric
from "Dick, Spot, and Jane" inanities, even in college freshman

composition readers. E. D. Hirsch stresses this theme in his



criticism of American education, Cultural Literacy. As a result much

academic rhetorical mode activity becomes merely an exercise in
filling in forms. The Chinese believe language is (not has) meaning,
and that text content must have meaning. No vacuous, obaque drills
for the sake of drill enters their text because they expect a messaae
from what they read--expect one, and seek one even where none mayv
#ist (Tinberag S0). For them textbook preparation is too serious a
mattsr, according to Ewong, to compromise content with short term
political exigencies, or to aliow alienating and conflicting ideas to
appear (1%97) Textbooks must provide role modeis for the vouth to
emulate (201}, Basic morals, principles. and right attitudes--honest,
faithful, altruistic, industrious, frugal, courageous, dedication to
duty, academic achievement, and intellect--are paramount for the
student to relate to and apply to his evervday life,K (203). Thevy serve
to provide students with values fundamental to the societv’s
political, cultural, and social structures which transcend local and
ephemeral matters (197). The textbook sample in Appendix 0O, for
instance, is mistitled. Its theme is not 1anguage learning, but hard
work and dedication to &uty.

For the Chinese textbook author, always assigned and supervised
by the National Minister of Education, content seiection is not only
a pedagogic act, but also a political act. The text’s study guide and
drill may focus on grammatical analysis, but the exercize items’
semantic content emphasizes and invelves political, ethical, and
cul tural commentary. Nationwide uniformity and control is maintained
at the national level. This practice proves expedient and practical

in relation to the national college entrance examination. At present,
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textbook selection in the PRC is the sole prerogative of the national
education ministry, but current reform efforts move toward allowing
gach provincial ministrv of education to assume that dutv as well as
the responsibility to develop and publish the textbooks. Local
districts, schools, and teachers are not involved.

For teachers textbook selection and evaluation remains an
irrelevant issue rarely discussed. In contrast, American teachers
freguentiy are involved, even required, to engage in the review,
gvaluation, and seliection process. Unfortunateliv, Tittie
undergraduate instruction prepares them for this facet of their
teaching duties, and the protfessional resources of Jjournals,
workshons, in-service training, and organization conferences rarely
touch the subject. English, ESL/EFL, and education are no exception.
Few methods texts devoie more than passing mention of textbook
evaluation and selection chore of the teacher or commities. A few
devote a section of or an entire very short chapter to selection, or
ofter some general objective guidelines, usually in an appendix,
which differ little in content or concern from those exhibited by
publishers (see Appendix F for an examplie). Methods texts which do
include evaluation and selection seem to have been cloned from the
same prototvpe. Relativelvy 1ittle appears on the subject in the
professional Jjournals.

The few exceptions of those who have considered or researchead
textbook evaluation during the past one-and-one-half decade include
A. M. Daud’s doctoral dissertation (unpublished) "Evaluating an
English Textbook for the Preparatory stage" (Cairo: Ain Shams

University, 1770); Clifford Frator’s unpublished handout used in his
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ESL methodology courses at UCLA; and K. Chastain’s seven page
guideline with broad and general assumptions in his Appendix 2:

523-530 (Developing Second Language Skills. second edition, Chicago:

Rand-McNally, 1976). Hovy M. Cowles provides a checkliist for
selecting a variety of teaching materials including texts in his
"Textbook Materials Evaluation: A Comprehensive Cherklist" (FLA 9.4:

4

J00-303) . Dubin and Olshtain (Facilitating Language Learnina: A

Guidebook for the ESL/EFL Teacher NY: McGraw-Hill, 1977) have three
pages o% twenty-seven questions the teacher should consider in
selecting textbooks (231-234). Anthony Papalia gives a brief
checkliist of items based on criteria established by the Modern

Language Association in an appendix to Learner-centered Languaae

Teaching: Methods and Materials (Rowley, MA: Newbury, 1976: 176-179).

Witga M. Rivers in Teaching Foreign Language Skills (Chicago: Chicago

Ur, 1968) has a set of guidelines for materials selection adaptable
to textbook evaluation. Evidently the subject has attracted little
print popularity. Beyond scattered resources such as those above most
textbook éva?uation, or more accurately, criticism, has been
cancerned with history, bio]ogy, and social science texts and their
evolution/creation sgquare-off, or with discriminatory and
stereotyping of ethnic groups, minorities, other cultures and
peoples, and women.

With history and biology texts gaining most of the public
attention in sel;ction activites, most of it polemic, ideo]bgica1,
and emotional, and little constructive criteria suggested for

textbook selection, the ESL/EFL area fades into obscurity. Several

critics have studied these special interests in ESL/EFL textbooks.



Lafavette’s "Cultural Revolution in Language Teachinzg" looks at
recent chanaes in content reflecting a concern with eliminating
negative ethnic and stereoctyped implications. Forreca focuses on
teminine biases and sexism, but approaches it strictiy +from the
American viewpoint which in itself is highly objectionable to many
Asian and Arabic cultures. Other topics often found in American texts
are improper, impolite, or taboo subjects in other cultures. Lampe,
Schmitz, Barcia, Joiner, and Kramsch judoge texts in other disciplines
for cultural biases and misinformation——with criticisms guite
adaptable to ESL/EFL textbooks.

Some evaluate all areas, others zero in on a single feature.
Rings, for sxampie, in "Authentic Language and Authentic
Conversational Texts" evaluates what passes for conversation in most
texts--which she concludes is guite formal textbook “print®
communication rather than informal colloguial--and sugassts realism,.
spontaneity, and open-ended or non-controlied dialogue with its
elipses, assimilations, biendings, pauses, intonations, and rhvthms
be used. In sum, tell it like it is. O'Donneli’s “Imoroving

textbooks: Who is Responsiblie?" {(Journal of Reading 29 {((lec BS)):

268-270) tackles responsibilities for the production process and
subsequently the selection, but offers no concrete guidelines for
actually improving content. Nemeth, Wieseman, Williams, Redei, Le
Silva, Bragaw, Cowels, Seelye, and Morain attempt generic
comprehensive evaluation guidelines from which the ESL/EFL taxtmakers
could extract several usetul suggestions. All the above are tangently
applicable to evaluating ESL/EFL textbooks, and their frequent lack

of aagreement diminishes their credibility.



Otherz who criticize selected facets of ESL textbooks and
recommend changes include Marland who contends that growth in
language reguires using it in intellectuallly taving contexts to
deveion proficiency fully (1347. He believes that ESL/EFL teaching
through the medium of subject matter texts designed for non-native
speakers is preferablie to separate English classes, and that those
discipiine teachers need to understand how to teach EFL algebra, EFL
history, EFL literature, etc. (13%). Supporting his position are
studies in bilinaual education revealing that of all the methods and
apporoaches attempted, total immersion proved not onlvy ths most
affective and efficient, but also more consistant in producing
satistactory resuits.

Barry Tavior claims that lessons emphasizing contrasts within
the target language are more profitable to use than contrasts between
Engiish and the speaker’s native tongue. H. . Tavlor and Sorenson
concur. Others, however, notably Mcleod, Mataiene, and Xiu-bai feel
contrastive analvsis with another language and culture, preferablv
the native one, produces the best results. Hillock’'s extensive
research ie=ads him to conclude that children in formal ciass settings
progress farther and faster than those in informal class settinags
{(114).

A large percent of those analysing ESF/EFL texts zero in on
cul tural issues where most texis rate poorest. Ferhaps that is not
the publishers fault. Few if any guidelines and criteria exist from
consumers about the nature of materials to select for multi-cultural
education (Shane 281). Trifonovich insists that such direction should

come from the anthropologists rather than the ESL teachers (12).



Shane furthermore Taments that very little curriculum—making has
seriously focused on the analvsis of world cultures (2B&). and he
suggestead using Trager-Hall‘s analysis of cultwre in The Siijent
Language (1939) as the beginning point and guideline for selacting
textbook content (290). The textbook format or thematic arrangement
of contents Trager-Hall’s cultural analysis identifies which is
suggested here includes eight aspects of universal human activity:
speech, association {relationships and pecking order), dietary
behavior, sex roles, territorial behavior (proxemics), concept and

use of time, learning, and plaving. Having Tanguage text content

w

comparing these activities in a variety of cultures through
{iterature, art, music, mores, cartoons, etc. wouid foster
multicultural understanding and cultural literacyv.

The only current evaluation which concentrates directly and

comprehensively on all aspects of ESL/EFL texts is Cunningsworibi‘s

Evaluating and Selecting EFL Teaching Materials. Besides its

thoroughness, it offers perceptive guidelines and sugaesstions
publishers would do well to consider. His stated goal is to esvaluate
the potential of a text according to criteria related to today’s
accepted principles of language learning {(v). His basic premise is
that the textbook should serve the teacher and student egually well,
be learner-centered, and allow the teacher to set the objectives. "A
text should be a good servant for it makes a poor master," he
observes (1). The key to good evaluation is asking the right
guestions. Determining whether a text is good or bad is relative to
"good or bad for whom?"-—-a vital guestion most evaluators are vague

about--which eliminates making abstract judgments (2).



Secondiv, what are the perspectives of the text: communicative.
structural , skills, specialized needs: and is it usable by
individuals, small groups, large aroups? Materials to include in ths
text and for the teacher to select to use based on the teacher’s
objectives should, in addition, be inteilectually stimuiating {&).
Contents should be adaptable to a varietv of student Tearning stvles
{13} . The iessons must demonstrate the correspondance between form

and function so students Ie=arn to generate and produce tanguage

accurately from an understanding of meaning and structure rather than
by parroting stock phrases (37). The fundamental gusstion he offers
is whether the text material can easily be tausht by non-native EFL
speakers, or does it reguire a highly trained native speaker to araso

the nuances of language and topic (26)7

The material should also motivate. The content can motivate oniv
it it has genuine intrinsically interesting subject matter, vaiue.
importance; is not +icticious, superficial, mesaningless, very
toreign, or lacking in literary merit. Motivation, he opines, is the
most important single factor in success or failure in teaching and
learning a language (39). Content is a major factor in motivation.

Cultural content should be specific, easily understood,
transparent, deal with universal situations acceptable {inoffensive’
in almost all countries. He voices the same theme most critics
emphasize: limiting content tc portrayal of British or American
culture may be an impediment to EFL learning, especially in nations
where English is the lingua franca between diverse ethnic and
language grouns such as India (&8Z). He concludes that the validitv of

anv text evaluation depends heavily upon the evaluator‘s knowledge
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and understanding of language learning, methodology, practical
¥perience, linguistics, and culture (74). Constructing and
evaluating an ESL text cannot be well-wrougsht by a single discipline
¥pert. The guideline he builds throughout the text aopears
summarized in Appendix A.

The revised evaluation form used for this study in the Feoples’
Republic of China reflects Cunningsworth’s influence and input
{(Appendix C). Though lacking his scope and depth for the sake of
xpediency and usability, this studv’s revised svaluation form
addresszes the major concerns of ESL/EFL textbook evaluation that
teachers, authors, and publishers must respond to in order to produce
responsible and guality textbooks internationally adaptable. How the
stateside evaluators responded to the initial form’s criteria

occupies our attention next.
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atdalv SIS OF ESLSEFL TEXTEBOOKS IM THE
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UNITED STATES

Current trends, theory, knowledge, and practices of ESL/EFL
reveal vast changes language instruction has undergone during the
last half century with little sign of slackening pace in the near
future. One ¥eature.emerging more strongly than others as a trend in
the late eighties seems to be electicism, which despite all its
benefits from the intent to select only the best from a variety of
sources, could backfire into a kaleidescopic fiasco by trying to
please everything and everybody, but doing neither. The intent to
raise the professional standards, expertise, and materials in
teaching foreign languages and EFL worldwide can by uncontrolled
eclecticism become a chaos of methodologies not unlike an earlier
confusion of tongues.

Evaluating current textbooks brings into sharp focus the
changes, eclecticism, specialization or fragmentation, and the
Babelic tower possibility unless a finger plugs the dike priaor to.anv
dispersion commences. That English is now the world’s international
mode of communication, few dispute. The dangers and responsibilities
affiliated with teaching it need careful attention and ¥0Fesight.
Various sources claim between two billion and a conservative one

billion users, those with the lesser figure add that only one third
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are native speakers. Although prior to mid-century English
represented to much of the world a symbol of subservience,
capitalism, and imperialism, now its role, function, and prestige has
comptetely changed--influenced by science, technoloay, politics,
industry and business, and even popular music. It ;s a welcome
change. Stamison-Atmatzidi states that EFL learners now see learning
English as a means of gaining prestige, of giving them access to a
wide range of experiences, of enabling them to communicate and
conduct business with foreign companies and pecple,‘and as a foém of
enrichment, status, and prestige (7).

The important guestion about this change is, how are English
users and especially ESL/EFL teachers and textbooks going to use this
emerging status with its visceral privileges and obligations? History
will tell. It may also record a vast change in the English language
itself—-as has happened to it in the past--because of its omnivorous
nature when brought into contact with other tongues; a feature few
other languages sharg, and some, like French, have struggled
desperately against for centuries. The more English becomes an
international 1anguage, the more probable it seems Tikely to be
internationalized--inundated with extensive borrowings. Necessity is
the mother of invention, and the needs internationalization demands
for adequate communication will produce change.

‘Language change is inevitable. The change(s), however, as past
changes to English have been, will be almost exclusively lexical as
man copes with needs to express himself; perhaps phonetical, but not
grammatical . Despite all its diversity already existing in grammar

thecries, methods, dialects, and different Englishes, Strevens



writes, at present "two components of English are tauwght and learnsd
without variation: these are its grammar and its core vocabulary®
{(61). "As long as teachersz of English continue to teach the
lexico—grammar of ‘educated/educational English’ the unity of the
fanguags will transcend its immense diversity" he continues (&62). As

long as Engliish remains a literate language, it will also oreserve

the cultural view of reality endemic to it, particularly the Togical
thought patterns: "Writing is sssential for analvtic. linsar., and

seguential thousght® {(Ong, 47!. Another influence contributing to th

perpetuation of teachinmg and learning "educated/educational’ English

in our age of information, Hirsch wrote in The Fhilosophy of

Composition, is that "Standard written English is the most efficisnt
version of the language for communicating information.®

A major caveat Smith offers regarding the internationalizing of
English is one a majority of American textbook producers fail to
heed. Smith warns, "The spread of English is not a homogenizing
factor which causes cultural differences to disappear, but the use of
Enalish offers a medium to express and explain these differences.
There is no desire among members of the world community . . . to
become more like native speakers in their life stvie" (1733). This
fact is true whether ESL/EFL students study Enaglish here or abroad.
Bilingualiism has an additive rather than a replacement or
assimilating effect, a fact anathema to "English Only" advocates. But
scanning the plethora of American-made ESL textbooks reveals that
their producers assume such a desire among the iearnsrs exists.
Cunningsworth emphasizes this point in his svaluation critsria,

advising that a strong portrayal of British or American culture often



presents an impediment to EFL Tearning (&2). The esxiensivs revisions
in American texts at the University of Cairo to avoid offending
Muslim students and Egyptian culture, the revisions Macists mads in
both their Russian and British language textbooks to purge them of
“dangerous. ideoiogies,” and the changes Bhodiwala illustrates in
Indian textbooks add support to Smith’‘s statement.

On the other side stands an opposing viswpoint Henry summed uo

in his Time esditorial, cifering an overview of the "English only®

-+
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fimerican mindset from the 1600's to the present (inherited from

-

Engiand which also retains it). He cited among others Congressman
Edward Everitt’s 1B20 warning that "from the days of the Towser of
Babel, confusion of tongues has ever been one of the most active
causes of political misunderstanding® (30). Henry concludeg with
Irving Howe’'s acknowledgement that "the ethnic nest remains the point
from which sverything begins, but it must be transcended:
transcendence does not mean disappsarance" (31). To which Richard
Rodriguez responded with a realistic appraisal: “"Culture survives
whether vou want it to or not" (317,

The additive aspect of bilingualism has historical roots.
Genessee notes that “"Throughout history bilingualism and bilingual
aducation have been seen as hallmarks of the well-educated person.
This is no less true today than in the past" (545). He cites the
popularity of private schools worldwide which derives +from their
language programs and the enriched cultural experience associated
with them. "Educational authorities, including the Fresident’s
Commission of Foreign Languaae and International Studies, have

xpressed concern over Americans’ general incompetence in foreign



langauges and their ignorance of foreign culturse" he concludes (55%).
Marland writes that seventy percent of the world’s pooulation is
bitingual (123). He points to the inconsistency of schools which
nurture and praise other special student skills and talents such az
music, athlietics, art, but decry linoguistic skills (125) and claims
that both the sducation system and native English speakers have
cultural and tinguistic myvopia (127). Provincial tunnel-visioned
textbooks must shoulder much of the blame, and ESL/EFL textbooks have
the greatest opportunity to be vanguards in remedving this void.

The nanel of evaluators assemblad for this studvy are cognizant

of these problems. They examined the randomly selected teuts used in

m

this studvy as representative of typical ESL/EFL texts in general.
They examined and evaluated them based on the criteria developed and
noted the disparity between what is needed/demanded of International
Enalish, and the faulty assumptions the texts seem to be based upon,
particulary their outlooks toward three areas: grammar/lsxicon,
methodology, and cultuwre. Their appraisal reveals a mixed bag of
results.

The texts rate guite favorably in the esyes of the evaluators on
uniformity in stressing standard “edﬁcated/educaticnai" +ormal
English as the preferred model. Methodologically, most are eclectic,
but Tean heavily vet to the audio-lingual and traditional methods
prevalent in the fifties and earlier: methods based upon the
behaviorist theory of learning. Culturally they found most either
naive, provincial, or biased. A common comment the evaluators wrote

suggested that the absence of 3 multi-cultural perspective was one of

the major negative aspects of the text and the prime reason they
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could not consider using the textbooks in their particular
circumstances. In situations where teachers have opportunity Lo
select texts, which most of them do not esnjoy, this cuitural +law is
one publishers should correct, recognizing that English teachers are
not what they used to be.

The nature of who teaches English has changed dramatically over
the past decade. Originally Britain and the United States supplied
aimost =11 the Enalish teachers abroad. Now they are joined, rivaled,
or supplanted by teachers of English as a Foreign languasas +rom
Canada, Australia, New Zealand, Belaium, India. Fakistan, South
Africa, and other nations. “The decisive difference in outlook
{compared to conventional TESL attitudes. is the recognition that in
the great non-native speaker populations English will bes faught
mostlyv by non-native soeakers of the language to non-native sosakers
in order to communicate mainly with other non-native speakers . . .
populations requiring English for their intsrnal purpocses. or for
dealing with other non-native popuilations without the oresence or
intervention of native speakers” is a fact Strevens emohasizes we
must relate to (62). The overwhelming majority of EFL teachers in the
Feoples Republic ot China, for instance, are native Chinese speakers,
most of whom have learned the language from textbooks, and, other
than a little television or radioc, have never heard or spoken face
to face with a native speaker of English. Hou reports that the fifty
million students studying English in the FRC have 100,000 Chinese
English teachers and a handful of native speakers (25). What does
this predicament reguire of the textbooks they use in regard to

language presentation, methodology-—most of their classes averaae
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itty to sixty students——and the cultwral content? Such
circumstances, repeated lzewhere, raises guestions about ones asocect
of the Sapir-Whorf hypothesis that one needs to know a culturs
thoroughly before one can learn or teach the language well.

On lesser scales similar canditions_ xist elsaswherse. I+, as
reported, English is being taught and learned worldwide primarily +or
communicative purposes, this condition creates a serious handicap to
the student’s listening and speaking skill development; in many casss
& total inability to oroceed bevond "Hello.” How are and can
textbooks and materials remedy the probiem? This change in instrucior
sources and ltack of native-soeaker contact in much of the woridg
reguires a pragmatic change in EFL focus and purposes which ESL/EFL

texthooks must adopt.

[

Teaching and learning has become more learner-centered and base

increased while competency has +ailed to keep pace, and textbooks
have been slow or resistant to follow. Most ESL/EFL texis producsd in
the United States and Britain remain aimed at English as a school
subject, primarily for academic purposes, and emphasize the culiurs
of native speakers. Hou complains that they forget language is not
knowl edge, but competence. and the textbook’s and teacher’s dutv is
not to exploit the student’s intellect, but to heip develop it (Z&).
0t the two major textbook flaws he cites. one is that they rarely
oresent opportunities for students to engage in meaningtul
compunication (7). ESL/EFL texts which approach English primariiv as
a medium of instruction, as a lingua franca with other non-Enalish

speaking communities, and which concentrate on non-native American or
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British culture-—are more multi-cultural--are the preferred type. The
current trend toward English as an international language stresses
the communicative function, but textbooks have been slow to share
this purpose. This includes English for special purposes such as
business, sports, news, diplomacy, entertainment, technology and
science, even wari and the instruction should strive for the goal of
mutual inteiligibility among the variety of non-native speakers
involved.

Taking these concerns of students into consideration in
developing and revising this study’s evaluation form, in analysing
the texts, and in suggesting criteria for textbook construction
identifies the basis and rationale for the discussion which follows.
The review of Evalua£ion proceeds according to the sequence
established on the evaluation form designed for domestic evaluators,
and reports the results item by item with all the texts for
comparison. A summation or overall appraisal and an attemot at
ranking the individual texts for total quality, considering their
weak and strong points and their estimated usability in foreign
settings by non-native speaking teachers concludes this

portion of the studv.

Textbook organization and methodology

The first evaluétion section investigates the organizational
and methodological aspect of the texts. It deals with the overt

content and theoretical premises which constrain the text’s
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formation. scope, and depth. Item one in this section, textual
presentation of the English phonetic svstem, concerns the student’s
ability to aurally distinguish and orally produce the English
phonetic system. It is placed first because sound is the facet of
1anguage generally considered to be the source of all language
learning for both native speakers and second 1anguage lesarners. It
foiiows the hypotheses of the natural approach advocatesd by Terrell
and krashen; but which alsoc other methodologies incorporate to some

axtent explicitiv and implicitly--Total Physical Responses, the Silsnt

i

by
LEsS108. o0

Wav, and others. Of the seven texts evaluated st
received a favorable rating in this +first category: The Grammar

Handbook . Another, Reference Buide to English, at lsast discussed the

matter of English phonemes in passing, but in a manner assuming its
users 2ither were familiar with or fluent in the English sound

svstem, or the matter was not relevant to learning English-——an ide

m

its title seems to contradict. It is plausable that the authors
assume the text’s users will have satisfactorily passed the TOEFL or
other such test. However, the experience of colleges +freshmen English
class teachers with international students enrolled who have
succeeded on the TOEFL refutes that assumption. Oral and aural skiiis
particularly are not well reflected in TOEFL scores. These teachars
are quite vocal about the unintelligibility of their student’s
speech, and the inability of these students to understand their
teacher’s lectures. They mavy succeed in these classes on the basis of
written communication, often poorly (Appendix I exemplifies an essay
written by a colleqe freshman whose TOEFL score was over S00). It

does not seem sound to assume prior proficiency, and textbooks which
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omit at the least a review of the sound system at the onset do not
sarve the user’s needs well.
Even composition texts should include it. How will the student

develop writing style without an inner esar attuned to alliteration,

assonance, and other rhetorical devices considered necessary for
discourse’s form and content to function as a team? Rhetoricians from
Aristotle to Rene and Welleck have insisted that this unity betwesn

sound and sense is basic to communication, oral or written. Much of

its smphasis has decreased with the advent of orinting and pross

-

~=niacing the supremacy of poetry, but it per

m

ists in our stang, our
oroverbs, and our well-turned memorable phrases from Cicero to
Churchill.

The second criterion evaluated, )anguage-specific features of
words, is an essential element in acguiring fluency in all four
language areas, but more essential in writing and reading than the
other two skills which atford areater use of feedback, concrete
context., and often assisted with body language to promote
understanding. The way in which English words are constructed,
transformed to serve a variety of syntactic and semantic functions,
the descriptions of and the rules governing these structural,
arachemic, or morphemic transformations both on the surface level and
the Dronositianalfnrediﬁatian level are of paramount importance not
only tor standard educated/educational English, but also for avoiding
misunderstanding, uninteligibility, and ambiguity in sending and
receiving communication. This concern involves not only what is
meant, but also how it is meant. It involves vocabulary, literal and

figurative usages, connotations, and idioms. Of the texts under
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scrutiny here, half were rated sub-par in the first two
sub=-categories of inflectional and derivational affixes and in
teaching word families. Without knowledge and proper use of the
first, a person’s attemots at producing or understanding the language
is reduced to marginal literacy. Ignorance of the second handicapns or
grevents one from producing formal standard English even with the
crutch of consuﬁting dictionaries——a time-consuming exercise which
detracts one’s thoughts from the message which was the sole puroose
for communicating initiallv. Both items are basic to vocabulary
growth.

Learning ESL Composition, Connections, and Communicats in

Writing either skimmed over or omitted reference to instruction and

xercises in items Za and Zb on the evaluation form (Enalish forms

and structures and language functions). Reading Bevond Words was

unanimousiy rated averaage. Technigues for Writing Composition,

Reference Guide to English, and The Brammar Handbopk were considered

meritable. Here, as elsewhere, the tsxts are listed in ascending rank
order based on the svaluators’ ratings and comments uniess indicated
otherwise.

Items 2c, Zd, and Ze--tense concepts, plurality, case, pronouns,
and person-—fair slightly better, but with almost the same 1insup as
above. In order on these issues from ailmost nothing to reasonable

thoroughness are Learning ESL Composition, Connections. Communicate

in Writing, Technigues for Writing, Reference Buide to Enalish,

feading Bevond Words, and The Grammar Handbook . For native speakers

of Chinese, the first four language features on the evaluation form

are handled in an entirely different manner in their Tangauge than in



Engiish, making a clear oresentation of how English signals these

concepts vital to their understanding and their acouiring proficisncy
in English as a foresign language.

Criterion three touched comprehensiveness. The tendancy to
specialize and subdivide pervades both curriculum nlanning and
textbook production. Academic catalog course lists and descriptions
illustrate the variety of particularized categories language study
tractures into in addition to the traditional divorce of literaturs
and composition: ftechnical writing. creative writing, comoosition.
advanced composition, thesis writing, research writing, vooabulary.
speiling, basic writing, to name a few. An attempf to compromise with
a writing-across-the-curricuium approach to this fragmentation zeems
a step in the other direction. Finding a single text designed to be
comprehensive, to treat about egually the writing, speaking,
listening, and reading skills takes =xtensive detective work.
Frofessional organizations tend to follow suit by branching out into
specific interest groups or dividing into secondary organizations.
Our selection of texts to evaluate therefore, socusght to ingiude at
least one text designated for each of the four Tanguage skills. The
primaryv purpose for including this criteria in the evaluation process

texuts ssinowliedas the

ot
4
[11]
.

is to determine to what extent sven specializ

3

existance of the other three language areas, their inter-reiatednes
and their inter-dependencv: or whether they ignore them as
non-existant or irrelevant.

A1l the texts evaluated but two were found by at least one of the
egvaluators to totally ignore any significance or relationship that

specialized text had with the other language arezas. The two



sceptions-—Reference Suide to English, and The Srammar

Connections received fair marks for acknowledging or referring to the
other skills’ consanguinity.

Al thouah designing a comprehensive text may prove a Herculean
task, and perhaps also a poor business venture; and possibly the
demand for such a text may not exist in classes for native speakers,
ESL/EFL courses would benefit from such & text by serving a
pedagogical purpose if not a language one-—especialiy in countries
where texts are rare and difficult to obtain——for it might inhibiz
the practice of teaching the language as a school subject rather than
a usable communicative tool. Many such texts are usead in foreign
languaqe classes, especially modern languages; and the Feoples
Republiic of China’s middle and high school English texts, thoush
antiguaited and based on the grammar-translation method, incoroorate
all +our language skills. Perhaps our vision of what language is and
does needs a change from tunnel vision to panoramic in order to give
our ESL/EFL students a well-rounded cohesive sxperience with English
rather than imposing upon them ow notions and whims about
pigeon—holing everything.

The fourth criterion, language-specific syntax and semantics.,
delved into differences and incorporatss general contrastive
anaiysis. English like every other language has some idiosyncracies.
These language-specific features should be identifisd for, expiained
to, and learned by the ESL/EFL student as an aid in acguiring
proficiency and as a preventative measure against L1 interference in

his oral and written production. & text failing to explicitly inciude



these English peculiarities-—-grammatical, syntactic, structural,
functional-~ignores the learner’s need, for they are essential to
tiuency.

Rhetorical invention is another important area for texis to
consider. The conventional seguential development and 1inear stvie of
English taught in American schools and texts supposedly imoroves
spontaneity. But ESL composition texts especiaily must cope with the

competing stvles and thought patterns of other culturss and langusge

i1
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systems-—the circular develooment of Oriental iansuagss, the

patterns of Semetic cultures, the complex digressions innate io

]
[
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[

Russian, Spanish and other Romance tongues (Celce-Murci

-1

i

Kaplan 4-10). Unless this comparison and contrast of stvies is
identified and dealt with, trving to teach international students
from these backarounds the standard essay form will be difficult i+
not impossible. Even among those who have learnsed it and becoms
bi-stylistic, the native style aopears within their productions in
the second language discourse (Ricento 267, and Wa 303) . After
seyeral attempts and frustrations, Tinbera concludes from his
overseas experisnce that typical American methods ftail to teach
writing in the Feoplies Republic of China [and most oriental

cultures]. The philosophic basis of these methods needs rethinking

{46 .



In addition, in presenting these language-soecific featurss of
Engiish, it seems that a good text shouid provide a variety of
guidelines and examples in context for their proper use. Soms itsms
may be oresented adeguately in isolated examples or tists, but others
may reauire representations in a variety of settings to iliustrate

their multi-dimensional aspects, or in extended discourse, in various

levels and registers, different genres. and subject matter areas.
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Finaliv, figurative and idiomatic featuresz of American Engl

EBritish) should be pressnted. For sxamole,. many figurative an

0

idiomatic American expressions are based on the native Amsrican
culture which, even for British audiences need explanation, and much
more so for ESL/EFL students.

Though not as pervasive in formal and academic writing, idicms
are rampant in other types of literature, magazines, and sboeech.
[American] "textbooks tend to be too culturally bound to be used by
non—-Americans without substantial footnoting or explanatory aoiossary
for such items as three-piece suits, anti-war movement, folk music,
baby boom, stress management, workaholic, the depression, career
planning, corporate ladder . . . (Hynes). One cannot read Time or The

Reader’s Digest without a firm foundation in understanding idioms.

The Chinese we encountered were avid readers of The Reader’s Digsst,

Hardly a day passed during the summer session without a student or
colleague directing a guestion to us about the meaning of something
in that publication: most of the time what confused them was an idiom
or colloguial metaphoric usage. Newspapers, radio, cinemas. and

television require a familiarity with the lingo of figurative,

idiomatic, and siang expressions. Even reading the Iliad, Odvssey. or
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ible intelligently in Engiish ftranslations reguires of both

r

ransiator and reader some acguaintance with Greek and Hebrew idicms
and culture.

This evaluative item souaht to discover how well or to what
gxtent these aspects of learning the Engliish Tanguage were oresentsd.
The two texts considered to treat the matter guite well were

Feference Guide to English and Technigues for Writing Comoosition.

Behind them ranked Connections, Learning ESL Compositien. and The

Grammar Handbook . Another step down, but in the category of

inadeguats, were Communicate in Writimg and, ironicaily, on ths

bottom of the ranking was Reading Bevond Words, the one text on thes

1ist one could assume from the title addresses this aspect most

da

thorguahly. One cannot rsad much of anvthing bevond the word-cailin

il

stage without understanding denctation, connotation, figurative
janguage, and idioms. Some texts mav partially remedy omission of
teaching these features of Engiish with marginal or foctnotes for
explanation. But that technigue doss not teach the probism-soiving
skill needed to read material comprehendingly without the footnote
crutch.

To what extent do the texts, all but one with copvright dates in
the 19807s, utilize the’Ianguage learning and acguisition knowledaos,
insiahts, hypotheses, and theories which have emerged during the past
thirty years is the focus of the fifth evaluative item? Without
claiming that new is better, it does seem orudent and astute to take
advantage of evervything known about the learning process, new or oid,
when attemnting to teach. Any text published in the 1980°‘s which is

littie or no different in methods and aporoach from texts of the
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twenties, thirtiss, and forties is not only a disservice and handicao

i

for students to use, but aiso a step backwards, coniributing to th

m

chronic syndrome that effects education--the probiem of being two
decades behind the times, being regressive and backward-iooking
rather than preparing for the futurs. Except in schoois, the “what
was aood enoush for grandfather is good enouash for the children®
attitude is in disrepute. This discrepancy fostors the major polarity
batween those who see education as the wav to build and chanae

those whose conceot of the

£

society such as Counts and Freirs, an

chool ‘s role holds it to b2 the pilace to preserve thes past, ths

1]
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i
m

traditions and culture of the nation. In languaages Tsarning it boils

down to prescrintive versus descriptive postures, Detween admitiin

[}

that language constantly changes and attempting te prevent languaas
from changing or becoming polluted by foreiagan incursions. Az the
history of English demonstrates, English has a tradition of change.

assimilation, borrowing, and growing. Internationalizing English wil!?

T

augment, not slow down its changing. Attempts to set it in concrets
are futile. A current text promoting the “rules of English"” that have
been invented, borrowsd from other grammars, notabiy Latin. or
otherwise misconceived and introduced into textbooks during the past
two centuries by welli-meaning but misguided -enthusiasts is neither
realistic nor beneficial. Two tvpical exampoles of;en used as
barometers in measuring a text’s orientation are what the text says
about splitting infinitives and the will/shall usage. The author’s

premise of whether language is a tool for man to use or whether

tanguage is one‘s master is basic to his approach to this critsria.
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Of the texts used in this study, Refersnce Guide to English

~anked the most traditional --that is, it appeared to incorporate ths
Teast or none of the past thirty vears of language research and
discovervy--and resembled more than the others the tvpical English

texts of the 1730°s and earlier. The thrse most ug-to-date, according

I}

to the evaluators, wers Reading Beyvond Words, Communicate in Writin

followed bv Connections. The three remaining texts came out as
fence-sitters in their outlook, or ambivalent in presenting a

oh

e
©oahd

position, which stance frustrates the traditionalist te

11}

1

those knowladageable in current language acguisition ora

N
r+

X

]

ices.
Admittedly, state-of-the-art textboocks are impossible to oroduce
because of the time it takes to write, esdit, print, and market them:

nd a

in

annual new editions attest, the final optimum draft of a

i

texthbook is & thing to be striven for but never attained. Howeaver,
having a text current within a decade of advances in the fisid is not
asking too much in our culture of plannsd obsolescence.

Because of its close topical ralationshio to the above, we turn
now to the seventh item rather than the siuth, which wiil #oilow. The
seventh criteria more particuiarly investigates the orientation of
the organizational structure of esach text. Though most current texts
tend to be elective or give token appearances of being so, one
predominant pattern guides its formation and presentation. However,
the specitic approaches themselves are of necessity subjective.

Simple-to-complex, for example, seems a simple orientation until
one attempts to determine exact criteria for determining or defining
complex. Dolch and other authors of many beginning vocabulary lists

operating with the guestionable assumption that simole is determined
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by size or freguency. Thus some word lists begin with one, two. and
three ifetter words and move toward three and four syllable words with
increasing letter count. Simpie thev eguate with short or small. vet
words like "taw, Dy, vak, wry, vie, orb anu” seidom appear on the
lists betfore longer more "complex" words, indicating that size is
really not their criteria. The other popular determiner of zimple
assumes freguency of use equais simplicity. But freaquency, as
comparing various such lists reveals, is relative to whose lanauage
samples one uses; tive vear old urban children, Shakespears’s plavs.
Alexander Haig’s speeches, or colisge professors. Freouency lists are
of negative value because ninetv-seven percent of the one-hundred
most often used words are structure words, not content words. Of the
three hundred most freguently-used words sixteen percent ars

structure words. “The" occcurs in almost seven percent of the total

words used in most discourse (Bowen 19%). Structure words indicat

i

relationships, but content words convey information and meaning.
Dthers define simplicity by the semantic concept invoived, i.e.,
concrete things and gualities are assumed to be simpler than
abstract ones. How one determines meaning compiexity, Togical levels
of simplicity, or abstractness has undergone invesitigation for
centuries without a concensus. The modern theories of Viaotsky.
Skinner, Fiaget, and others illustrate their lack of agreement. One
could also use phonemes to determine simplicity with those a chiid
oroduces first as simpie, and those Tearned after greater muscular
development and control enable the speech mechanism to oroduce mors
"difficuit" sounds. Thus they are called simple sounds. But any aduit

trving to learn a foreign tongue encounters great difficulty trvinag



to produce strange sounds of the new language =ven with fuily mature
speech apparatus. Consonant clusters prove to'be stumbling blocks to
some, for others umiauted vowelis.

Determining simpie to complex in grammatical items is aiso

1
—
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confusing. Ars nouns =2asisr to Tearn than verbs or adjectives,
which have numerous inflectional and derivational alternatives
determined by other factors such as syntax and meaning, or are
prepositions and articles easier bescause they have no structural

changes. Yet grammar texts invariably begin with nouns in chapter

ane, then verbs, then modifiers, without imperical evidences or

i
fis
5

explanation of why nouns in every language are easier to i=arn

verbs. Ferhaps they are. [oes the fact that the child learning

s §
ot
1]

rnative language lesarns one kind of word, svynitackic structure, or

phonetic combination, or sentence function before some other kind

indicate easiness of learning and simplicity, or dopes it refliect

freguency of experience and/or survival needs as Huang and dell

propose? Slobin‘s hypothesis elucidated by Huang aileges that words
with grammatical markers carrving semantic content are iearnad
=arlier than those with empty or little semantic import--such as
structure words-—-(131), but makes no claims about them being =asier,
simpier, more difficuit or complex. Cunningsworth’s evaluations
conclude that most ESL texts present basic language
systems——phonetic, grammatic, and semantic--incidentivy and randomiv
rather than svstematically which makes it ever more difficult for the
second langauge learner (17). Without explaining their premises,
textbook forewards and promoticnal blurbs capitalize on the seliing

power which the phrase "simple-to-complex" seguence has amonag
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prospective customers. An explanation of how they determine deagrees
of complaxity ought to be reauired and defended.

The evaluators were not asked, therefore, to analvze what
specific idea of complexity the author operated under, but only to
determine whether the contents were ostensibly promoted in the
pretface as simple-to-compliex or some other organizational pattern.

In addition, the type and use of drill methods and sxercises was

an ingredisnt investigated. Though all texts advertise the use of

*meaningful ® drill rather than mechanistic “driltl-for-driii‘s

r

ne latter i

1]

an inescapable feature of the audio-iingual and
arammar—-transliation methods. Al1 the texts were considered ecliectic,

but in one case the combination of methods was timited to two.

!rl

nnections e2moloved primarily a simplie-to-comolex seguence with a
variety of euperience-based practice sxercises considered relevant to
technological, scientific, and professional discipiines. Very 1ittis

drill is inciuded. At the other extreme are Reading Bevond Words,

:The Grammar Handbook, and Reference Buide tg English which have a

little of everything. Reading Bevond Words, the most eclectic, has

about an egual amount of =ach approach iisted on the guestionnaire.

The Grammar Handbook is predominantly the arammar-transiation format

Guide to English slights the TFR and Immersion methods. Thrze most

closely adhere to the natural and acguisition theory approach

currently the most popular: Learning ESL Composition, Technigues for

Writing, and Communicate in Writing. None used the

notional-functional approach to any extent.



Another area freguentiy overiooked in foreign language classes

represented, iz the different levels and registers of formality and

L

appropriateness. Evaluation item six investigates whether thes taxt
treats only the education/educational academic formal usags of
rnglish, or gives adeguate treatment to other levels. In everv
literate Tanguags courses may be and often are ssparatsd into
conversational and regular, and thersby emphasize only one level. But
the conversational courses usually carry the inuendo that fhev ars
less demanding, less diagnitied, perhaps frivoious and
and therefor inferior. Textbooks which ignore language levels
perpetuate this age-old idea. The Romans called it the "vulgate,” the
Greeks referred to “hoi polloi,” and dictionaries today freguently
label levels with status, or lack of., by terms such as colloguial,
slang., non-standard, dialectal, or another euphemism for inslsgant or
non—orestige——all implying inferiority or lacking in culturs,
sophistication. or education.

Even attempits at putting realistic dialogue into texts fails as
writers and editors present formal written language as natural
dialogue." What do vou want?" appears in print instead of the actual
dialogue "Whacha want?" Mark Twain and today’s cartoons do a much
better Jjob of realistic dialogue with their contractions,
assimilations, e1lipses, abbreviations, and jargon. Perhaps they maks
& more realistic text for teaching the levels of English than the
textbooks. Speaking and listening skill competency depends upon one’‘s
understanding and ability to use properly in appropriate contexts a

variety of tanguage levels and registers. Many foreign students speak



and understand only the formai-—sounding Tike a textbook motrs than
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like a rea t
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person to the native speaker, and +finding it difficu
listen comprehendingivy to native speakers using intformal sosech.
Dialects and different Englishes (Australian, South &frican,
American, British, etc.) are not here considered levels. Levels
transceﬁd Enalishes.

The seven texts split guite evenly among those that oresented

almost entirely formal standard American English—-—Learning ESL

Composition, Reterence Guide to English, and Connections gave ifittiz

more than lip-service to other leveis, Communicate in Weiting,

Technigues for Writing Composition, and The Grammar Handbook . though

heavier on formal Engiish, handlie both tormal and informal about

equally. Reading Bevond Words does the best job of presenting severa

levels and varieties of Enalish in context with guidance about orone

situations for using one level or ancther, includinag criteria such z

sudisnce, topic, occassion, and ourpose. Commendabiv. nons of

he

2

isi

texts went to the other extreme as a few texts do, aiming at inner
city Jjunior high Tevels in an effort to appeal as relevant and “mod,.
but in reality doing the students a disservice by failing to teach
also the levels of the language necessary to be mobile in our
society. In effect such texts relegate the student to permanancy in
one social class. Such a text would also thoroughly confuse the
neophyte ESL/EFL student.

The final criterion in the +irst section on organization and
method treats practical matters. Is the text esasily adaptable to a
variety of teaching situations, reguirements, restrictions, and

methods as practiced by other cultures, or does the mannetr in which

=}
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i
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material is presented and the context prescribe a particular

grocedure and method. How versatilie internationally is the text? A

in

text which has much buili-in class discussion basic to its us2 would
not work in schools where class size averages fi%ty'or more students.
A workbook format wouid eliminate the use of TPR. A& text relving upon
considerable input from the instructor would be difficult For an
individual to use for seif-study. Thres texts the eva?qatcrs rated as

requiring specific methods, classroom size and management, and

particul ar fteacher skills or knowiedge were Connsctionz., Reading

cevond Words, and Communicate in Writing. This ranking imclies that

its versatility may limit its adapability sven in American schools.

Technigues for Writing and Learning ESL Composition were considered

auite usable in a variety of cultural and educational environments.
Considering that all the svaluators had experience teaching in &t
least one other culture besides American, one can surmise from their
reports that the text was found suitable for at least sach’s
particular school situation abroad as well as domesticallyv. The

Grammar Handbook and Reference Buide to English were considersd the

most flexibie. One might suspect that both of these, being grammar
texts which approach lanauaage as an organized structure of ftacts and
rules and which cater more to learning about 1anguage than to
learning lanauage use-—-therefore a school subject rather than a
usaful tool for enhancing one’s daily living and communication
needs——may have contributed to their high ranking on this scale of
versatility.

In retrospect, results from the first evaluative section on

organization, format, and method revealed that these current
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textbooks claiming to be designed specifically for ESL/EFL students
are little different from those not sc designed, and alsoc not very

akers four decades

B ad
m

hose developed for native sp
garlier, Should they be different might be an appropriate question.
The obvious answer seems to be affirmative. The second language

uage background from which to

n

learner, it is true, alreadyr has a lan
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draw help just as does a native speakKer. But he lacks the vocabula
rhythm, stresz and intonation patterns already familiar to the native

L

cpeaker. The ESL/EFL student operates on different cemantic fiel
and conzeguently his world view and understanding of experience and
existance differ=. He thinks along different grammatical

organizations., A1l these differences and sometimes others should be

1]

considered, presented, and delineated in an ESL/EFL text., They should
not ke necessary in & text decigned for native speakers. Otherwise
the ESL/EFL student may learn about English, but may not learn
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English., Hie Knowledge .of mother tongue will, as a re s ini
with acquiring English unless the differences between languages are

addressed., The ESL/EFL text should also make utmost use of all that

[y

ching within the past
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has been learned about language learning and i
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thirty wears, Anrthing less gqualifies ti #f as x mussum piece.
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Curriculum and agenda

The szcond major section of ewvaluation concernsz what the text

explicitiy and im

presenting, cultu

and extent to which it engages th

hd

and cognitive domains. Doez the text assume cne way, one sei of
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and extent to which it engages the le=arner’s affective. psychomotive,

and cognitive domains. Does the text assume one wav, one s&
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values, one culture, the needs and concerns of one people is better,
more important, or more to be desired than another, or is the maijor
premise that they are all eaqual but different. Ooes it assume
universality in areas where Western, African, Oriental, =t al.
“universals" differ such as concept of time, the value of life,
competition, human relationships to each other and to naturs, the
ournose and value of =sducation, and even what is man? The ourpose or

fhis ftormative sevaluation is curriculum matesrial ravision and

ot

qoal of

)
u

1]
ju

improvement through appraising the guality, content, scooe,
activities the texts orovide the teacher and student in regard to
self—-concept, culture concept, language concept, and social conceot.
States, textbook selection committees, civil rights and minority
advocacy groups, and special interest groups who reguiats or
influence textbook selection and eventually content, make more
headlines than changes. How long before ESL/EFL texts underao their
scrutiny? Neutralizing male-female roles, sthnic and cultural arcups,
religious and political--all important--too often does not snlive the
equally significant intellectuial, subject matter, and factuai
criteria problems of textbooks. Spending time and energy teaching and
trving to learn trivialities, acquirina ephemeral facts and
information, storing theories and ideas that are obsolete or biased
is not only senseless, but contributes to student apathy and
subseguently classrcom management issues. In addition, content that
is developmentally inappropriate for the targeted student audience,

either an insult to its intelligence or bevondd its ability., is also



vinanuropriate. Unfortunately, much ESL/EFL text content vomited upon
the market, especially for migrant and refugee groups, equates lack
of fluency or literacy in English with idiocy. Egqually unacceptable
content is biased, stereoctyped, denigrated cu]fural, social, and
economic groups, and misinformation.

Finally, with literature written in English incqeasing]y
becoming international, even global, I concluded it behooves the
téxtbook deve]operé to produce content that is cross- or
multi-cultural. Not only does such content more accurately reflect
the real world of today and the future, but it "offers an experience
[to the studentl . . . of entering into a different semantic field .
. « & different way of seeing and describing the worid. The net
effect is that the reader can understand the cultural horizons of the
author’s culture more expertly than before . . . broadens his own
perception” (Dasenbrock 14). These perceptions and understandings
along with acguiring proficiency in English enhances one’s capacity
not only to communicate, but to develop better relations with the
world communitv--an effect much more difficult to achieve without an
ability to communicate tham with a lipgua franca. That is a change

greatly to be desired both here and abroad.

Culture

In the first item of this second section the guestion of
cultural bias is addressed. Fossibly a text, especially in grammar,

seams to be acultural by nature, but subtle word choices, examnles,
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everciszes, and subject matter employed in them may contain cultura
or social overtones. Using the name “Lewis," for instance. in &
sentence illustrating passive voice might appear as “Luis, Ludwig,

tuigi, Louis, —udviag,” etc. Which choice is used may have sthni

m
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references and the rest of the sentence must be more circumspect

i

content and idea than when "Lewis" is used. "The strawherriss were
picked by Lewis” would not impiy the same ethnic and class

sterectvping idea that “"The strawberries were picked bv Luisz"

0

Cultuwral bias, explicit and implicit inc

authorseditor expresses toward the fszarner as implied by the content

Hi

and organization of the text. In this regard the texts rated

mediocre. Reterepce Buide to English came out the lowest, 1. 2.,

potentiaily most liable of bias or of giving offense. Yet it was

rated at the middle of the scale. The Grammar Handbook, and Lsarning

ESL Composition were a step higher with Reading Beyvond Words slightiy

higher but a little below the three tied for doing the best job of

avoiding bias. The nature of these books by their groupings here i

i

interesting. Those texts specializing in grammar, which one miaht
surmise could most easily escape appearances of bias were considersd
to express it maost. An enlightening exercise would be to examins this
aspect more in depth to determine what feature(s) might have
intfluenced the evaluators to so rate them. Several possibilities come
to mind. The attitude implied by the way grammatical explanations
were worded may appear condescending. The organization may have
appeared simplistic. The examples and exercises may not be
challenging encuah or too challenging for the targeted level of

student. The inclusion or exclusion of specific topics may have



hinted at the inteiligence., knowledaes, naivete, or maturity of the
student——or lack thereof--or some other characteristic. The ons
composition text not grouped at the top with the others but at the

tower end of the rankings may have given a negative first impressicon

-t

bv its very title. Does Learning ESL Composition imoiy that it is

different from and therefors of a higher or lower guality and

T

prestige than learning any other kind of composition? The subtis

concept of separate-but-equal, which in American culture can raiss

sensitive antsnnae, may invoke similar alerts to others by its title.
The threes texts rated highest, all composition oriented. by conirast
did not hint in their titles that there was any distinction betwssn
kinds of composition learning. |

The text sguarelyvy in the center is a reading text, which
characteristic could most =asily, it seems, inclines to make it bissed
and offensive mersly in the topics selected for readings angd those
omitted, the characters therein, the circumstances, the choice of

authors, or in the guestions and exerecises included. A guick iook

£is
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the general supply of college freshman readers one survevs when
selecting a text +or one’s course, and a review of the major high
school senior English texts reveals that editors have z proclivity to
saiect articles, poems, and stories concerned with currently
controversial issues with little regard for their literary guality,
triviality, lona-term importance, banality, or universalityv. The

Reading Bevond Words editors, in the eyes of the svaluators, did a

commendable Jjob of avoiding bias—conducive articles. A
table-of-contents analysis of this text shows that of the twenty-two

readings, seven were about self-improvement and



understanding-—-socioiogical theraoy, which may imply an attitude of
the editors about the tearner’s need for it-—four selections were
about selt-concept, and four about current social issues of the
United Stétes. Three readinas esach are about America’s favorite
whipping bov-—public esducation—— and general entertainment. Ons
articlte dealt with nuclear concerns. If the eleven entries, half the
total, addressing introspective, sociological, and psvchological
matters of the resader imply that all students, native and

international alike, need counseling in this arsa, it could not ke

o

aken any more oftfensively by one group than oy another.
a stance of neutrality or fence-sitting. Yet it seems fto assums
something about the reader, a need for therapy, and the English
ciass, the bsst place to provide it, that could easily offend. It
also ignores the anthropoloaist’s premise that languages reflact
man’s relations to the world and life: that a societv’s tamitv svsiom
and language refering to kinship relationshios gives the culiurs a
sense of identity, of social belonging, or enhances ocoportunitises for
alienation and identity-crisis. The Chinese language, for exampls,
abounds in precise kinship vocabulary which makes identity and
belonging easy, alienation difficult. The society reflects that
influence as much from its language structure as from its
philosophical basis derived from Confucianism. English does not have
the relationship vocabulary, and English speakers theretfors are more
ant to experience alienation and identity problems. An EBL text
should consider such language/cultural characteristics in sslecting

content tooics (Beechhold 146-17}.
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The next criterion, closely related to the above but limited to
gxolicit matters more specifically addressed sub-aroups and
minorities within cultures: religious, political, social, sconomic,

activist, feminist, and so on. Cne text, Reference Guide to Engiish,

received no ratings: Jjust "not applicable." The evaluators felt this
text could not be Judged by this criteria. Cursory examination of tne
nther tewts reveals a possible reason for their being Jjudged from
fair to acceptable. None were rated superior. In order of guality

they are The Grammar Handbook . Connections. Learninag ESL Compos

Communicate in Writing, Technigues for Writing. and doing the bast

Jjob of presenting cultural varieties in an unbiased manner was

Reading Bevond Words. The difference between all texts weres siiaht,

perhaps negligibie.

be because it used in its exampies and exercises namss, tor instancs,
that are all Anglo in derivation which make them safs to sav anvthing
about in the rest of the sentence or psragraph regarding the person
named. In contrast, if names such as Fedro, Zhou, Fisrres, Tran.
Abdul, or Raja were used, what the rest of the sentence savs about
the person must be circumspect to pass muster, Likewise, in selecting
pronouns, a sentence like "She is beautiful" will probably not
antagonize feminist activists as much as "She is ugly" or "She washes
dishes diligentliy" might. The editors wisely avoided including such
potential offenses in this text.

Oniy two of the texts, however, presented much variety in

mulfti-cultural material: Connections and Reading Bevond Words. As

with many American texts, content material here is guite iimited to a



relativity concerns popuiarized by the press in the United States;
issues most other nations take little or no interest in  Judaoing by
the contents of their school texts. The FPeopies Reoublic of Chinsa
texts, tor example, are highly political, patriotic, and oly oersonal
refationships in content and apoiication.

What the student brings with nim to the ESL/EFL learning task

W

e

an important aspect of his Engiish acguisition. His sxperience.
culture, sducation, biases, sensitivities, as well as native
lanauage, and family background contribute to his success. Our

seiection of texts aimed at upper high school and lower division

i

cliege ievel students permitted their authors and editors to safelv
assume their clientele are not beginners. How fluent thevy are in =ach
of the four ianguage areas, =2ven when test scaores such as the TOEFL
indicates an adeguate level of language aptitude, influences sach
text’s usability. How much second 1anguage acquisition and
profticiency can be assumed is subjective at best., especially knowinag
that the previous texts used by the students and teachers in their
native schools probably have little consistency in their objectives,
methods, contents, emphases, their publisher’s standards, and
agendas. There are, however., generally agreed-upon levels to guide
choices in language matters. The range of what is considered
intermediate, for instances, does not vary too extremely from one
nation to another any more than it does among American college

freshmen .
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Fewar or no such generaliy agreed-upon cultural content and
origntation standards exist internaticnally. As a result, some
students may be guite familiar with many aspescts of cultures other
than their own while others may know next to nothing foreign, or
overtlow with erroneous ideas based on having watched American movies
and television.

A third area of concern authors and sditors must consider in
developing texts and seiecting contents is to anticipate the purposs

which the student has in learning English. The iteacher considsr:

o
0t

31}

purpose first when selecting a text. Too often it seems assumsd

1]

Judaing from the textbook content and orientation of many not
inciuded in the study but considered for it, that the international
ztudents of English are learning English because they want fo

assimilate into American culture as a resident or eventually =a

P
[n}

citizen. The facts of what percentage of foreian students who coms
the United States annually to study actuallv stay permanentiy will
not support that assumption. According to the Institute of Internal
Education which reports annually, 343,777 foreiagn students atiended
higher education institutions in the United States during 1584
("Foreign" 9). The average stay of these on student visas is under
five years. In contrast, the number of students learnina Enalish
abroad, [Hsu reported fifty million in the FRCI tausht by non-native
English-speaking teachers., who never come nor intend to come to the
United States far outnumber those who do come temporarily. Those who
stay are a fraction. To avoid severely limiting their market
potential. it behooves text planners to avoid assimilation

assumptions. Even amona the refugees, immigrants, and migrant aiiens



wno also lsarn Enalish, but as much for survival and occupational
necessitiss as for anvy other reason, the majority prefer and intend
to retain and maintain most of their native culture, Tanguage, and
traditions, not abandon them to embrace the American culture. Mcleod
insists that students need to know and understand the vaiues of their
second 1anauage culture aroup without f=ar of having assimilation
torced upon them (219).

What assumotions the text reveals have been made first about
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students and then about their teachers in these

svaluated separatsly in the next few criteria--students in the first
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and teachers following. The evaluations reveal an
and consistency. Tnose assuming a high degree of both lanauags

ability and cultural knowiedge for the students aisc assume & high

i

i

culture on the part of the teacher. Assuming that masf English a
second 1anguage teachers woridwide are American or know American
culture well has been unfounded for about a decade. The percentage of
international students serving as teaching assistants in American
universities for freshman courses is also considerable. Despite such
tacts, most of these texts evaluated., all published within the last
four years, evidenced such assumption gquided their producers.

Connections, Reference Guide to Engiish, and The Grammar Handbook

were most culpable in this regard which in turn renders them lsast
usable by any non-American here or abroad. They assume much mors

about the learnesr and teacher than do Technigues tor Writing.

Learning ESL Composition, and Communicate in Writing. Reading Bevond

Words was Jjudged to have made very little assumption about its users



axcept bv one evaluator—-—an exchange teacher—-indicating that the
evaluators considered it more adaptable and usable internationally
than the other texis without putting sither student or teacher
unfamiliar with American culture at a disadvantage. Neither does it
than reauire extensive research and extra work on the part of the
teacher to help him do an effective job of teaching should he use the
text. It was also not considered to be attempting overtly or subtiy

to make Americans out of the ztudents. A change in perspective on trne

]

art of publishers appears to be in order, these two svaluative item
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results indicate, if thev intend to meet the nesd

a
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Ernglish student market.

The final item in this major section on bias and culture
guestions the accuracy with which the text portrays american culturs,
Ferhaps a definition or description of American culture is in order.
Culture, McLeod defines as the shared value system of a =ociety
having its own integrity (211). But whatever explanation one gives
here mav not represent the concept of American culture held by the
evaluators. In fact, considering the diversity of their backarounds,
experiences, philosophies, and origins--viewpoints developed and
influenced by cultures from Canada, the United States’ Sguthwest and
Southeast, Vietnam, Taiwan, the Peoples Republic of China, Thailand,
Horng Eona, the Fhillipines, and Japan—-—arriving at a concensus of
generalities and stereotyvpes would be difficult. Such an endeavor
could result in the same anomaly as the six blind men esxperiesncsd in
the fable about fthe slephant. The advantags of not defining American

culture for them, nor for insisting on their agreement on one, is

that with such disparity of perspectives as they used the study might
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achieve greater objectivity and random sampling than it would under
circumstances controlled by a concise definition of Gmerican
cultuwre——if such a succinct one is even possible. Thus both native
Americans and non-natives invoived evaluated from an international
and muiticultwral viewpoint producing a multidirectional panoramic
observation of the. same phenomenon rather than & single look from one
persoective: avoiding thersby dogmatic conclusions.

This item also assumes that the text overtly attempts to orovide

[

some scousintance with American culture, an arbifrary assw ion

=
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which for one of the texts, Refersnce Huide to English. provsed

inappropriate according to the evaluators. It does not assay the
scope or depth, but the fairness, consistency, accuracy, and absense
of any special-interest group’s ideological advocacy. In a senss the
guestion is whether or not the fext has a hidden agenda or curriculum
gither by intent, subtertfuge, or ingenuousness, & goail othsr than
tanguaqe under the guise of teaching English. Hidden saendas are

difficult to avoid. One discovers the impiicit soal in the contents

—

and their points of view. Common themes inciude deveioping a socia
consciousness, & 1iberation theology, an

environmental /conservationist advocacvy, an anti-war or nuclear

it

disposition, and political ideologies. Besides the one text which wa
Judged auite acultural in this area, three were considered to have
done an acceptable Jjob of being fair, accurate, and

non-propagandistic: Communicate in Writing, The Grammar Handbock ., and

Technigues for Writing. Connections and Learning ESL Composition

rated better, and Reading Bevond Words was thought to have done the

best Jjob of presenting American culture fairiy. This item, of course,
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is highly subjective because the varisty of evaluators could =asi
include ceople with similar opinions about what was fair, accurats,
and typicaliy American.. Their diversity in background. origin, and
sxperience, however, and the fact that none of them knew asnv of the
others, rules out any possibiiity of sameness or coliusion. That thev
reached a concensus can, therefore, be considered a vaiid althcuah

subjective conclusion.

To carsfully balance multicultural outlooks with American

s
i

cultural presentation within ons text reauires an awarsnsss o

li1]
3]

sensitivity to the needs and goals of the students and teacners
worldwide. To ignore either outlook or user might be considered crass
or narrow-minded. Althouagh labeled language texts, they cannot avoid
emanating culture any more than culture can be separated from
language. Mathieson asserts that teachers of lanauages are unavoidably

teachers of culture (11). How it is done and the objectivity with

which i1f is done has been the focus of this second section. The

m

criteria used assume that objectivity is desirable. Whilz none of th
texts evaluated received a superior or outstanding rating within this
area, neither were any considered terribly biased, unfair, grossiy
inaccurate, or propagandistic. The Stoic Greek ideal of moderation

apparently guided their production.
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Fracticality and adaptability

The third major section of evaluation is cpen-snded and halistic

in dealing with the practical use, adapability, and suitabilityr of
the texte in the evaluator‘s individual situations, past and present,.

Though different philozaphfes of educaticnal theory may underpin

their judoment, the practical reality of

indiwidual situations involved reprecent a somewhat cosmopolitan

: , L

educational background. High schools in the United States’” Southwest

[y}

and Midwest, in prewar Yietnam, Taiwan, and the Pecple’s Republic of

China are considered along with colleges in the United St
Hong Kong, Taiwan, Canada, and the Peoples Republic of China. Also

3 ‘F'lr'

represented are adult esducation programs in the United States
migrants, refugees, and minority school-dropouts; Philippine and

Thailand refugee camps.
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itosophy of the authorseditor, particulariy what i

humanities-greai-idezs goal as advocated in Adler’s The Paideis
SFrcnesal, the socizl-reconstruction intent of Freire and Bobbitt, the
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development of mental orocesses/cognition-sirengthening agocal,
vocational /ftechnslogical world-sf-tomorrow vision, the
environmentalist’s mission to save the world, or the psvchiatric
self-analysis couch of naval-gazing introspection in search for seif.

Reading Bevond Words, as previously reviewsd, is both

student-centersed, and with half the reading selections (eleven of

twenty-two) reguiring the reader to analvze/svaluate saif, te

T3
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i
m
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overtly introspective, following Socrates’ admonition to “kno

thyself.," which knowliedge and search for it serves individuaiistic

s

interests, isolates and withdraws the seld from scocisty fthrouah
zsglf-concern. It contributes Tittie or nothing to gliobal/cultura
understanding. An implicit agenda with an outward look would better

serve students who need to learn to live with others in this

1]
E
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more than to survive by themselves, as Donne sxhorts us: "Mo man is
The implicit goal of the texi, then.

iz to teach psvcholiogical seif—-analvsis under ths guise of l=arning

to read. For that reason this text rates as inappropriate for the
student abroad and orobably a disservice to normal students here.

Connections and The Grammar Handbook are strongiv task-oriented.

bent on subject matter acquisition as an end in itselit rather than a
means. Little attention is paid to the obvious problem that the
Western thnughtvand logic processes endemic to the English language
and its use in academic “standard essay form’ is as foreian to the
non-western mind as is the language. One can struggle to l=arn
English and academic discourse with these texts, but could l=arn the
janguage and its uses easier if first or simultaneously made

acauainted with the direct, deductive thinking patterns such usage



entails. As many teachers abroad and those with internationsal

students in the United States realize, trving to have non-western

students write the standard definition, classitfication,
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comparison-contrast,topic-sentence plus support discourse basi
freshman English classes contends with the cultural approaches to

dizcourse which Bander in American English Rhetoric (1971 ar
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explain inhibit their learning of English. Kaplan thinks
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lTanguage and =ach culture may have a paragraph ordsr unigue to

ang that part of the learning of a particular languags involves th
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mastering of its iogical system” (15). Until that logical
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understood, the struggle with grammar and composition is ardupus.
Huanag illustrates one such area whers Chinese and English differ

completsliv in the way in which guestion formation is related to word
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order and ultimately to logic. DefFrancis identifie:
two writing systems: one being alphabetical . the other morphemicz,
phonetic, and syllabic. To learn either as & second language reguirss

h

..
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t one learn first a new psvcholinguistic mechanism. The practical

not address that fundamental logical system of English, is minuts.

Technigues for Writing does little better with the logical

system problem, but its thrust is toward the technological worid. The

tonics, examnles, readings, and theme focus on what could be catisd

o
u
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English +or the world of science and industry. That over half of
international students attending United States institutions of higher
education are engineering (22%), business (19%), science., and

technology majors ("Foreign® 7) may have auided the text’s producers

to cater to those interests. In that regard they may be considered
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student-centered. That focus, however, limits somewhat a teacher’s
and student’s ontimum use for the text for pursuing other majors and
programs——1e2ading the evaluators to guestion its relevancy to them
.their needs. and interests.

Communicate in Writing, though guite discipline-oriented, doss

tackle the thought process guestion and presents work on develooing
the thinking patterns used by Western academic writers in English.

Learning ESL Composition does a better job of introducing the direct

—t

the Judges. It alsoc has a technological slant to its content

selections and topics.

ct

Refgrence Guide to Engiish is strictly discipiine oriented. I

tends to be prescriptive, which approach generally sxcludes
gxpianations of "why" and "how" something works; sxplanations that
couid introduce the subject of thought systems undergirding Enalish
and its uses. It, like the others, does very little in develooina the
listening and speaking skill areas which for many international

students is more important for their future than writing. Most teuts

'l

fail, Xiu-bai complains, to consider the essential fact tha
communicative skills are more important than literary skills, and
Beechhold agrees that "language’s major function is social® (13).
The strengths and weaknesses of individual texts as determinsd
by the evaluators, subjective at best, reached general aareement,
pertiaps more so than in mocs:t of the other criteria. What thev locked
for in a text for their students, and therefore important to their

seiecting a text, might be useful to prospective developers of futurs

texts. Many of the features publishers tout as important criteria to



thneir comments.
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use in text selection were glaringiy absent from &l
Nogne of the svaluators, for instance, considered the coliors or
artistic attractiveness of the cover, the illustrations or iack of,
nor other cosmetic features. Lists of or avsilability of
suppliementary materials such as cassette tapes. audio-visual
materials, size and cost were not considered significant snoush to
mantion. Whether a teacher’s syilabus/manual with its teacher-proof

features and canned methodoioay with rationales and theory wers

availabiz or not thev desmed irrelevant fto the fext’'s adoptabilitv.

i,

Likewise, several of the criteria they indicated by comments

ware guite important to them are absent +rom most of the checkiists

one finds in methods-course textbooks and advertising materials
produced by oublishers. In addition to those presented
above-—cultural aspects, implicit agendas and biases, the special
needs and purposes of the ESL/EFL student, and what the text asssumes
about the student-—-its use across disciplines and for a variety of
academic settings, its comprehensives (how thoroughlv an item or

1

call,

topic is covered and whether the organization is linear or cvcl
and the esase or difficulty of finding spscific information, i.2.,
indices, table of contents, and lavout, were important. If one
accepts the notion that the ulitimate evaluation of a text comes with
actual classroom use, and that no existing textbook is perfect, then
improvement should evolve from the classroom rather than from
advertising agencies, textbook selection committees, or sducational

ivory towers. The contention between a skills oriented aporoach and a

communicative approach needs compromisation.



Feading Bevond Words was considered strong in its complisisness
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as an aid to imorove its user’s reading abiiity and flaxibi
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zs well organized. Its major weaknesses are what it assumes the

=

student alreadv knows and needs. His oroficiency level must be aguite

dvanced. &4 novice ESL student would benefit mors from

b

reading—imorovement lessons and skill fraining than from attemcting
the competency ievel which the text reguires. It does not address

technigues for reading postry and drama, two genres dristotle
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believed appsaled to the emotions as well as the intellect, theresfors

and Cunningsworth &S00 .
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the most =zgalitarian

Learning ESL Composition is exceiient for presenting th
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words), and covers the kev functions of their construction weii. On

the other hand, it is weak in the area of longer discourse, the
research papsr., it contained too much theory, had too much abstrac:

information, and was not considered apolicable to students with

-+

oraign backgrounds. This latter point was stressed by those
evaluators from foreign backgrounds and experience, not the american
evaluators who had neither.

Communicate in Writing had good sequence and varietv of writing

in the standard organizational patterns and difficulty lavels
reguired by academia. The articles/examples were intersestina. The

text is self-contained and compliete in presenting short composition

u

e

However, it assumes the student is guite advanced, has too much “busy
work ," and tends as a result to be boring. It lacks instruction in
stended discowrse, and is more appropriate and useful for

native-speaking students than for ESL/EFL students. This last oocinicn
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was voiced bv both the native and non-native evaiuators based on
their experisnce.

Techniguss for Writing had concise and clesar sxercises,

xolanations, and sentence exampies. It presented a varietv of topics
from several disciplines and the particular styles of composition
sach preferred. It followed a good organizational orinciple, but

appearad to tack depth and to be too generalized. Connections

gresents American culture better tham any of the texts esvaiuated.
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is strong in teaching formal academic writing techniguss and

rundamentais. It alsoc uses examples +rom a variety of disc
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which depict the different styies used by them, and itz oorganization
is logical and systematic. It was considered, however, too difficult
for the ESL/EFL students at the upper high school and freshman

coltlesge level. Its relevance for most ESL students is limited in that

analytical research and composition at the sophisticated Tsvel this
text specializes in. As a text for special puroose classses and
students it would be more suitable than for the average ciassroom
whose needs in English are more practical and encompassing.

The Grammar Handbook is clear, seguential, complste, and has an

excelient index. But it lacks a table of contents up front. One must
search for items in the content 1ists preceding esach chapter.
Color-coding or some other device for guickly finding a topic would

help. It also juxtaposes simple and complex language in its

m

information and explanations, reguiring the ESL student to consult

dictionary and to level-switch unnecessarily often. A greater



consistency in semantic-lexical selection and a comniete table of
contents at the beginning would improve this text.

rnefersnce Duide to English’s acultural feature mentioned above

1}

is an asset accordina to the evaluators. Its emphasis on the

Q

sducational discipline with no apparent hidden agenda or implied

curriculum was aporeciated. The single weakness reported was it

wordiness, which at times obtuscated instead of clarifving the item.
Suagestions for improving these texts., in addition to and

derived from the above critigue summaries. follow. Texts should

u]

include exercises and exambles from a variety of world culturss
gearaed to E5L students abroad with which thev can identify from their
background and experience, which they can relate to, understand, and
use for a basis for comparing it with other cultures. The number of
examples and variety of exercises neesd broader scope, especially for

difficult iessons——difficuit for ESL/EFL students which mav be

and needs would improve several of the texts. The audience they

indicate thevy address does not coincide with the ciassroom facts

]

these teachers know and work with. Several of the composition texts
did not reaguire enoush actual writing on the part of the student, but
seamed to impiy one learned how to write bv having the process
expiained to him, 1ike ninetv-five percent of the teuts ignoring ths
basic truth that " one learns to write by writing and revision”
{Conners 265). "Too much analysis and not enough application" one
evaluator wrote. A final comment about one composition text was that

it would be more appropriately titled "How to Write good
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Sentences'--suggesting that its titie promised much more than it
deliversd, vainly hooing or assuming that subskill amstery fransfers
to writing mastery (Conners Z45). Overall., the most common and
empbhasised concern was that an ESL text must be internationsl in
scope, depth, content, and purpose; not so limited to one parochial,
academic, or cultural outliocok and purpose with which the ESL student
has little use. “"Unfortunately," Bowers writes, "those who establish
the purposes are not the syperts [in the ciassrooml, but the
politicians, businessmen . . .9 (J00_.,

0f the seven texts evaluated, the two considered most adaptabis

to ESL/EFL classrooms at home and abroad were The Grammar Handboock

and Reference Buide to English. Several would be considered for uss

with American students, but not internationals, and two for
specialized clientele but not the general ESL student. This final
section of evaluation elicited from the evaluators in addition to
some terse remarks about a feature of the text, several essavs uo to
four singlie-spaced pages of ooinion about & particular text. The
results of this diverse group’‘s analysis provides a basis for now
comparing it with the much more homogenous group’s evaluation from

the Feoples Republic of China which follows.



EUsLUsTION BY CHIMESE TEACHERES 0OF EMGLISH

“Teachers are the engineers of mankind" stated Jossgh Stalin.

His phrase guided Chinese sducation under Mao except during the
Cultural Revolution when for all practical purposes there was no
educaticn “Hrfnes). éAnd that concept continues to influence Chinese

education todaw. Despite the open door policy, EFL language textszs in
¥ H H 3

&rab statee, are designed, specially written or selected, and
= H F 3

published by national government agencies to assure that their
contents are acceptable to iocal mores and national purposes {Byrd

12y, The PRC Ministry of Education exercisses censorship control of

result, and the Confucian fradition in pedagogyr persi 3,4,
The text’s contents must prowvide role models for the roung to
emuiate, fo prepars them for the nation’s future. Thew have an
obligation to present right attitudes, faithfuiness, alirgism,
industriousness, frugality, courage--phrsicai and morsz.-- dedicatian
to duty, academic achisvemsnt, and dewelop the intellzct, Zvery
reading #xample has a moral ‘ ztuceEnts reiais
stories to euveryday life and iearn how to appir the tesson o their



Vifs. fbove a11, the texts must sxcliude contents, topics. and methods
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oresenting taboo items such as socio-political stigueiits. human
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rights, zex. vigience., religion, and opportunitie

debate, and adversarial roles which polarize ideas and pecolsz (Hwong

YChanging® 202.203.20%) ., As & conssguence ths cu

i
i

nerseveres and achieves uniformity.
Firrom this perspective the texts were svaluatad bv Chinsse

teachers., five male and five female ranging in age from twenty-+four

school teaching sxperience. Two have been to the United States

fiv-—one to & convention and the othesr to present lectures on
Chimesa history and culture. In addition to thess constrictions.

~

rom & disadvantage. A most fundamental problem the Chiness

]
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=
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have i3 & lack of general intormation about the worid: about

ulttural, historical events: about things. oersons, valuss, concsnits

1)

bevond the Middie Kingdom’'s confines (Hvnes).
teachsrs, however, are much bettsr informed than the K-1Z

professionals in China. Gottschang adds that not oniv do teachers

3
+
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lack this knowledge, their stude less, and much of what fthey
do know of thes outside worid, misinformation developed during the
Cultural Revolution, has not altogether disappearsd from ftexts and
classrooms, much less from their memoriss and attitudes. STEO
Ven Jing Hui, vice-director of the Research Institutes: "It is a fact

that during the Cultural Revolution (19466-74) . . . few DeEopiz in

this country =scaped this social catastrochv® (4). Gottschang adds.
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Considering this background, one need not be a mind

corractly surmizse that teachers scorn texts with vacuous content. The

T
=
o
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are abvemally weak in vocabularv, situations, content, and

information needed bv Chinese students of Enalish. Eramsch ooinsd

that "literary content in texts is supsriocr to the contrived.

the tangauge and the people. Converselv. vacuous sntries reguirs [oc

coherent thouaht, and go 1ittle bevond word-for-word Ccorresconosnos
with dictionary meaning (3%7). The mindless content found in
texts, Kiisbard claims, derives from B. F. Skinner’s socizal control

behaviorism psvchology influencing American sducation which
trivialization of method. material, content, and producht {(&7).

&5 a result of this situation. not onlv do communicative

methodology approaches meet with protracted resistance in thes FRC
{Ford 14}, but thevy make it mors apparent that the EFL students and
teachers in China want to isarn “educated standard English’ becauss

it has practical value, orestige, angd wider application advantages
{kohn 1980: 47), Ford, amona others, concludes that English text

contents for all EFL students in every nation should be indesoendent
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of sols conceniration on the targest Tanguage cultwes. and ret
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more on the culturs of the studsnts lsarning

U’I



icaitural objectives. It is imperative, Bowsrs writes. that fext

orocducers and tsachers realize and respond to ths fact that it is the

-4,
i

4
gt

sh Tanguage iearning

reECRiIvVars o

o

control why, whnesrs, when., how, and who

what. The most important criterion for all ESL/EFL instruction is the

tearner’s puroose-—winich in todav's world is not for academic

ourooses anc pursuits as most American texts assume (398} . Their

academic sxperience is meraly ogne sten along thes oath to &
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1981 only +ive percent of China‘s high school aradusates, one oub of

every ten thousand. passed the college enirancs ifssts of which
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English is an important component (Ford 48) . In

miltion students in 475 college/university institutions and 1.2
million students in technical schoolis (British Council!. The Chiness
te=achers’ concerns, conseauentiy, are not only on the logistics of

classroom spacs, size of classes, and avaiiability of caoabis

e

i.8., textbooks. For prospective textbook producsrs interestsd in
marketing texts to the Peoples Republic of China, and by ftranster anc
extension to anvy nation teaching EFL, what evaluations and
siiggestions Chinese educators make should carry more wsignt than

domestic experts. theorists, and practicioners.



Their evaluation covered the same seven ESL texts used
previcusly=--all totally new to them—- plus an additional textbook

with which they are familiar from observing and participating in its

m

use by American teachers during two intensive six week workshop
summer sessions for 240 high school EFL teachers, many of whose

English was acgquired by self-study or from a Chinese textbook. The

11}

eighth text is the Mew English Course by Edwin T. Cornelius, Jr.

{Prentice Hall, 197%)., Whether mixing this familiar aone with the
nfamitiar texts affected their objectivity is unknown., It provided
them with a frame of reference for comparicson with something besides

their own PRC English texts., The MNew English Course has a

communicative orientaticon.

Content, Organization, and Method

On the first criterion under the arganiz fncn and method section

cored a zero:

u

{hearing and pronouncing English phonemes) four texts -

Connections, learning ESL Composition, Technigques for Wrifting, and

R

i
[y ]

ference Guide to English., Rsesading Beveond berds, P'mmu icate in

l'[v

Writing, and the Grammar Handbook faired wery slightiy better. DMew

Engiish Course, on the other hand, scored extremely well. Comparing
the svaluation here with those made in the USA reveals that this
rating differs very little, except much lower an the scale, from that
of the results recorded in Chapter Three., The second standard,
comparing phonemes befwsen English and other languages, also had four

texts getting zero ratinos: Communicate in Writing, Connsctions,
= g =

Techniaues for Writing, and Feference Zuide to Englis

Composifion, The Grammar HandSooK and Reading Bevond bords were




Technigues for Writing, and Reference Buide to English. iLearning

ne Gramnar Handbook and Reading

d _Words wers

-t

v better. New Enaglisn Courss received a medicore rating. Hers

again, the ratings are lower, the order chanasd slightlv. but ovarall
they agrese with thoss in Chaoter Three. On the fthird oart of this
item, language-specitic grammatical featwres of English, ali

performed better than on the other two items,. but for three tsxis,

ish and New Enalish Course. The Grammnar Handoook was suosrior.

This rating is more identical with those of Chapter Three than the

DrEVIoUS ones.
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The consistency of the ratings on this first criterion by

FRC teachers is noteworthy in that it contrasits with the wigsr rangs.
varietyv, and freguent inconsistency the Judass in tne United
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remaining items also which may raise gusstions about the ho
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of their background. training, outliook. or mindset. Co
not an issue.
How well the texts address the four language area skills,

functions, and levels oroduced 1ittie variety of opinmion. On foras

and structures Reading Bevond Words and Learning ESL Comoositicn did

poorly. Connections, Communicate in Writing, and New English Courss

were minimallv acceptable. Reference Guide to English, Technigues for

(w8

Writina, and The Brammar Handbook sxpiained forms and structures very

well. Again. the rating and positional ranking is aimost identical



The other seven scored above averages. Lonnections

and Lear

above average: Dommunicst

English Grammar, and The Grammar Handbook performed very

presenting the function and lYevel aspect of

T

ng
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z=h. On

and s=p=saking coveraae, the dearee to which a communicative

was inctuded was messursd. Communicats in

.
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Words, Technioues for Writing, The Grammar Handoo

Guide to Enalish had minimal acknowledgement of these

Learning ESi Composition had a iTittle more. hut not encuah

rated satisfactory. New English Course, & communic

petter on this item than on anv other area of the

netrument. It is the ftext’'s only strong ooint, for

nas hover around the averags or | ower scores.
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it
pours
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ative

resding and writing skills the Mew _English Courss ranksd

pottom at a barsly acceotablis |

de
i

et

gt the
svel . Reference Guldes to English

Grammar Handbook, Communicats in Writing, and Resding Bevond

were minimally bettsr. Learning ESL Composition. Techpiaues

Writina, and Lonnesctions were zxc2ilent. The low r

in Writing received raises doubts about the veracity of 1ts ¢

The other three composition ftexts lived up to their oiliinag.
How much grammar the texis incorporated into their forms

gquality, scooe, thorouahness, and aoorcach to the grammar of

”

ating

received the rankings one would sxpect from Chinese scholars




consigering their reoutation for sxceiling in grammar.

- . - 4 S
Composition. Reading Bevond Words., Connections, and New Enall

found guite inadeguate. Communicate in Writing was
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or Writina, Refersncs Suids

The Grammar Handbook performed szcsilentiv.

Laxical growth, basic and necsssary to all asoects of !anguase
fluency. appears to be a concern met about sguaily well by all sight

texts. though none were considered much above aversze. In

vorsbulary was of minor importancs. The other seven varisd zii
selow and above averags but their diffsrence was nsgiigibis. The

‘2ading Bevond Words devoted slightiv mors zotention
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o vooabuiary snrichment than the others.
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ential « individual iesarning—-— was Jjudgsd in thns third

standard. How self-sufficient was the texi, sspscisily now

American esducation. in genesral, and Amsricsan textbooks. according o
many Europsan sducators, tend to sxpect the instructor to do much
mare work in the schooling process than the students. Assuming that

=t

such prioritizing of labor transposes sound learning orinciociss., and

knowing it is a foreiagn concept to the Chinese svaluaitors’

helos one anticipate their evaluation on this item. The Srampse

Handbook faired very poorly. Technigues for Writing and Refsrencs

Guide to Enalish were considered average. New _£nglish Courss,. and

Connections wers slightly more flexible. Resding Bevond Woras,

Compunicate in Writing., and Connsctions wers found to be dseful in a

wider range of Ccircumstances.



The kind of lssson organization. the format and content of

sxcersizes, the thinking taxonomies involved, and the degrss of

control exercized over student performance is measured in lteEm four

taxonomy jevels., and the Tevel of control should

from beginning to end. The main issue in fhis griterion is not

whether the texts sxhibited isolated exampie items (most textbooks

Handbook were most auilty of having only isclated suamolizs and

Technigues for Writinag, and Lsarning £51 Commosition had 3 good

balance of isclated and sxisnded contexts. The New Enalish Cours

feading Eevond hDPd:, and Communicate in Writing had an insufd

and unsatisfactory variety.

ihe treatment of idioms, figurative language, lexical ambiguity
and other semantic features of language in the texts was nocor, In
sssence an important part of vocabuwlary learning, it is ususllv
separated or omitied in the tvpical units of vocabularv studv which
concentrate on literal and denotative aspectsz of the lexicon. In
dgoing so. the language growth of the ESL/EFL student is Timited, and

the concent of semantic fields is severelv restrainsd

retards and handicaps the students’ understanding of what he reads



and hears. and makes writing and soeasking more difficult and iess
+lexinle. In addition, texis which restrict themseives to ths narerow

+ield of formal academic uss of language not only tend to ianore the
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igurative/idiomatic us= of languages, but often, unfortunatslv., imo
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schniguss for Wreitina and Reading Bevond Worgs

menticn of this semantic topic. The Grammar Handbi

Composition were sliahtliy better. New English Course, Communicats in

Writing, and Connections wers considered to treat non-litsral

fanguage to a satisfactory dearee, whiie

a commendabie job.

411 the texts performed better in oresenting the

iavels and social registers of English. This featurs of any
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is perhaos most imocrtant in soeakd

w

nuances reguire flekible situational adaptations and changes

spontansous]v-—a productive skill perhapos better isarned through

£,

listening sxperience than from textbooks. Yet texts should heio ths
student learn to identify, appraise, and react acorooriateliv to ths
discourse markers and cultural signals, then aopliy them correctiv to
nis communication. To fail this, or to communicate incorrectly iead
to embarrassment, wounded self-essteem, and impaired self-confidencs.
which in turn makes the Te=arner more hesitant to perform in ths
targst ltangauge thus Timiting his experience and growth in

proficisncy. New Enalish Course, despite featuring the communicative




aporoach, provided instruction in this

Handbook and Learning ESL Composition were not much petter,. Thass

threese failed fo provide a balanced presentation by 1imiting

discussion to only the narrow range of diffsrences and formal
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Engi afsrence buide to English ranked acceotab

Writing. Tschn
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while Reading Bevond Words was sxcellent.

A text should foster garowth and Tanguaze indepsndence. [t can

greater responsibility, ownsrship, and creativiity in oroduacing in the

oreign lanauage. It should neither ftoss the student into a

sink-or-swim pradicament, nor fail to sver push him out of the nest
to f1y on his own. Three of the texts too severely controliszd studsnt

operformance consistentiv throughout:

reading Bevond Words, and New English Cowrses. The Grammar

Learning ESL Composition, and Techniouss for Writing secusnoec

satisfactorily a diminishing amount of control.

best Jjob of Teading the student to seif-initiati

Closely related to the control factor is the cognitive aporoach
and stvle, deduction, induction. probliem-solving, and creativiiy
deve ment comoonents of using language. EBeing evenily balanced is

deemed better than restricting instruction toc only ons or htwo. The

Grammar Handbook was considered highiv inductive, and above averags

in presenting oroblem—solving skilis, but weak in deveiaooing

creativity and failed to developn deductive skilis.

Writing also smohasized inductive skilis, but matched them souallv




with deductive. Its forte, howver, was creativitv. [t advocated
oraflem—soiving skiil above averasge, and of all sight texts had not
only the best treatment of all four cognitive skills, put the most

gaianced emohasis. Copnections did the best job of teachina

creativity. performed well with induction. was

but very weak in probliem-solving. Communicate in Wreiting was also

axcaellent in teaching creativity., fair in problem-solving and
inducticon, but verv weak in teaching deductive thinking skiils. The

other four texts ranked

fgarn Lo uss thelr mind:
than Jjust the type of thinking found in taxonomiss. Thinking is aisc
culture-related. The Arabs., for instance, in learning Englisn not
only must learn a strange orthographic system, Just as the Chinsse
do. To them English is written backwards. pronounced therough tha

=

nose, and soelied unpredictably {Bved 12). Fegole from oral cul
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writing is different, as is Chinese, Chi writss that the visual

igarning
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Fitarcik lists all the svntactic clues English reauires on
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which Chinese find unnecessary (143).

Learning £5L Compositicn and Reading Bevond Words did well with

creative and oroblem-salving skilis, but wers weak in deduction and

poor in induction. Reference Guide to Enalish had satisfactory




Courss, buif deduction is siighted. How much of and what cart o
cognitive taxonomy a text uses impingss on the methodoiocgv emo
What organizational nattern and methodoliogy the text ores
also reveals the sducational ohilosophy of its producers. The
progression tends to present information more thorowghiy and
acpears well organized. It reguires of the teachsr and stude
mastering approach on first contact and often isciates and fra
oits of information in analvtic stvle. The cvelical
mors peintorcement by frsguentiv oreturning to & topic with 2 &
+acst exnipitsd., adding new information to what iz assumed
iearned oreviousiv. But it also demandz mors organizationa? sk
the part of the iearner to network the new into the oid as it
stored in the brain. Texts using the cvoiical aporoach must al
devots much attention to hnelo students relate things and sz8 t
gveraii pattern, otherwise confusion
Writing, Referencs Guide to Enalisn,

tollowed the |inear seguence oat

Guide to Enalish gave more reindt

two, but ths evaluators judged a

students a second opportunity to

Handbook , though mostly 1inesar,

repeating or review to be consid

English Couwrse, Connecti

]
in

n and

1
(=8

tern

orcement and review

1 three as weak in

The

study specific items.

contained an adeguate mixtur
ered hvbrid in

Learning ESL Composit

&
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of

predominantly cvclical . The evaluators felt all sight teuts ==t a

X n o - - - )
gradual pace in presenting new iTOrmation and were fairly thorough
Connsctions, Aeading Bevond Words, and Mew English Course were lsas

thorough, most superficial
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In this category the Chinese evaluators differed grestiyv with
the Jjudament of those in Chaoter Three. Fart of this diffsrence mav
be attributed to their thorough familiarity and sxperiencs with the
grammar—transiation method, and their relatively ambiguous
acauaintance and notions about all the theoriss, practices., and
hvobothesis developed in Tanguage learning during the past thirty

vears. Fart may be influenced by their analytical stvyle of studv.

thezir differing view of student needs, valu=s, and motivations tor

t

ne fifth cateqorv evaluated appraised the predominant

u
]

orientation of arammar pressnted in the text: traditicnal,
structural , generative-transtormational, etc. All eight fexibooks
were considered to be primarily descriptive but eciectic. The Grammsr

Handbhook , Connecticns, and Reference Guide to English featured

traditional grammar. Referenceg Guide to English was the most sciectic

in tvpes of grammar presented. Communicate in Writing was strong in

structural grammar. All the texts were regarded as rejative strangsrs
to generative-transformational grammars.

How the texts approached second language iearning was analvzed
next. A1l the texts utilized current acguisition thecries, some mors

exclusively than the others. Communicate in Writing, Connections.

Technigues for Writing, and New English Course were the most

predominantly current. The Grammar Handbook, Learning ESL

Composition, and Reading Bevond Words used current theory about

second 1anguage acguisition derived +from cognitive psvchology, but
emploved about an =qual amount of the oldsr

audin-1inagual /grammar-translation practices based on behaviorial
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psvchology premises. Jechnioues in Weiting, Learning ESL Composition.

and Reference Duide to English were most eclectic in approaches. How

effectively they incorporated and coordinated the variety of
aporoaches was not evaluated, thus that they provided variety cannot
be considered either a positive or negative charactsristic hers.

The last part of the first section on organization, method, and
orientation looks at what hidden agenda, if any, the text ssemed to

advocate, what Eizner labels the implicit and nuli curriculum (37,

7). Commupicate in Writing seemed to stress developing menial

processes most stronaly Wwith an attemot to anticipate or intlusnce
student-centered relevance and technological fields. The Srammar

Handbook and Feference Guide to English, strongly subject-matter

centered, tried to incorporates the across-the-curricuium tormat.

Connections, Reading Bevond Words, and Learning ESL Composition wers

considered to have student-centered relevance and developing mental

processes as their goal. Technigues for Writing concentrated

on technology as its way of being student-centered. New Enalish
Course was student-centered and stressed aural skills. Interestingliv.

texts attempting to have student-centered relevance do not agrss on

oL
Q

what students consider, aor should consider, relesvant. It amounts
gither a gueszing game of what students are or will be :Dn:erned
about this vear or the next few (before a new edition can make
angther guess), or to reveal what the producers of the text are most
concerned with and want to implant their concern into the students.
This results in such a variety of texts and hidden agendas that an
instructor has little difficulty selecting one which best matches his

personal! whims, enabling him to use the text and podium as pulpit to
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pramote his particular prejudices. Student-centered relevance i; at
best 1ike music and clothing fashions, too ephémeral, venued, and
transient to buv into permanently. Text producers would better serve
their c]iéntele and economize by focusing on things more universal
and lasting in their implicit curriculum. [Not to be interpreted as

advocating the Great Ideas philosophy of Mortimer Adier, Alan Bloom,

Hutchins, et al.l.

Eu]t&re

The second area of concern in this evaluation form looks at
culture and values. The Chinese search eagerly for any and all
information about other cultures. It is scarce. In learning English
they have used texts which feveal little about the outside world.
This evaluation section reveals somewhat their desire to know more
about the American culture which is much more intense than is the
case in most nations such as Korea, Japan, The Fhilipines, Taiwan,
and cthers who have not experienced a closed society for over thirty
years and are quite we1] acguainted with America, Americans. and

American culture. They thought Communicate in Writina and Techniaues

for Writing had very little cultural content and information other
than what the language itself reveals. At the same time both were
considered to have intellectuaily stimulating contents. The Grammar

Hangbook and Learning ESL Composition were the least biased and

offensive in their treatment of different cultures, but had 1ittle

American culture. Thev did not contain entries which stersotyoed
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peopie and classes. In sum, thess four revealed very 1ittle about

America, but what thev gave was commendably done. Connecltions.

Techniguss for Writing, Beading Bevond Words, and pNew Engiish Course

had interesting contents which also provided cooortunities to learn
something about American culiure, some cuiite general, at 1East ons,

Mew Enalish Course, sxtremely limited to one US city and ons social

class. Connections, they +elt, provided the most information about

American cuiture. Learning ESL Composition was ths most

rated it also as the most intellectually stimulating.

is the next criterion in respect to what the texts demand of or

assume about the teacher and student. Those the FREC evaluators f=it

required a native English-soeaking American teachsr were Copmunicats

in Writing, Technigues for Writing, Reading Bevond Words. and New

Enalish Course. The foreign teacher would have agreat difficulty, thav

thought, understanding the cultural aspects of the 1anguage and
contents. Relating that information and understanding to the students
would be omitted or incorrect and distract from or impedes their

language acguisition progress. Connections, Learning EBL Composition.

and Reference Huide to English might be usable by a non-American

teacher, but perhaps by only the most knowi=sdgeables teacher. The

Grammar Handbook reguired the least acguaintance with Amsrican

culture to be used satistactorily by non-American teachers. Learning

ESL Composition was considered to reguire the most knowledgeabis and

informed instructor. In contrast, the evaluators of Chapter Three,
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having experieliced at ieast one vear of American culture. did not

tind the texts so unadoptable for this cultural r2ason.

i

The attitude ot the text toward the isarner and his purpose for
tearning English is one of the most important factors in considering

7 -

an ESL/EFL text for adoption according to Cunningsworth (39, &0} and

others. In this regard the texts were judged to imply consistentiv

the iearner’s purpose was cultural assimilation. Connections and

Reference Guide to English gave that impression to tham most

-

strangiv. New English Cour

(w3
o

e and Reading Bevond Words foliowsd cicse

I

]

efiind and in addition were considered to portravy American culturs

or
|

b

(113
1}

superior-thus oroviding a motive for adopting it. Learning ESL

Composition and Technigues for Writinag did not come on as strongly

W
%,

either way, and The Grammar Handbook did not appear to foster mu;h
any assimitation assumption.

In the adaptibiiity of the texts to a varisty of esducational
situations and environments the evaluators drew from predominantiv
much =xperience in larae classes and private individualized

seif-instruction. A1l had experience with small Enaiish classe

1]
]
jua
e

very limited scale. Reference Guide to English was the best text for

individualized study. Communicate in Writina was a close second. None

of the others were considered adeguate without the use of additional

resources. Technigues for Writing was the least usablis for orivate

instruction. Three of the texts by their methodoiogy reguired small

ciasses. Technigues for Writing, New English Course, and Learning ESL

Composition contained much activity engaging students in class and

peer group interaction, or class discussion: a ditficult proceadure

with thirty-five or more students in a class which most of them have.
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It is also difficult to emplioy in very formal classroom settinas

which most education systems in the world practice. Reference BGuide

to Enalish and The Grammar Handbook were the most usable and flexible

for large, small, individual classes, formal or informal. Techrigues

for Writing, Connections, and Reading EBevond Words were considered

the most restrictive in format and least adaptable to their

circumstances and needs.
Strengths and weaknesses

The final section of open-ended questions explores weaknesses,
strengths, adoptability, and the evaluator’s suggestions far
imoroving the texts to make them fit their needs better. The

weaknesses Learning ESL Composition had were that the homework

xercises were not concrete enough, the description rhetorical mode
was insufficiently represented., and much was found to be too
difficult for their lower division students. Its strengths included
the practical guidelines, especially the pre—wﬁiting section, its
organization from simple to complex, the reinforcement afforded by
the exercises, and the clear reurésentations, diagrams, and examples.
A11 but two evaluators considered it unusable for their classes. The
two would use it as a reference, but not a text. To imorove it thev
sugaested adding some instruction in stvle and distinguishing between

formal and informal, simplify the vocabulary, and provide more

xamplies.
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Connections had good modeis, e

ampies, and iliustrations.

directions and definitions were drisf, clear, and anaivied w

i
.
or
m

Drocess approach was relatively new to them and appreciated. Its
weaknesses included an absence of oral communications skilis, toc
tittle grammatical material, too formal and theoretical {impractical
gespecially for English majors), and very uninteresting articies and
examples. Two said they could uss it for their classes: the others
could not. To improve it they suggsested addingvmare grammar and

"

Texicon material, simplity the language. and reduce the number of

il

sgctions.

Communicate in Writing was regarded good in developing &

communicating ability, thinking——especially creativity-— and
providing reinforcement. The rhetorical modes were well presented.
Its major weakness was its limited scope in example topics i(primarily
in technology and science), its analyses of stvle and instruction inm
construction needs aopiication Dy the students in order for him to
iearn them, which they thousght were missing or insufticient. The
articlies were dull, the exercises too controlled, and ths
inteliectual level too immature tor their students. They wouid uss
parts of the text as resource, sspecially the process writing and
organization of the standard essay, but only use the whale fext for a
vary basic lTeve! course. To improve this text would reguirs including
articltes on culture, literature, and travel--more variety in topics.

Technigues faor Writing had comprehensive, detailed, us=aful,

ciegar, esasy to understand basic information that they f=2it to be
practical . The presentation on developing logical thinking was good.

However, it was generally too theoretical, the vocabulary too
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difficult, the lessons were too grammatically oriented, the analvsis
of various kinds of writinag they felt was too supsrficial, and it did
not reguire the student to do enough work. This text also was too
restricted in entries to the science/technology field and to
sentence-writing-—inadeguate longer discouwrse--and could be adapted
to upper division courses in English for special purposes. Their

uggestions were to diminish, omit, or imorove the grammar

ul

content--what is there is too =lementary for their students.

11 but

r

Etiminat iz composition part, one oroposed. Others wantsd

m
i1}

more variety in rhetorical and discipline sxamples.

Reading Beveond Words was considered the best of all the texis

reviewed for adoption in their classes. Its strengths were in the
probiem—solving skilis, the independent thinking, and the readinag
comprehension instruction. It also had aood immediate feedback
incorporated into the Tessons. The articles were interesting., and
miaht help students in their development of a philosophy of 1ife. The
arrangement and method was appreciated. it did have weaknesses. Thev
did not think it could be used for private or individual studv--too
much peer interaction built into the lessons. There were no
pronunciation and vocabulary lessons, and several of the entriss were
too difficult for their students. Most of them would use it for upper
division classes, especially the parts for helping students develon
reading skillis. Some would use it only as a secondary text or
resource. To improve it they suggested adding more examples,
vocabulary study and phonetics, more exercises in imoroving
composition weaknesses, use simpler language and less theory, and add

illustrations to complement the abstractions and aid understanding.
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Reterence Buide to Enaiish was found to have many strengths. It

addressed well, sspecially for non-native speaksrs, the common and
usually neglected writing problems. The intormation was clear, basic.
and easv to understand. The coverage was comprehensive and thorouah.

Information was asy to locate. Itz weaknesses included insufficisnt

facts and support to validate its assertions. A faw part

n
Z
1]
=
1

difficult +for Tower division students. The idioms, figurativs

language, and levels of usage information was unsatistactorily

treated,. as was apolication of the languages f=atuwres besing faushi

e

i

rt
-t
e

1.2y Using it in composition and speaking. Two svalu . Fait

1]

ar

1}
faj

could use it as a text for upper division students, sspeciaily
English majors, but the others would restrict it to & reference
manual for the teacher’s use. It could be improved by adding mors
axamples and exercises, =specially longer discourse assignments.

New English Course with which they were familiar was stronz in

listening practice, especially with the casseties accompanving the

s
et

orinted text. Vocabulary work was good. It was considered function
for small classes and individualized study, and had a
student-centered aporoach which thev liked. It was weak, howsver. in
speaking opportunities. The characters and situations, relationshios
and locales were confusing, superticial, meaningless trivia, and
seemed addressed to young teenagers, not high school senicrs or
college freshmen. The cultural content was too restrictesd, and little
formal language was included. Thus it was boring and monotonous after
the first few lessons—--the rest were more of ths sams. It reguires a
native-speaking teacher, and limited itself too much to a singie

lanaguags skill. Oniy one would consider adopting it for her classes.
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anning to go to the

two others would if all their students were p
United States, but the rest would not consider it. To improve it thsay
woulid correct all the weaknesses stated above and reduce the
confusing number of characters which detracted attention +rom the
iesson into detective work in an attempt to sort out all the
relationships.

The Grammar Handbook had simple, clear, basic, and thorouan

explanations especially helpful for the non-native soeaker’s
T=arning. The exercises promote inductive thinkira. It is good for
heioing the EFL student edit his writing. Thes size and iavout of the
text was aopreciated. However, it was very weak in helping ones in

rhetoric and composition, or to studv the structural asnects of

m

nalish, and the contents were considersd too zlementarv for co

freshmen—--better for lower high school! grades. Teachers with what we

mn

&1l basic, language-lab, or remedial classes for freshmen would
accept this book as a text for these classes, but not for regular EFL
classes. To improve the text they suggested including a varisty ?¥
ievels of Enalish, incorporating lessons on idioms, figurative
lTanauage; and this is the only text any of the evaluators recommendsd
pftering a teacher’s manual to accompany the text--one especially
designed for the non-native teacher.

The FRC teachers who evaluated these texts differad Tittle in
substance from those evaluators used in America. The difference was
in degree. This was their first lTook at ali but one of the American
textbooks, and their first experience at formal evaluation of
textbooks while their Amsrican counterparts had evaluated manv texts

opreviously and had alsc used some of the texts in this studv so they
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fad intimate acouaintance with them. Perhaps the area where the two
grouns differsed most was is adoptability. The PRC teachers wers much
iess ready to select the texts for their classes than were those who

m o

ad experienced American education. Thevy did not rejact th

m

1]
I

aus

m

these sight mst

rt

thev already had better texts. They do not. Bu
neither their needs nor ideals. Thev loocked for more cultural
material ; the Americans for less biased cultural content. The
American evaluators, like the texts, had a narrower view of purposs,
primarily academic and assimilation, while the Chinese focused on

international communication anft multi-cultuwral informaticn. & final

difference existed in the hidden or implicit agenda. The FRC's goals

[11]
[
Y
in

of education which textbooks must serve are their modernization

ot

including making Toval, virtuous citizens, raising Cjiina’s role

t

th he nation. The American

1}

world, and imoroving the psople and

1
1

[s

m

[WH

Cit agendas ssem to have environmental and sociolocgical issuss:

T3

the one on opeople: the other on things which difference refiscts
soma2what the major cultural distinction between the Oriental concsen
with relationships and the Western concern with utilitarianism and

materialism. A review of the conclusions reached from this studv and

recommendations will conclude this study.
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suggest specific reforms aimed at improving particular
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in general is both necessary on & continuing basis and

Vity 211 educators share, The task of collecting,

integrating the wealth of information
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and complex,. Evaluation of texts does not produce perfect

but enhances the process of striving for the ideal. Too

~jables are inuvoived. Mot only does each class zituation

i

and

=d quali shift as social, political, economic,
ttural concerns and values change. Becoming an international
ge regquires such diversity and flexibility. The example of
gxamplifies what happens fo =z language when it fails to mest
anging nesds of its users, Latin became the internziiaonal

ge, but its inflexibiiity atsc helped it become z dead

ge. Sfsbility in language is srnonymous with pigor mortis,
gyaigation of texibocks depends heawily upon the professionz

nt of the persons doing the evalustion and the circumsiancs
wiich % is carpizd cuf, icnal , founded on
tanding of the raticnale of language teaching and learning

il

L



oacked up bv practical experiesnce, 1ises at the hase of
orocedure. The best resourcs and recourse is o rely on

specialists——the teachsrs in the classroom with EFL clients serving
A3 primary focus and source” (Dunningsworth 745,

The evaluators participating in this studv combine two sssential

ingredients for the task: great varizsty of classroom expsrisncs snd

]

professional training in sacond language learning and tsaching—-—-mors

practical than theoretical . Their work mav helo 111 a void Shans

are avaitable" (ZBl). The results of this studyv limited to

i1l
i
m
=
L
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of eight ESL/EFL textbooks may reveal as much about Amsrica

textbooks in genaral as about those few under scrutiny.

n

L

that could initiate pertinent guidelines to +i11 that voig., Likswizs,

how they can be improved in guaiity for use by = Droader addiencs

might maks the ioh of teaching ESL/EFL more an of arit &3 1T shouid

. That therese is room for imorovement is evidesnt

i
m

Titerature and stening to the ESL/EFL teachers. Criticism of
materials made by others this study substantiates and reinforces.
Hubbard believes that the discipline needs a tsxit which provides
un-to-date and clear-cut principnles and approaches to ESL/
teaching +for native English-spoeaking +ea hers as well as the majority
of EFL teachers worldwide who are non-native English-soeaking
teachers; a text which is usable, practical, and adaptables to =
variety of methods and classropom. situations. It should be culturally

ralevant, accurate, and unbiased in content with a muliticultural

integrnational perspective, It should be comorshensive, accurats,. and



cizar in 1ts presentation of ail +acets of the four Englisnh 1angu:
oroficiency skills. Its obisctive should Se oractical for

internationai uss of English as a lingua franca apolicabie for a

varisty of purposes, a variety of social-cultural backgrounds and

situations—-—-sconomic, politis , a5 well as academic. ESL/ES

oo often, he claims, are tog academic and too irrsisvant for

FIFIR

achers and students (i).
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It seems evident from this study and the literature devotsd to

LAEFL texthooks and materizals that the worid-wids students’
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rote in planning and oroducing ESL/EFL textbooks. The goal of most

ESL/EFL language teaching and tearning is to enablie students to

compete on an =2aual basis with all EFL students from other natis

the world’s affairs whether thev attend academic institutions in the

United States or not. The vast majority do not. At the same tims

tearning Enailish createss differences which Judd cliaimed makes
teaching English mnﬁe than an academic exercise: he =2guatss

moral activity (13). By merely iearning Enalish, or contraliing who
Tearns it., and how welil it is learned results in developing class

distinctions with accompanving pelitical, =sconomic, social, and

cul tural dominance and priviiege {16). This resuit confliicts with ths

initial aims for teaching English and with the intent of TESDL s
resoglution--"A11 individuals have the opportunity to acouire
proficiency in English while maintaining their own languaze and
i

cuiture.” Learning English changes both.

Although the major function of language is social communication

o

{Bsechholag 13}, the result of learning it is power. By ags five.
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gains most (119! . That power to receive or give informaticn and to

control via languags is at the root of &)l language learning. whethsr

wrote in his Confessions that he lsarned fo speak in orgse Lo

Ais will uwoon others, and to empower &im to g3
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aver the circumstances of his iife. Thess same motivy
native tongue apply to acguiring a second or third and comes from ths
realization that the better one can use languags, the greatsr ohs’'s
gotential for sxercizing one’s will and ceontrol over others--oeonlis

and sometimes things. That premiss is at the heart of Freire’

Fedagogy of the Onoressed, and China’s doen Door

content of textbooks, Freire writes, and becoming Titsrate can sithsr
frae one 1o be himself and control one’s own destinv, o function as
& viable part of and within sociestv--local or worid-—- or it can
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reinforce a depsndent, passive, fringe rol2 which hs cor
oppressed (209 . One can conclude then that the essential sremise
uppon which EBL/EFL textbooks should build, is their contribution of
both lTanguage and cuiture not merely on the education process——-it has
broader repercussions. Textbooks and the sducational oroccesss should
reveal and sxplain the sociolinguistic and psvcholinguistic issuss

and the relationshios betwsen social, political, sconomic, and



linguistic variables: how language not only refisects them,. but has

the oower to control an
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Mere acouaintance with literacy, howsver. is neoh enough. The
apility to read leaves one at the mercy of printsd words for acod or
i1l written by those skilied at manioculating words (Dalattre &07 .,

Unless one learns to think alsoc, to gather =vid

nce t0r ConeEssit,
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Detattre continues, to assess arguments. to see relationshios betwesn

are increasing conceptual abilities and awarensss. not soeslling.
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The develooment of the American school svstem in the sariv
1800 s brought language into the iimelight as an explosive and

devisive issue with political, ethnic, social, and
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Its conseqguences and power struggles. unfortunately, are still with
us. The slavery of the American sducation system’s goal to he a
homogenizing/assimilation agent developed in the sarly 1800°s
continues and narrows ifts aims, oreventing a holistic agpproach to
educating its people (Bloomfield 36). With this arowth of influsnce
came a measure of isolationism internationally, ethnocentricism. and

orobiems domesticaliv and internationalliy which can be changed ov

internationalizing its langauge, English, and its vision. Languags
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becam= tiil is in the United States a basis for discrimination
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unigus cultural set of assumptions and values, raising the

justifiable fear that one’s cultural. national, and /o sthnic

identity will be lost must be handied discretely. becauss lanauass
part of one’'s personality, behavior, dignity, and culturs, any
cgenrecation of ons‘s language: whether social, dialectal, sthnic. o

cultural 1 sauates scorn for its user (Bloomfield 41!. Limguistic
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identification uses the dominant
worth. English used as an internatioconal lingua franca wiil oe

a standard and subseauentiv as an agent in changing social ciass
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distinctions--dividing the users +rom the non-users., the in-groucs
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from the out-group (Trovika 24) . ESL/EFL textbook:
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fhe agenis in this change-—-eguating both with subvarsive
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2ing a "native speaker® may have more politicsl and
spcioiogical overtones than linguistic ones.

When standards for imoroving ESL/EFL textbooks and
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instruction are detsrmined with thesse paramesters in mind. oSttty
parnchial problems need subsumtion. Oniv then will suggestions for

improvement have validitv. The summary of suggestions stemming from

this study are svnthesized here without claiming imporimaturshio. They

are based on and limited to the literature gleansd and thes ooinicns

of a score of educators in the United States and The Feopies Recublic

of China. Their universal aoplication may or may not be valid.
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Conclusions

The general concliusion from thisz study is fhat though the
production and guantity of ESL/EFL textbooks is plethorie, the
guality of thﬁse sxamined bordered on inadeguate. The material
contained in and the pedagogical appraoches to presenting language
and culture in these textbooks bears little relation to the languaage
theorv and philosophy, the sociological and anthropological research
currentliy avaitable, and the apparent needs and purposes of the
t=achsrs and students engaged in 1earnihg English as an additional
language worldwide. Their philosophical /methodlogical premises and
assumptions need change: the content and imolicit curriculum should
be revised and lend itself to explicit objectives: multicultural,
international communication and understanding for a vaPiety‘oi uses
including but not ﬁredominant1y‘academic: and the text desian must be
global, i.e., usabie/fadaptable by both teachers and students who are
not native speakers of English and who are not familiar with American
or Western culture. Such knowledge should not be a prereguisite to
text adoption and optimum wtilization.

That English is becoming an intsrnational language is
undisputed. Guirkd and others fe=l this trend is fortuitous because

"English carries less implication of political or cultural

i

peEcificaticon than anvy other language® (8). A tanguage with these

gualifications has the potential to be more acceptable to and 1east

—;

prejudicial of the areatsr varistvy of o=scoples and culturss. Nidsa

i

y

makes a similar obsarvation about Biblical Hebrew in his discussion

i



also accept the existence of a universal grammar upon which

12 gxistence of construcis such as

the Ini It
would

ought to begin with these universal aspscis. and onlv
study the individual deviations of the targst language, native or
second. Roger Bacon (1214~12%4) advocatesd such a procsdurs: “He that

languages. understands it in another as far

uriderstands grammar in ons
properties of grammar are concerned. The fact that

anguages is dus fo the

ne can’t so=ak, nor comorshend, another

i

accigdental properties of grammar.

I4]

grammar there are parts which pertain to all languagess; these

components form what is calied the general grammar .

s

addition to these gensral {(universal) parts. there are those which
belong oniy to one particuiar language: and these constitute the

particul ar grammars of sach 1anguage.” fAporoaching English or any
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grammar study in this process woulid establish a basis for comparing

the new language structure in addition to contrasting it with ocne’s
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and learning the new, the unknown. in relationshic to



Grammar . howesver. b2st serves as a ming means toward 20 encd. a

concent Tanguage texthbooks in this study zsesem to ignore. They rssort
o ancther fradition and ideoloav develicoped by publishers and

teachers through a vicious circie of one training and influsnhcing frhs

ather. Grammar out of discourse context and connsction. writhen or
aral, as in & vacuum, is smotv of meaning. Textbooks that suciude
whnla2 discourses
ability fo motivad

the causs and pro

olanyl wrote: "No skill can oS acaulirso ov

Tgarning its constituent moitions separateiy . .« .« isclation

modifiss the particulars: their dynamic guaiity is Jost . . . and
tends to paralvIe its performance (1263 . The problism s MEW .,

Socrates complained in the fourth century B, O,
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about rhetoric handbooks whose contents facked rea

-+

the responsibility of language to opresent

Cultuwre and Tanguage are inssparabie. Chi
of language and culture in bilingual education and EBL classrooms is
pervasive. Without this understanding, teachers, administrators.
iaunseiars, and psychologists Land textbook publishersl cannot
gffectively serve their situdents, nor can thesy

resuliting cultural and Tinguistic richness for the benetit of ail

students.” Triftonovich would add that



Culturs iearning is s two-way strest. It is not sufficisnt That the

ESL/EFL student l=arn enough about American culiture to snhancs an

understanding of its peoole, but both the EBLAEFL student and the

1

American people must learn about other cultures as weil. "Two-thirds
of the world which currently generates the most . . . orocbhlems is

precisely the two-thirds of the worid about which our peopls know the

m

i@ast® (Shane 30&). ESL/EFL textbooks can offer a media throuan

which this ignorance mav o2 diminishesd,

Fa Y o i » . - - . p— 1 a 3 o - - o [ A oo b i -}
SOCLNS” 1gnorance wnich 1imlts & C8Xiooor ' s aioha!

implicit assumption that a1l teachers teaching Engiisn arse +amiiiar
encugh with American culfurs to recognize the cultural nuances,
connpotative. idiomatic, and figurative use of languass in the tsut
necessary to convey that understandina to the students. &mong the

+1zws Soudek cites in current texts is their lack of ocsvoho

-

ui
I

. contextual ., cultural, linguistic cue knowisdge. which lack
results in flat monodimensional oroductions. They tall to teacnh how

o recognize and adapt these clues, to give expiicit advice snabling

rr

students to understand the diversity and use changes in regsisise as
weill as the native speaker does.
A second assumpiion concerns the student’s purposes for fesarning

English. The text’'s focus needs oroadenina to incliuds much mors than

]

the narrow tield of academic pursdit and survivai-—-which

hort years—-—-which may or may not be the immediates ror long-range

m
[n}

anal @ but which in 2ither cass iz merely a means toward some other
end and not the real reason for learning Enaglish--esoscialiv tne

communicative interpersonal aspect of language. The latter shou
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receive equal billing. To be practical for the widest audience
reguires a text to serve universal functions, individual néeds,
collective needs, cognitive nesds, and affective needs (Cunningsworth
8). The English language is a global tongue and ought to be taught in
giobal contexts, for global objectives, to foster bilingualism and
biculturalism. One final important criterion Cunningsworth stresses
overrides all the above: the contents should be intellectually

challenging and stimulating to students worldwide.

Recommendations

.This study concentrated primarily on looking at ESL/EFL
textbooks from two perspectives-—-the United States and the Feopies
Republic of China. What conclusions have been reached about the
particular are applied bv extension to the general without, it is
believed, losing much authenticity. The study’s limitations provide
the opportunity to continue. broaden, and deepen similar studies in
ESL/EFL textbook evaluation. Several areas and topics arise
immediatelyv from thece 1imitation5? Here we considered the needs and
purposes of thé teachers ana students. One might find enlightening
and beneficial an investigatiocn into the same topic from the
perspective of those wno made the promotion and spread of English
woridwide ensue: the business l=aders and the political groupns whose
policies, plans., motivations, ideologies. and objectives l=d them to
their decisions about the use of English for their peonle. An
imoortant concsrn showid be a similtar guestioning into what

anthropology can do and offer which promises to improve languaaz
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#ifbooks and tsaching. Ferhaps also an interested organization or
ocroducer may derive valuabie insights and helpo from an sffort to gain

an intsrnaticonal concensus on standards, criteria, content, and

1]

methodology for oroducing a better, more widely acceptan!

textbook . A well-wrought ESL/EFL text reguires construction by

N

experts in & variety of disciplines. A collaboration of

1

iinguists may proftit from a combined

gresent culturs through the medium of 1ansuage
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ihese and other tooics one miah

[

moire important and vital to having an accountabls comoestent

teacher, and education system than testing achievemsnt svel

- i

minute particles of language knowlsdge for gccusational or
sducaticnal admissions and advancement reguirements which dsal with
the administrative apparatus, not the oroduct or process itselds

necessitating a reversal of the present oractice of

~t
=S
[

the form--a kind of cart-before-the-horse inanitv. Brademas in
his "Growing Uo Internationally” stresses the need for Americans io
becomz more aware of other nations. His concern is aopliicablie to
peaptes of other nations as well. "The realities of todavis worid
make it essentiai that there bs a strong intefnaticna} dimension o
our educational system from grade schoel through araduats school®
(8). The cultural illiteracy bemoaned by American education’s
critics, who ciaim our schools have failed our children, fault ths
wrong perpetrator. It is not the school! system, but the vacuous

textbooks; their eohemeral, narrow. shalliow, meaningless

rt

1
]
ot

Educational svstems can only accomplish this cultural literacy

fin}
u]
wm



throuah the sfforts of
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xtbooks, which have an
idents become familiar with both their own cultural

civilizations.
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their imm

sxperiencs
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ace2 to begin whether taught in the Uniteg
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1 Checklist of Evaluation Criteria

The criteria for evaluation discussed in Chaplers 2-8 are summarnized here in
Ihe form of a checklist ot questions lo ask about EFL teaching matenals. The
queslions are numbered chapler by chapter.

Some ol the poinls can be checked oll either in polar terms (i.e. yes or no) of,
where we are lalking aboul more o Jess ol somelhing, on a gradation from 1 lo
5. Astraight yes of no answer is required lo the queslions such as 6.2 ‘Are there
any materials for testing?” However, in many cases such a simple choice would
only very inadequalely reflec the nature of the course malerial and there would
be a consequent danger of oversimplification. I is, for example, rare for material
1o assume a wholly induclive or deduclive learning process on the parl of lhe
learner (for ison of inductive and deduclive ing. see p. 32) and some
form ol compromise is usually achieved whereby the wriler has used both
approaches and we, as users, need to know approximately the proportion ol one
to the other. In this case it would be uselul if the reader thought in terms of the
relative weighting given to each approach by the materials writer and indicated
this descriplively as, for example, in question 4.1.2.

Is the languag ing process d lo be ially
- inductive
- deduclive
- a combinalion of both?

where the answer may be ‘essentially inductive bul significant elements of
deduclive learning’. Allernatively the reader could use a live point scale, and
indicate the relalive weighlings on it:

Inductive | 2 3x4 5

Deductive Ix 2 3 4 5

Other questions on the checklist cannot be answered in quantitive terms but
tequire an evalualive or descriplive commenl. For example,

4.3 Commenl on the presentation and praclice of new lexis (vocabulary).
How is new lexis presented (e g. in word lists, with visuals, in a text)?
How is the meaning of new lexis taught (e.g. through contexl, through
explanalion, by translation)?

The checklist is intended as an instrument, or a usetul lool, for evaluating
teaching malerial. It is not an autornatic procedure such as an algorithm that will
guide the user progressively lowards the ‘righl’ answer. The reason for this is
thal there are_1oo many variables involved, and many of. the variables depend
upon the professional judgement of the person carrying out the evaluation exer-
cise. Prolessional judgement, founded on understanding ol the rationale of
language leaching and learning and backed up by praclical experience, lies al
the base of the evaluation procedure.

»

Chechlist of Feahmtion Criterin =S

Chapter 2 Language content
2.1 What apecls of the language system are laught? To what extent is the
malerial based upon or organised around the teaching of:
(a) language form (see 2.2)
(b) tanguage lunction
(c) patleins ol communicalive interaction?
2.2 Which aspects of language form are taught?
(a) phonology (production of individual sounds, stress, thythm, intonation)
(b) grammar (i) morphology
(i) syntax
(c) vocabulary (lexis)
(d) di ( ol forming a unified whole)
2.3 Whal explicil reference is there 1o approprialeness (the malching of lan-

guage 1o ils social conlext and function)? How systemalically is il taught?
How lully (comprehensively) is il taught?
2.4 What kind of English is taught?
(a) dialect (i) class
(i) geographic
(b) style (i) formal
(ii) neutral
(iii) informat
(c) occupational register
(d) medium (i) wrillen
(ii) spoken
2.5 Whal language skills are taught?
(a) receplive (i) wrillen (reading)
(i) spoken (listening)
(b) produclive (i) wrillen (writing)
(ii) spoken (speaking)
(c) integration of skills A
e.g. nole laking, diclalion, reading aloud, participaling in conversation
(d) translation (i) into English
(i) trom English

Thapter 3 Selection and grading of | Items

3.1 Does the malerial lollow
(a) a slruclural syllabus

(®) a lunclional syllabus?

3.2 Is the selection and sequence of the language lo be taught based on:
{3V an attemnt 1n identifv nrobable studenl need
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(b) the internal structure of the language
(subject-centred approach)?

3.3 Grading and recycling

3.3.1 Is the grading of the language content
(a) steep

(b) average
(c) shallow?

3.3.2 Is the progression
(a) linear

(b) cyclical?

3.3.3 Is there adequate recycling of
(a) grammar items

() lexis (vocabutary)?

Chapter 4 P and Ice of new language ltems
4.1.1 What are the underlying ch istics of the app! 1o languag
teaching?

(a) influence of behaviourist learning theory
() influence of the cognitive view
(c) a combination of both

(d) other infl (e.g. group dy ics, humanistic education)
4.1.2 Is the language learning p! d to be y

(a) inductive

(b) deduclive

(c) a combination of both?
4.2 Pi n and p ot g r items

4.2.1 Comment on the presentation of new structures (grammar items) How
are new slruclures piesented? To whal extent is the presentation:
(a) related to what has been previously learned

{b) meaninglul (in context)

(c) systemalic

(d) representative of the underlying grammar 1ute
(e) appropriate to the given context

() relevant to learners’ needs and interests?

4.2.2 Comment on practice activities for new stiuclures. Are they
(a) adequate in number

(b) varied
(c) meaningful

(d) appropriate to the given context
(e) relevant lo learners’ needs and interests
(0 sulfliciently controlled?

4.3 Comment on the presentation and praclice of new lexis (vocabulary).
(a) How is new lexis presented (e g. in word lisls, with visuals, in a text)?

(b) How is the meaning of new lexis taught (e.g. through context, through
explanation, by translation, through the use of semantic relations e.g.
synonymy, hyponymy)? .

(c) Is new lexis recycled adequately?

(d) What is the amount of new lexis taught in each unit, text etc.? (This
can be expressed as a percentage of new lexis in relation to famitiar
lexis. See page 40.)

4.4 Is there any systemalic atlempl to teach the phonological (sound)
system? if so, comment on content and method of teaching under the

following headings:
(a) Recognition of individual sounds (phonemes)
(b) Production of individual sounds (phonemes)

(c) Recognition and understanding of slress pallerns and intonation

contours
(d) Production (in appropfi ) of stress p: and i n
conlours
Chapter 5 loping language skills and icative abilities

5.1 Free production of speech
5.1.1 What activities are there for Iree produclion of spoken English?

5.1.2 What is the relative proportion of time devoled to presentation of new
language ilems, 1o practice of these items, and lo free production

activities?

5.2 Materials for reading ing and writing

5.2.1 Comment on the exient and nalure of reading lexts and accompanying
exercises.

5.22 Comment on the extenl and nature of listening malerials and
accompanying exercises. s

3

5.2.3 Comment on the exten! and nature of wriling exercises.

5.3 Integrated skills and communicative abilities

5.3.1 What activilies are there for integraling language skills?

5.3.2 What activilies are there lor communicalive interactions and the teaching
ol communication strategies?
Are they representative of and modelled on the processes that take place
in real language use?

L2t



w etccting FH. teaching Materals

533

Are Il_'lere any exercises that implicitly or explicitly teach how 1 nbine
lunclional units ol language to creale discourse and how lo recu...ise the
structure of discourse? ‘

Chapter 6 Supporting materials N

6.2
6.21

622

6.23

63
6.3.1

6.3.2

6.3.3

Does the course material include the following? Il so evaluate uselulness
in each case.
{a) visual material

() recorded material

(c) examples of authentic language

(d) a teacher's book

{e) an index of grammnar items, functlions elc.

(0] : sv:cd)abulary list {preferably indicaling in which unit each word is first

Are there any malerials for lesling?

il so, are there malerials for

(a) entry testing (diagnostic tesling)

{b) progress lesling

{(c) achievement testing?

Are there any suggestions for informal continuous assessment?
Are lhe lesls

(a) discrele ilem lesls

(b) communicalive lests

{c) a combination of both?

Do Ihe tests relate wefl to

(a) the learners’ communicalive needs
(b) whal is laught by the course material?
Other conslderatlons

Evalqale the degree ol support for the teacher and the amouni and quality
of guidance provided.
(a) Does the material require a high degree ol 1eacher inpul?

(b) Is the malerial almost self-sulficient (teacherproof)?
{c) Is it suitable for a leacher who is not a native speaker?
(d) Does il require the leacher 1o have a nalive speaker Intuition?

Does the mgletial impose any specilic physical resiraints (e g. malteriat
only usable in darkened room with projection facilities; material requiring
regufar use ol a language iaboratory)?

Does the subjecl matter conlained in lhe course malerial have any

intrinsic interest in s own right (or is it transparently a pretext lor
language work)?

Checklist of Evaluation Criteria 79

6.3.4 Evaluale the overall composition of the material (i.e. the relationship of the

parls lo the whate).

Chapter 7 Motivation and the lsamer

7.1 Does the material have variety and pace?

7.2 s the subject malter of reading lexIs, listening passages, elc. likely to be
of genuine interest lo Ihe learners, taking into account their age, social
background and cultural background, their learning objectives and the
composilion of the class? 3

7.3 Are the leaming activities in the course material likely lo appeal 10 the
learners {taking into account the variables mentioned in 7.2 above)?

7.4 Does the ial have an ive app (visuals, layoul,
typography etc.j?

7.5 Do the aclivities in the material encourage the personal invoivement of
the learners in the learning process (e.g. by laiking about themselves of
finding out aboul each other)?

7.8 How much responsibility for the learning process is to be assumed by the
learners themselves, individually o collectively?

7.7 Is there a compelilive or problem-solving element in he learning
activities?

7.8 Does the malerial have a specilic cullwral selting (e.9. young. trendy,
middte-class London) o is it non culture-specific?

79 ial is cullure- ific, will this be ble lo the ?

7.10 Does the material include aspects of British and/or American cullure so
that language learning is seen as a vehicle for cultural understanding?

7.41 Is the cultural context included only to provide a setting for the content of
the material {i.e. is cultural context subordinated to language learing)?

7.12 Does the cultural context of the ial guide the inp iving
and categorising the social situation they may find themselves in, with a
view to helping them to maltch their language lo the situation (i.e. lo use
English appropriately)?

Chapter 8 C 1 and overall avaluat}

8.1 Brielly state the objectives of the material.

8.2 Towhat extent is it successlul in achieving these objectives?

8.3 Nole particular sirengths.

8.4 Note particular weaknesses.

8.5 Are there any notable omissions?

8.6 For whal type of fearning situations is the material suitable?

8.7 Forwhat type of tearning situalions is the material unsuitable?

8.8 Comparisons with any olher material evalualed.

General conclusion.
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TEXTEBOOK EVALUATION WORKSHEET

Evaluator

RANK ON A SCALE OF 0 to 4 (0= not at all, 4= extensively) how well you think the textbook presents the
following itaas. -

ORGANIZATION, FORMAT, METHOD

i. Idenfifies, presents, and helps the student hear and pronounce the phonetic
differences between English and the student’s native sound systea. 01234

.

2. Identifies these language-specific graeaatical features of English

words as they differ froa the student’s native language: inflectional affixes 01234
derivational affixes 01234
tense concepts 012314
plurality, possession, case 012314
pronouns and person 01234
3. Gives about equal coverage to each of the four aspects of language .
listening, speaking, reading, writing ’ : i 01234
4, ldentifies and explains the language specific grasaatical features of
English sentence syntax and seaatics in isalated exaaples 01234
extended discourse 01234
idiomatic and figurative items 012314
5. Presents language learning in a traditicnal graseatical sanner, or i
utilizes current acquisition theory and knowledge 01234
4. Presents examples of various levels of usage with explanatians about
appropriate situations for using each level foraal 01234
conversational 01234
confidential 01234
other 01234
7. Approaches language learning fros a sepcific aethod
grassar-translation (parts and rules to usage) 01234
audio-linqual (pattern meacrization/drill to variations) 012314
Insersion, TPR, silent method {relevance) 01234
" siaple to complex, frequency based 01234
natural and acquisition theary 01234
other, eclectic 01234
8. Is the text saterial presented in a way which is easily adaptable to
a variety of acadesic settings and methods practiced in ather cultures. 01234
CONTENT, VALUES
9. The content presents cultural itess in an unbiased inoffensive aanner,
both isplicitly and explicitly, through examples, readings, illustrations 01234

10. Contents does not sterectype people, social groups, cultural groups, ethnic groups,
econoaic groups, political groups _ ' 01234



11. Content sakes unfounded assueptions about
- the student's lanquage knowledge which present obstacles te L2 learning
his understanding of graamatical terss
his intellectual ability, naivete, acuity (either coaplimentary or deprecative)

12. Content, examples, and explanations aake unfounded “assumptions about

the teacher ‘s knowledge of English, his teaching ability, his cultural orientatica.

13. Contents assumes the student is well-acquainted with Aaerican culture
wants to acquire the culture or assimilate into it
A}

14. How well and accurately does the text introduce American culture to the student?
ORIENTATION, USEFULNESS

15, What seess to be the text’s major emphasis:
a) personality identity, identification
b) huaanities, the great ideas
c) technological specialization
d) social adjustment or reconstruction
e) developing mental processes
) student centered
g} subject matter centered
h} literacy or oralacy centered
i} interdisciplinary

16. What seeas to be the text's strengths?
17, Hhatbappear as weaknesses in the text?

18

were to use it for teaching English to your students?
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What would you suggest is most needed to be included, changed, or caitted froa this text if you

19. Is this text easily adaptable to your specific educational situation, or does it assuse an

inappropriate classrooa environaent and sethodology?
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TEXTBOOK EVALUATION Text Title

EVALUATOR Author

Rank on a scale of 0 to 4 (0 = not at all, 4 = extensively)
how well or how much you think the textbook presents
the following language learning items.

ORGANIZATION, METHOD, ODRIENTATION

. Text idéntifies, precents, and helps the student
hear and pronounce the English phonetic system 01234
recognize differences between English phonemes and

—

the student’s native phonetic system 01234
understand the lanquage-specific grammatical features of English 01234
2. Text content is adequately balanced with
English forms and structures 012314
lanquage functions 012314
oral and aural fluency 01234
reading and writing competency 01234
grammar 01234
vocabulary development and ucage in context 012314
3. Text requires the learner to
involve self and assume responsibility for learning English 01234
integrate receptive and productive fluency 012314
comaunicate and think in English rather than through tranziation 01234
4, Content presents explanations, examples, and exercises in
isolated items 012314
extended discourse 012314
idioms and figurative language 012314
a variety of social and formal registers and levels 01234
text-controlled exercices diminishingly sequenced 01234
inductive learning proceszes 01234
deductive learning processes 01234
problem-solving skills 01234
creative ability development 01234
linear sequence and progression 01234
cyclical sequence and progression 01234
gradual, thorough presentation of each new language iten 01234
rapid, incomplete presentation of each new language item 01234
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5. The linguistic orientation of the text is

traditional 01234
structural 012314
descriptive 01234
transformational 01234
generative 01234
eclectic 01234

4. The text utilizes .

current acquisition theory, practice, and Knowledge 01234
one specific method 01234
eclectic methodology 01234
7. Uhat seems to be the text’s major emphasis?
personality identification 01234
the humanities and great ideas 01234
technological specialization 01234
social adjustment or reconstruction 01234
developing mental processes 01234
student-centered relevance 012314
subject matter centered 01234
literacy and oral fluency 01234
interdisciplinary 01234
controversial issues orientation 012314

CONTENT, CULTURE, VALUES

8. Text content is
culture specific
non-culturally specific (acultural)
nulti-cultural
culturally unbiased and inoffensive
non-stereotyping of people, social classes, ethnic groups
informative enough to provide cultural understanding
intellectually stimulating

oocoococooo
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9. Content requires or assumes teacher to be

a native speaker of English 01234
an expert in American or British culture 01234
10, Content assumes the learner wiches to adopt and assimilate
into American or British culture 01234
11, Text is practical for
individual and private learning 012314
small classes (15 or fewer) 01234
01234

large classes (30 or more)
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12, What seem to be the text’s strengths?
13, What seem to be the text’s weaknesses?

14, How adaptable is this text to your specific educational
situation and needs? .

13, What changes, if any, do you suggest are necessary in
order for this text to be useful for your classes?

18, Additional comments about this text you wish to
make.
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LESSON ONE

HOW MARX LEARNED FOREIGN.
' LANGUAGES

e T ) M
A e S
Gt

... Karl Marx was born in Germany, and Ger-
man was his native language. When he was slili
a young man, he was forced to lcave his home-
land for political reasons. He stayed in Belgium

for a fecw years; then he went to Irance., -

Before long he had to move on again. In 1849,
he went to England and made London the ‘'base
o« I o

LET



for his revolutionary work.

Marx had lcarned some French and English
at school. When he got to England, he found
that his English was too limited. He started
working hard to improve it. He made such
-rapid progress that. before long he began to
write articles in English for an American news-
paper. In fact, his English in one of these
articles was so good that Engels wrote him a
letter and prajsed him for it.” Marx wrote back
to say that Engels’ praise had greatly cncouraged
him. However, hc went on to explain that he
was.ﬁot too suie about two things — the gram-
mar and some of the idioms.

These letters were written in 1853. In the

ycars"that followed, Marx kept on studying

English and. using it. When he wrote one of his
great works, The Civil War" in Fra'm:e., he* had
mastercd the language so well that he was able
to write the book in English.

« In the 1870’s, when Marx was already ‘in
his fifties, he found it important to study the
situation in Russia, so he began to learn Russian.
At the end of six months he had learned enough
s 2 ¢

to read articles and reports in Russian.

In one of his books, Marx gave some advice
on how to learn a foreign language. He said
when a person is learning a foreign language,
he must not always be translating everything in-
to his own language. If he does this, it shows he
has not mastcred it. He must be able to use the
foreign language forgetting all about his own. If he
can not do this, he has not really grasped the spirit
of the foreign language and can not use it freely.

WORDS AND EXPRESSIONS _
Karl Marx /R « I7% M (1818—1883)
Germany ['d3o:ni9ni] n. 8R
native ['neitiv] adj. Z[Hfy, &1ty -
one’s native language Z[HiX; A 1%1G
force vt. 3RH, ﬂﬂ:‘
homeland ['houmlaend] a. [ -
political [pa'litikel] adj. iy
Belgium ['beldzom] a. LLFIRF - e
before long AALLG : e e e
base [beis] n. 'z‘Eﬂll,Zﬁﬂh,iﬁﬂ?‘ith S Cs
revolutionary [ reva'lu:fnari] adj,; -1 DR
A AR n. HaE -
limit ['limit] vt. BRG], B
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limited |'limitid] adj. 47/Rfh
imprave [im'pru:v] vt. i'cife; Py
: , o B S
rapnd ['nepnd] adJ tkn‘J 1i§%:{: 01
progress [prau_;res] n. Wl UE S
make pwgrcss RSP
article ['a:tikl] n. 3¢, iB3¢; %L1

Ellgus ['engsls] '-’H?UU‘ (l*ncdnch ['frizdrih], i m

AL 1820—1895) ¢
praize [preiz] of. & n. N5, Lip

.greatly ['greitli] adv. A A:dh; JE%
encourage [in'karid3] vt iklgh

however [hau'eval conj. “#Rii, [ &; (2%
grammar ['greemd] ». %k

idiom ['idiam] n. JRIF, SMRMIG X
follow ['folou] wvi. Fbi; (KA, Zi}?"r)l”#

keep on (doing something) wmmm).uﬂumm

works n. FE{E, {8 L
“civil ['sivl] adj. [EANE
master of. $§ill; 2 ‘
situation [sitju'eifon] n. {550 JE; t5H
Russia ['rafo] n. {RIE; R 205
translate [traens'leit] ot BHPE .
translate oo inta . JE@eceree fF)Loeeees i
grasp [graisp] v, dR{E; 4085 REREVERD SR, T A7
freely adv. ppihiit; B e R
» 4

NOTES TO THE TEXT

1. When he was still a young man, he was,:forced to

leave his homeéland for political reasons.. {lbEL{E % 42

- BERG BE T B W BB MEIF T AL,

CAEXAAY R for AECDIN, (TN, 3L ;.
He was pralscd for his hard work. {L,F;[jbIﬂ.y-

'ﬂﬁﬁfi&

2. He made such rapld progress that before . long he

began to write articles in English for an Americah

: newspaper.. {bESRIR, RABLIFLIAFEICEA—K3IE
. IRAUREL gy K

- such ... that Canit------EA®) IS5 RRIEM
4, such i fiilry S0 T LA LR, WA AR R 3, miR ik

BT SRR, BEE such ZEMAER Xim:

She is such a good teacher that all, of .us .love
and respect ({f8%) her. - Wb R—~—{LIRATM:EG, 0418
BT, ‘

3..In the years lhat followed,. Mar); kept \on studying

English and using it. {L:&,uu ﬂ-JILﬂ-ﬂ‘.ll’J}w@-ﬂibﬁ—r
DI AELE,

- that followed ﬂﬁ:mmﬂmm};&ﬁj. {l}h’hn’ﬁfﬁﬂ‘ﬂs
ia] the years, o

. keep .on (doing. somethmu) ﬁ&@:((&t}.&x‘&).uﬁ{(m
*Eih) X iz ~ '

hecp on trying. You'll makc gven greater pro-
e 3 o
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Bress. K55 ), PR XMAPVEK kL0,

Why do you keep on makmg the same mistake?
- M ARERILR AR
. The Civil War in France (?}zéiﬁ;ﬂﬁ&»

XIBEN AL BZERTA D& —EE)ME S
Bk “RERE" MBICMREM—IT % FEEAMNY

Ho EDRALLBURHE, W1 1871 425 ) 30 1, T3
l‘1l‘lﬁﬁ’*ﬁtﬁe“fﬁmm%)‘crmﬁg.ZE?F}—-ﬁxmd: B
JaarMDENR 47 3 110K, -

. In the 1870’s, when Marx was already in his fifties,
he found it important to study the- situation in
Russia, so he began to learn Russian. fE-Fjuiltz2-&

S BREARSE LS T, (Lt AU R %R
I, WIFEhZESHRIE, :

1870°'s L/ BRL 1870s, (i% eighteen seventics)
it +ER, ‘

in his fifties {bH - LS M -

fifties At fifty A MR, 76X DALY, ARt
PRTAIY, kKR, TR twenties (=HH-JLE),
thirties (2r|-JL%), forties (PQ-|-JL%), ¥4, -

Aot it & found MEXKIE, RERIFRTERM
| to study the situation in Russia; important P A3
A RIE, e o
. In one of his books, Marx gave some advice on how
to learn a foreign language. I3t MR7E{LAY—ZA 45 PRt
Fhnfr2ESIMEIRINT ~— et i,

o § o

At on RLATH, fE“%T VR, AERIGIE how to

. learn a foreign language {E4MA on AY3IE,
. He said when a person is learning a foreign lan-
. guage, ho must not always be translating everything

into his own language. {LU4—AATEH ”val‘k’flﬁ‘.

LR AR A KR,
ﬁ&ﬁ%mmm&mmmnmtham&ﬁmmm
B, B AR B oo — TR e "5 R, fEMUst not

MAERZMME always, T ARRI TS, Xam
You must not always be talking 'so much. R4

FLERGRASE. - o

. He must be able to use the foreign language; for-

getting all about his own. 1&-—5;’,-‘}‘-&@{&?‘-]&{}3}ﬂ9ﬂ§
mnd %, S‘E&‘C‘N*lﬁll i

EXERCISES; -

I. Answer the following questions:
1. In what country was Karl Marx born?' --
2. What 'was Marx's native language?" °
3. Did he find his English good enough: when he
. got to Bngland? - ¢ '
4. Ho 'made rapid progress in English ‘not long
_afterihe came to London, didn’t-he? Give an
example; - - b
6. What ‘did Engels do when he found Marx had
made rapid progress in his English? -
« 7 o

ovl



1.

12.
13.

How did Marx answer him?

Did Marx stop learning English after hs had
made such progress? o e
In what language did Marx write The Civil War
in France? | o

When did Marx start learning Russian? Why?
How long did it take him to learn Russian well
enough to read articles and reports?

What advice did Marx give on how to learn a
foreign language?

How long have you been learning English?

.What should we learn from Marx in mastering

& foreign language?

I1. For each word in Column A find a word or phrase

of similar meaning in Column B:

1.
2.
- 8
4.

5.

6.

. .7|

A B . .
force 1. quick .
homeland 2. make or become better:
improve 3. much A g
rapid ‘ 4. make somebody do something
greatly - . b. onc’s native country ;
follow 6. change from ‘one Janguage

into another
.situation , 7. come or go after
translate . - 8, condition -

1. _Tmnslaté the following into Chinese and tell what

part of speech each italicized word is:

-8.
9.

v s

We haven’t enough food for everybody.

You can never be careful enough.

Is" the ico hard enough to skate on?

I’ve got enough to do at the moment.

Enough has been said on how to learn a foreign
language. ' '

What time did you get home from work yester-
day? I oo '

Our soldiers quickly broke through the enemy’s
dcfence works. L '

This book is one of the great works by Lenin.
Ilis father has worked in this chemicul works

for-over twenty years. .. "

iV. Fill in the blanks with 8o ... that or auch-\(a o]

©AGN) ... Lhat: Dl e

1,

2.

Table tennis is .. interesting game . peo-
ple all over the world play it.’ e
He spoke —_ fast ___ I couldnu’t follow him.

v 3l was . warm day._ they went swimmiang.

4.

6.

.The teachcr was — . pleased with Zhao Ming’s

progress in. his English _._. he pinised him in

class. .
A TV set can be made. __._ small __ -1t may
be. easily placed in a watch.

(4721
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6. It was ____ good exhibition —_ he went to see
it severa] times. _

7. This is —— important meeting —— you should
attend it,

8. The Frenchman caught . bad cold .. he
coughed day and night.

Translate the following into English:

L XEMECBFARAIS, (to improve)

2. {b—H TR 1 £H,  (to keep on)

8. HRFHERERINHEM—TAEEMS (task), (to

master) . . .
4. S UERAnfr R BIR A B, (to grasp)
5. FBIIERESIFEATINT MAFHZR, (to give
. advice on) . -
6. RNINKESAARERR—IEP:T, (before long)
7. SEI S Rkl MY TR T- 454415, (to encourage)
8. ZA-tEBN\FAEROPERETM KM B (L, (in the
1980’s) - -,
Put the verbs in the.correct tenses: .
Before they . (go) to England, Lenin and

- his wife . (translate) a whole book from Eng-

lish into Russian., They . (think) they .

_ (master) the English language quite well, .

After arriving in London, however, they
(find) tey — (can, not understand) the people
there, and nobody - (understand) them. This

o 10 »

VIL.

—— (force) -them ta learn spoken 'English from
the beginning. They . (start) going to all
kinds of mectings. At the mcetings, they . (sit)
or — (stand) in the front and carefully
(watch) the spcakers’ mouths. Thoy  ——_ . (try)
hard to grasp the spirit of the specches. (HiUF).
They — (go) very often to Hyde Park (A
I&)to listen to people speaking frcely on. the situa-

tions at home and abroad(|@%p). Lenin — (show)

. great interest. in listening..to them.and. —__ (learn)

a gieat deal of spoken English in. this way.

Some time later, from a newspaper, Lenin —_
(learn) that two Englishmen _—__ (want) to ex-
change(Zf) lessons. Before long Lenin —__ (get)
in touch (%) with them. He' —_ (teach) thein
Russian 'and they — (teach) him English.h'-Lenin
—— (keep) on studying with them for some time,
and —_ (find) his spoken English greatly im-
proved. In this way Lenin —__ (make) rapid pro-
gress in his English study. '

Read the following passage and put it into Chinese:

Once Lu Xun spoke to the youth about the
study of foreign languages. He said;

“You must not give up studying foreign lan-
guages for cven a day. To master a language,

words and grammatical rules are not enough. You

v ]1 s

vl



‘must do a lot of reading. Take a book and force

yoursclf to read it.

At the same time, consult

« dictionaries and memorize grammatical rules. After

. reading a boek, it is only natural that you won't

uudetstand it ull, Never mind. Put it asidc and

start another one. In a fcw months or half a year,

. 8o ovcr the first book once again; you are surc to

- understand much morc than before ... 'Young peo-

iple have good memories. If you memarizo .a few

words every day and keep on reading all the . time,

in four or five years,

you will certainly be able

to read works in the foreign language.”

youth [ju] n. Hi |

grnmmauenl [gro' mruk-l] adj.
R

consult (ken'salt] ve, # 14

o 12 o

m;:mor_izc ['memanaiz] of. i2{E
naiural ['metfrol] adj. [0
Ncver mind, R,

aside [o'said] adv. {E~—i1

.. LESSON TWO

AT HOME IN TIIE FUTURE

A mcdncal exammduon w1thout a doctor or
nurse in the room? Doing shoppmg at home?

Borrowmg books from the _.hbra_ry wuhoug
leaving your home?

P I D)
i 1 (3

These ideas may seem strange to you., But

soienusts are working hard to turn .then'rhlntq‘_

realities. |
Let us supposc we can visit a home at the
end of this century. We will visit a boy named

Charllc Green. He is not feeling well this morn-,

mg HIS mother Mrs Green, wams the doctor

to sce him. That is, she wants the doctor, to.
llstcn to hxm., She brings a set of . wireg to.

Charlle s room. These wires .are cdllcd SENSOrS,
She places onc sensor in his mouth and one on

his chest. She puts another onc around his wrist-

and o'no.,on his forchcad. Then she plugs the

sensors into a wall outlet. She says the code.

“TCP”. This means “telephone call -placed.” A
o 130
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Criteria for —
Evaluating an
English as a
Second Language
Text for students ages 10-17

' 145

;) -
The following criteria have been developed to aid
state and focal educators in evaluating competing
English as a Second Language texts. This compre-
hensive listing derives from study of criteria by acade-
micians, state agencies, school districts, and
publishing companies. Theresult is a listing of criteria
that will indicate both the strengths and the weak-
nesses of an English as a Second Language text.

Individual texts should be judged on each criterion
and a score assigned on a scale of 0 to 4. Give a
score of O if a book fails to meet a criterion, or if its
treatment is unsatisfactory or weak. If a criterion is ful-
filled in an excellent manner, score a 4. Ratings of 1,
2, and 3 allow the evaluator to make judgments that
fall between weak and excellent.

After scoring all criteria, tally the scores; then trans-
fer them to the English as a Second Language Com-
parison Sheet. When all the programs and scores are
entered, English as a Second Language texts may
easily be compared.

Permission is granted by Scott, Foresman to repro-
duce this form for use in evaluation of textbooks.

Name of Text

Publisher

Copyright date

I. General Observations

Scale:
0 =weak
4 =excellent

1. The authors have considerable classroom experiernce in

teaching English as a Second Language.

2. The appearance, organization, and design of the texts

contribute to student enjoyment and motivation.

3. The.way in which English is presented is appropriate for

the age of the student.

4. A complete, multi-level program with necessary ancillaries

is provided.

Section I TOTAL

Copyright © Scott, Foresman and Company. All Rights Reserved.




II. Content

I1I.

1. Lessons follow a consistent pattern so students always
know what to expect. :

2. Vocabulary includes those words students need for basic
communication in English.

3. There is careful control of the rate of introduction of new
material to avoid student frustration.

4. Pronunciation guidelines are included. «

5. Cultural information in the program offers students a
background for understanding cultural patterns relevant to
everyday life in the United States.

6. Ample review materials are provided.

Section II TOTAL

Skills

1. The required vocabulary for every lesson is introduced in a

clearly indicated section.

2. Vocabulary words are introduced with pictures wherever

possible to help students think more directly in English.

3. Visuals used to introduce vocabulary clearly communicate

word meanings.

4. Vocabulary is always practiced using known grammar.

5. Grammar structures are presented in a sequence that

enables students to speak English right from the start.

6. The introduction of grammar structures is carefully paced.

7. Grammar structures are explained simply with clear

examples, then practiced using known vocabulary.

8. Careful attention to each of the four language skills—

listening, speaking, reading, and writing—provides the
integrated experience necessary to developing an ability to
understand, speak, read, and write English.

treated systematically.

. English sounds, sentence stress, rhythm, and intonation are

146
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10.

11

Through various types of conversation practice, students
are led toward independent speech in English.

Through guided writing exercises, students are gradually
led toward independent written expression.

Section III TOTAL

IV. Management/Assessment

1.

2.

Objectives for each lesson are clearly defined.

The management system of the program is described in
teacher materials.

. Teacher materials include techniques for presentation, drill,

and review, along with instructions for use of the ancillary
materials.

. The testing program includes both placement and book

tests with directions for their use. .

Section IV TOTAL

V. Student Text

1.

Subject matter in the student text deals with situations
that are. relevant to students’ lives.

. Vocabulary is introduced wherever possible with visuals

that communicate word meanings clearly and directly.

. The program includes unlabeled charts and/or pictures that

provide a visual stimulus for oral language development.

. Provisions for frequent self-testing are included.

. The student text contains a cumulative vocabulary list

keyed to the lesson in which each word is taught.

. Grammar summaries, verb charts, and/or similar helpful

information is included in the student text.

Section V TOTAL

147

Scale:
0=weak
4 =excellent

Continued on back page.
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Scale:
R .. 0 =weak
VI. Teacher’s Edition 4 =excellent
1. Practical page-by-page suggestions for teaching the lesson,
including enrichment activities, are provided. 0 1 2 3 4
" 2. Suggestions for adapting lesson material to peer and small-
group work are included. 0 1 2 3 4
3. Teacher materials contain full-size reproductions of student
text pages. 0 1 2 3 4
4. Answers to student text exercises are included in the
teacher materials. 0o 1 2 3 4
5. Lesson exercises are keyed to related material in the
ancillaries. 0 1 2 3 4
6. Answers are included for student text exercises and tests
and for workbook exercises. 0 1 2 3 4
7. Reproducible tests, answers, and techniques for testing are
offered in the teacher materials. 0 1 2 3 ¢4
8. Enrichment and reinforcement material for teaching culture
is contained in the teacher materials. 0 1 2 3 4
Section VI TOTAL
VII. Supplementary Materials
1. Additional skills practice is offered through supplementary
workbooks coordinated with the student text. 0 1 2 3 ¢4
2. Taped materials include vocabulary and pronunciation
exercises, conversation practice, and listening
comprehension, at all levels. 0 1 2 3 4

Section VII TOTAL

This Criteria for Evaluation form comes to you as a special service of Scott, Foresman and Company.
We trust that you will find it to be a useful aid in the important task of text setection. Forms are also
available in other subject areas. For copies. write to your nearest Scott. Foresman regional office.

r a tradition to trust
@™ Scott, Foresman and Company
Glenview, IL 60025 ¢ Tucker. GA 30084 * Dallas. TX 75229 * Oakland, NJ 07436 ¢ Palo Alto, CA 94304

A6221 (AA1S Litho. in U.S.A)
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THE CHECKLIST
The Textbook

a.

304

Subject matter .

1. Does the subject matter cover a variety of topics appropriate to the
interests of the learners for whom the textbook is intended (urban or
rural environment; child or adult learners; male and/or female students)?

2. 1s the ordering of materials done by topics or themes that are arranged
in a logical fashion?

3. 1s the content graded according to the needs of the students or the
requirements of the existing syllabus (if there is one)?

4. Is the material accurate and up-to-date?

Vocabulary and structures

1. Does the vocabulary load {i.e., the number of new words introduced
every lesson) seem to be reasonable for the students of that level?

2. Are the vocabulary items controlled to ensure systematic gradation from

simple to complex items?

. Is the new vocabulary repeated in subsequent lessons for reinforcement?

. Does the sentence length seem reasonable for the students of that level?

. {s the number of grammatical points as well as their sequence appropri-

ate? :

6. Do the structures gradually increase in complexity to suit the growing
reading ability of the students?

7. Does the writer use current everyday language, and sentence structures
that follow normal word order?

8. Do the sentences and paragraphs follow one another in a logical
sequence?

9. Are linguistic items introduced in meaningful situations to facilitate
understanding and ensure assimilation and consolidation?

Exercises

1. Do the exercises develop comprehension and test knowledge of main
ideas, details, and sequence of ideas?

2. Do the exercises involve vocabulary and structures which build up the
learner’s repertoire?

3. Do the exercises provide practice in different types of written work
(sentence completion, spelling and dictation, guided composition)?

4. Does the book provide a pattern of review within lessons and
cumulatively test new material? ]

5. Do the exercises promote meaningful communication by referring to
realistic activities and situations?

Hlustrations

1. Do iilustrations create a favorable atmosphere for practice in reading and
spelling by depicting realism and action?

2. Are the illustrations clear, simple, and free of unnecessary details that
may confuse the learner? .

3. Are the illustrations printed close enough to the text and directly
refated to the content to help the learner understand the printed text?

Physical make-up

1. Is the cover of the book durable enough to withstand wear?

2. Is the text attractive (i.e., cover, page appearance, binding)?

w Hw

IV: TEACHERS
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. 3. Does the size of the book seem convenient for the students to handle?
4. Is the type size appropriate for the intended learners?

The Teacher’s Manual

a.

General features

1. Does the Manual help the teacher understand the rationale of the Text-
book (objectives, methodology)?

2. Does the Manual guide the teacher to any set syllabus for that level?

3. Does the index of the Manual guide the teacher to the vocabulary,
structures, and topics found in the Textbook?

4. Are correct or suggested answers provided for all of the exercises in the
textbook?

5. Is the rationale for the given sequence of grammar points clearly stated?

Type and amount of supplementary exercises for each language skill

1. Does the Manual provide material for training the students in listening
and understanding the spoken language?

2. Does the Manual provide material for training the students in oral
expression?

3. Does the Manual suggest adequate and varied oral exercises for reinforc-
ing points of grammar presented in the textbook?

4. Does the Manual provide drills and exercises that enable the teacher to
help the students build up their vocabulary?

5. Does the Manual provide questions to help the teacher test the students’
reading comprehension?

6. Does the Manual provide adequate graded material for additional writing
practice? *

Methodological /pedagogical guidance

1. Does the Manual help the teacher with each new type of lesson
introduced?

2. Does the Manual provide suggestions to help the teacher review old
lessons and introduce new lessons?

3. Does the Manual provide practical suggestions for teaching pronuncia-
tion and intonation?

4. Does the Manual provide suggestions to help the teacher introduce new
reading passages?

5. Does the Manual provide guidance to the teacher for introducing various
types of written work?

6. Does the Manual provide guidance to the teacher for evaluating written
work and identifying the students’ most serious mistakes?

7. Does the Manual advise the teacher on the use of audiovisual aids?

Linguistic background information

1. Does the Manual provide contrastive information for the teacher on
likely pronunciation problems?

2. Are English vocabulary items and English structures well explained?

3. Are lists of cognate words (true and false cognates) provided for the
teacher?

4. Does the Manual provide information on grammar to help the teacher
explain grammatical patterns presented in the lessons and anticipate
likely problems (i.e., data from contrastive analysis and error analysis)?

Daoud/Celce-Murcia: Selecting a textbook

305
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GUIDELINES FOR EVALUATING ESL TEXTS AND MATERIALS

1. auTHORS
a. Include experts in second language research?

b. Classroom teachers included?
c. Writers for several levels and audiences (children, adults)?

2. PHILOSOPHY _ )
a. Agree to "no one best way" to teach given concepts?

b. Belief in a specific methodology?
c. Belief in an eclectic, balanced program?

3. PHYSICAL ASPECTS
Books and materials of appropriate size? «

b. Is type clear?
Grade designations avoided?
Binding or construction sturdy?
e. Paper of good quality?
I1Tustrations

1. Proximate to text reference?

2. Stimulate discussion?

3. High art standards?

4, Multi-ethnic?

5. Clear?

- o0

4, LITERARY QUALITY
a. Style?
b. Imaginative?
c. Variety, including action, humor, adventure, etc.?
d. Includes social studies and science topics?

5. CULTURAL DIVERSITY | )
a. Content multi-ethnic?

b. Promotion of positive attitudes?

6. RANGE OF ABILITIES
a. Provision for range in abilities?

b. Diagnostic and prescriptive materials?
c. Enrichment activities?

7. TEACHER S MANUAL
. Range and variety of suggestions for Jesson plans?

Activities to introduce new words and concepts?
Suggestions for word-attack techniques?

Review of previously acquired skills?

Synopsis of student text for teacher convenience?
Suggestions for meeting differing levels of ability?
Index of skills?

Suggestions for enrichment activities?

Sequential development?

Provision for assessment and diagnosis?

Suggested daily lesson plans?

A = T3@Q —h (D aooo
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8. SKILLS PROGRAM
a. Structure

1. Sequencing of materials?
2. Adequate explanation?
3. Variety of drills and activities?

b. Vocabulary
1. Planned introduction of new words?

2. Adequate repetition of new words?
3. Multiple meaning and multiple referent words explained?

c. Reading comprehension skills
1. Literal recal and understanding?
2. Analytical comprehension?
3. "reading between the lines"?

d. Writing
1. Letter formation?
2. Sentence level?
3. Sentence combining?
4. Paragraph development?
5. Composition?

e. Study skills
1. Help with locating skills (skimming, scanning, using titles),
locating information, finding main idea and support?
2. Help with dictionaries, encyclopedias, reference books?
3. 3. Help with charts, maps, graphs, tables?
4. Help with subject content areas, variety of genres?

f. Oral skills
1. Systematic teaching of pronunciation, intonation, rhythm?
2. Oral language production?
Oral reading, including verse choir, dramatisation, role play?
Sequentially developed oral language program?
Encouragement of oral expression?
Based on pupil's experience?

(o0&, I~ NN

g. Review program
1. Practice for each skill introduced?
2. Skill teaching spiral or intensive?

9. FOLLOW-UP ACTIVITIES _ . )
a. Correlated to original presentation?

b. Directions easily understood?
c. Provides ample practice of skills?

10, TESTING ) )
a. Provides informal tests, checklists, vocabulary Tists?

b. Provides diagnostic and achievement tests?
c. Provides norms?

CaLIFORNIA STATE UNIVERSITY, FULLERTON / DEPT. OF FOREIGN LANGUAGE & LITERATURE
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"The ESL Textbook Explosion: A Publisher Profile,"
by Pearl Goodman and Satomi Takahashi.

TESOL Newsletter
Vol. XXI, No. 4
August, 1987

CURRENT NUMBER OF TEXTS AND PUBLISHERS COMPARED TO
TWENTY-NINE TEXTS AVAILABLE TWENTY YEARS AGO. -

5 E ot =
I £ o els] (B2 H F) e
z HEE HEEE
Skills Total =z = Sl =|&
Reading (incl. Readers) sss || 7] 2f10] | |19l 4isel 3| 4lsol fo01 31 1
ESP 17 )1 2l 3 2 34 180 |
Composition/Writing 121 |} 3| 3} 2 4 3 5] 3} 1} 71 3 4
Grammar 1y 2 2 6 2l 4 @ 6l 3| 4
Conversation 9 |l 5| 1] 7 5| 1 4| 12 sio1l 2
Basal Texts 8 || 8| 3| 2 2 2 1 120 3 7 3
Listening Comp. 60 || 3] 1} 2 14 2 4] 3 st
Duplicating Masters/ '
Visuals 35 || 3 1l | 20 5 1| 5
Testing 3 ||l 1] 3 7 4 4 1 1 12
American Culture/ ‘
Citizenship 331 61 4 16 1} 3 1
Vocabulary 30 3 1 1 1 2 6| 2 3 1 2 il 1
Dictionaries 30 ol 1| 1] 9 2 8l 2 1 4 ]
Computer Software 29 2 11 1 | 24 ||
Pronunciation 23 9 5 | 1| 1 1 1 il 7 | | 2f 2
Cames | a 5 | 1 1 | 1 1 6 2 9
Idioms 2 1 | [} 1 |1 of of 3 1 1 4 1 1
Video 20 | 3 i 1 1] 1 10/ |
English thru the Arts 10 | 1 il o |1 2 2| |
Spelling 5 I e 1 | 1 |1
GRAND TOTAL | 1493 [[34] 32| 26 2! 201 36i 16i ssf 16l 29f 7] 3lo] 63| 70i 10 eof 67| 62l ssi1sal s} 21189 4f o3i 21! 14

*Publisher lists two or three nties i two skill areas rather than one.

TN 4/87
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Writisn examination is mores important than oral examination
in China. Ferhaps it is the traditional educational system of our
country, It is guite different from America. Chiness middle school
students have got usad to that. Before examination, no matter it

iz important {such as entrance examination to the collieass or

.

But whv some of the students can success sasily and soms of Thsa

4
i
ot

fail sadlv: I would rather analvse whvy students

(53]
11}
3y
u}

re one or two weeks of examination, tsachsr tell the

1]

students how to prepare the examination, what fthe students wiii be

axamined. Some of the students begin to be nervous. Escauss they

—

don‘t study well inm the ciass. Thev never listen fo ths teacher
carafully and patiently. They never do what the teachsr asks to
do. They don't know how to orepare, what they should prepars. It
szems evervthing is new for them. They Jjust kill the time of one
or two weeks. They ares caim in their faces, but they are friaghten
in their hearts. They are afraid of giving up revision, Because
thev are forced to study by their parsnts. So if they fail, they

will be beaten or driven out of the family.

158
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It seems that a family inhabited the boat. On the second to the

‘ third Tine, "children a male adult and a female adult" suggests so,

and three sets of fishing gear and adult-sized fins shows the fact

that the family consisted at least of four; father, mother, adult child,
and small child. It would be a warm, vital, 1ively family. The oldest
child who was probably supposed to be male, and over seventeen or
eighteen would have helped his parents alot. On the contrary, other
children might be very yodng, who scattered clothes in the cabin and
who might have promoted the boat to be damaged.

Judging from the appearance of the boat, it must have been much
damaged. That may be partly explained by the fact that the children
did not care whatever the boat would be 1ike when they were playing or
that they used the boat so many times, however, it's probably because
that something happened to the boat. They took trips mainly between
Hawaii and San Francisco Bay as the maps show. Those kind of trips do
not seem to be hard to get so much damage, and as the statements says
that "steering wheel is tied into position with a rope", "a two foot
portion of the starboard . . . broken", we can imagine that an accident
happened. According to my aquess, the boat hit the other‘big boat.
Therefore the boat got out of control so that they had to tie the
steering wheel with a rope. There are a lot of things left in the boat;
fins, clothes, mask glasses, novel and so on, as if they were Teading

usual 1ife to the Tast minute before they got out of the boat.
The fishing boat was thirty miles off the coast. The spot where

the boat was would be lonely, quiet, vast, and can see nothing. After
the accident, they immediatly transfered to the other big boat which

hit their boat.
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