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Milestones in ELT

The British Council was established in 1934 and one of our main aims 
has always been to promote a wider knowledge of the English language. 
Over the years we have issued many important publications that have 
set the agenda for ELT professionals, often in partnership with other 
organisations and institutions.

As part of our 75th anniversary celebrations, we re-launched a selection  
of these publications online, and more have now been added in connection 
with our 80th anniversary. Many of the messages and ideas are just as 
relevant today as they were when first published. We believe they are 
also useful historical sources through which colleagues can see how  
our profession has developed over the years.

The University of Malaya English for Special Purposes Project 

In this 1980 book, contributors involved in a seven year old University 
of Malaya English for Special Purposes project (UMESPP) describe 
various aspects of the project, which was devoted particularly to the 
development of academic reading abilities. In the first chapter, Reading 
for meaning, Cooper provides a list of UMESPP course aims, describing 
the experience of the pilot year and considering its findings. In Strategies 
for reading, Chitravelu talks of low student motivation, and how the 
UMESPP practitioners had to prove to students that the Reading course 
would be useful and interesting to them. Next, Lieu Saw Peng explains 
how the course aimed to ‘develop the study skills the students require  
to extract and organise information from tertiary level science 
textbooks’. In Spoken interaction, Khong Chooi Peng reports on 
feedback from participants – students and teachers – following the pilot 
of the speaking course. The next contributor, Tan Soon Hock describes 
the testing programme in detail, while Chitravelu candidly describes 
lessons learned, concluding the book with The revised version of the 
UMESPP materials: a resume. 
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THE UNIVERSITY OF MALAYA
ENGLISH FOR SPECIAL PURPOSES PROJECT
Nesamalar Chitravelu

Our purpose in this paper is to provide some background information 
regarding the educational project which is the subject of all the articles 
in this publication. We will attempt to give the historical and pedagogic 
framework within which the rest of the articles should be viewed. In the 
process of doing this, we will also attempt to highlight those features 
which are likely to be of relevance and interest to institutions searching 
for solutions to problems concerning the role and effective use of a second 
language in learning.

GENESIS 
The Situation

In Malaysia, in 197*, when the Project was born, the educational system was 
well advanced in the process of changing the medium of instruction of all 
institutions which still used English to the national language - Malay. This 
process was scheduled to be complete by 1983. English was officially en 
dorsed as the second most important language and as the main medium for 
access to the latest developments in the sciences and technology. Indeed, 
at the University level, the majority of academic textbooks were in English. 
Thus, if Malay-medium university students were to be able to go beyond the 
information that they were given in Malay by their lecturers and tutors, they 
would need a competence in reading English which was akin to that of an 
educated native reader of English.

The authorities in the University of Malaya realised that this level of com 
petence simply did not exist. There was a very large gap between the 
English reading competence of the school-leaver (even after eleven years 
or more of studying English as a subject) and the level required to be able 
to use University textbooks with ease and efficiency. Since the whole 
University population would ultimately come from Malay-medium schools, 
the University was faced by the prospect of a student community the 
majority of whom would be unable to take full advantage of a University 
education - assuming, that is, that such an education implies the ability 
to extend one's knowledge independently.

Anticipating this problem, the University of Malaya had already conducted 
a series of small-scale experiments under a programme called 'Read and 
Understand' in order to try out possible solutions. The Vice-Chancellor, 
Professor Ungku A. Aziz then decided that the time was ripe for a major 
research effort, and Professor John Sinclair of the University of 
Birmingham, United Kingdom, was invited to survey the situation and make 
a research proposal.



The Project Brief

The main features of the Project as proposed by Professor Sinclair and 
accepted by the University were as follows:

1 A one-year course to consist of four parallel strands of instructional 
material with accompanying teachers' notes was to be written.

2 The course was to meet the reading needs of students from schools where 
the national language was the medium of instruction.

3 The course was to be administered in the first year of the student's 
University career.

k Three of the four components of the course were to be common-core and 
one was to be subject-specific. It was argued that reading skills are not 
language-specific but universal and that there is a core of language (for 
example, certain structures of argument and forms of presentation) which 
can be identified as "academic1 and which is not subject-specific. Therefore 
a course which comprises a common core strand with a subject-specific 
complementary strand to fit the special demands of each discipline is more 
economical and cost-effective in terms of time spent in preparing teaching 
materials than the usual ESP materials which duplicate the core material 
with text content specific to each discipline.

5 One of the common core components was to be Spoken Interaction to 
accommodate the students' desire to be able to communicate in English, 
to provide the ancillary skills required when an interactive, integrated 
approach to teaching reading is taken, and to provide variety.

6 An instrument in the form of a test or battery of tests should be re 
searched, devised and tested for effective evaluation of the instructional 
material.

7 Provision should be made for maintenance, period evaluation and 
extension of the material.

8 The writing of the material and the administration of the Project should 
be the joint responsibility of local staff and foreign experts. This struc 
turing of the Project had the following aims:

a to ensure the greatest chances of writing successful material by a 
productive combination of foreign expertise in the theory and prac 
tice of ESP and local knowledge of the target population.

b to develop skilled local personnel who can not only contribute to 
the initial materials production but can also evaluate the material, 
improve and maintain it, train others to understand and use it, and 
then apply the skills they acquire in working on the Project to the 
solution of fresh problems.
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Project Organization

In March 1975, the University of Malaya launched the English for Special 
Purposes Project (UMESPP) jointly sponsored for three years by the Inter- 
University Council, the University of Birmingham and the British Council.

The personnel involved in the Project were organized in the following way:

Director (Academic) Director (Administrative) 

(John Sinclair) (Asmah Hj. Omar)

Organiser (Academic) Organiser (Administrative) 

(Malcolm Cooper) (Tan Soon Hock)

1 1
Una Reading
hension 1 Comprehension 2

) Cooper) (Netamalar
Chitravelu)

I 
Science

Component

(Liew Sau Pheng)

I 
Spoken

Interaction

(Khong Chooi
Pheng)

I 
Testing

(Tan Soon Hock)

Defining problems and needs

March 1975 - June 1976

We felt that the solution to our problem could not be prescribed by just us 
alone but that the ultimate design we come up with must take account of 
and reflect the perceptions of every participant in the process of education.

We started work with a large number of questions, not all of which we were 
able to answer empirically, but for which we certainly attempted to devise 
trial solutions. The questions we asked and their potential answers related 
not merely to teaching and learning language but to the nature of edu - 
cational processes themselves. It was important to us to know how teachers 
characteristically taught and students characteristically learned, for three 
reasons: first, so that we would know what teachers and students were used 
to and thus how carefully we would have to phase in any novel experience; 
secondly, so that we would know the range of alternative methods and 
activities we could call upon, one of the important resources of the language 
teacher being the option to take content that is familiar to the students,
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present it in different ways and ask them to perform different operations 
on it. Finally, we needed to know how far students were obliged to make 
use of textbooks in English and the kind of assistance in developing reading 
skills that subject specialists might be able to give us. For our part, we had 
a fairly sophisticated notion of what reading at the University level might 
consist of. It there was a great disparity between our notion and reality, 
then it would have an influence on materials and methods design. For 
example, if, despite our terms of reference, we found that students actually 
did minimal reading in English because they could 'get by' without it, we 
would have to work particularly hard to make a reading programme motiva 
ting and credible; and subject specialists could make a vital contribution, 
not least in ensuring that independent reading ultimately played an adequate 
role in their educational strategy.

To find answers to our questions we used a variety of instruments:

1 A questionnaire to students.
2 A questionnaire to language teachers.

3 A questionnaire to subject teachers.

^ Interviews with students, language teachers and subject teachers.
5 A reading attainment Test.

6 Some diagnostic tests.

7 Discussions with ESP specialists in UK.

8 A pre-pilot testing of sample materials..

Questionnaires and Interviews with Students, Subject Teachers and 
Language Teachers
Questions

Here are some examples of the kinds of questions to which we sought answers: 

The students

Why did so many students fail to reach anywhere near the required standard 
for reading threshold University texts in English, in spite of eleven years or 
more of exposure to the language as a subject?

What was the attitude of students to English? How did the language fit into 
their short-term and long-term plans? If they studied English, what language 
and reading skills did they need? What did they want? What was their pre 
vious experience of learning English like? What was their notion of language 
teaching and of the language classroom?

What was the nature of their general educational experience? What notion 
did they have of learning in a University setting?
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The language teachers

What was the attitude of language teachers to language teaching? What 
notions did they have of the content and methodology of language teaching 
in their own setting? How did they conceive of their roles as teachers 
and the students as learners? How did they perceive their students' problems 
and needs? What kind of solutions would they recommend?

The subject teachers

How did the teachers of science, economics, etc, perceive students' problems 
and needs in using English textbooks? What kind of skills and strategies would 
their students need in order to fulfil learning tasks which required reading? 
To what extent did they require their students to read in English?

Findings

Students informed us in questionnaires and discussion that they considered 
reading in English important to their studies, but difficult. However, their 
motivation to spend further precious time on English was generally low. 
They judged the quality of language instruction and their own competence 
by their ability to speak English fluently rather than read it. In the long- 
term they thought that good spoken English would be an advantage, es 
pecially in their future work. From observation we noted that students 
expected the teacher to maintain a dominant, informing role in the class 
room, while they regularly assumed a relatively passive role. Reading was 
emphatically treated as a passive, receptive process, except during the 
routine 'interrogations' (when the teacher asks the class questions on the 
text and students assume non-comprehending postures because they know 
that if they hold out long enough the teacher will, in desperation, give them 
the answer!). None of the students interviewed had experienced working in 
small groups with peer teaching and learning as an alternative to the tra 
ditional lecture-style language classroom. The students finally suggested 
that about forty per cent of the content of their reading should be related 
to the subject they were studying. The remainder could be wider-ranging 
(eg social problems and remedies).

Language teachers endorsed nearly all the main points made by the students. 
They emphasized both reading and speaking skills and the importance of con 
tent that was relevant to students' courses. They were sympathetic to new 
ideas, and interesting ventures in materials design were already made. How 
ever most teachers were used to a teacher-dominated classroom (a common 
complaint was that students were so quiet and shy!). Their proposals for 
improvement tended to reproduce the style, techniques and sometimes the 
content of the students' previous language learning experience.

Staff in the various faculties of the University tended to think that students 
had both conceptual and linguistic problems in reading. The main weaknesses
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identified were in operating higher order cognitive strategies such as infer 
ence, extrapolation and synthesis.

A significant proportion of staff also thought that students could reach a 
general degree standard with little or no reading in English. This was not a 
situation of which they necessarily approved, but it was a useful observa 
tion for project design.

The Reading Attainment Test

This test, which was intended as a global measure of reading comprehension, 
did not prove as useful as was hoped. It consisted totally of academic texts 
which were linguistically way above even the best of our target population. 
The result was that the score dispersion was very poor with all the students 
bunching together at the lower end of the scale. However, although it 
lacked in sensitivity, it allowed for the following observations and specula 
tions to be made:

1 The linguistic and reading level of the target students was extremely poor.

2 There was a correlation between general academic success and success 
in language learning. In our sample of Arts, Economics and Science 
students, the Malay-medium Science students obtained far better results 
(mean: 30.47) than the Arts students (mean: 16.19). This, we felt, might 
be related to the school streaming system that selects the best students 
for the Science stream.

3 The high standard deviation in the scores recorded by each faculty 
indicated great individual variation in language ability within the 
University.

4 The variation in performance between students from different faculties 
on those items which required channel conversion showed a correlation 
between kind of communication input (graph, table, diagram etc) and 
students' familiarity with that input. This led to the speculation that 
perhaps the best payoffs can be expected when discipline, methodology 
and language training complement one another.

5 The different results obtained by urban and rural students led to the 
speculation that perhaps exposure and cognitive ability are as much 
determinants of performance in reading as linguistic ability.

Diagnostic Tests

Although the Reading Attainment Test was devised as a global measure 
of comprehension, an analysis of the distractors used in the multiple choice 
items in that test pointed out, very broadly, the areas of difficulty faced 
by students in reading academic texts. More sensitive diagnostic tests



then sussed out the exact nature of the problems students faced in each of 
these areas. For example, the Reading Attainment Test pointed out that 
student ability to use contextual clues and rhetorical structure as means to 
decoding difficult texts was poor. Diagnostic tests were then devised to 
identify which contextual clues and which rhetorical devices students knew 
and which ones needed teaching. The results of these tests need not concern 
us here as they did not significantly affect design except insofar as they 
helped to decide how much time each problem area was to be given in 
relation to other problem areas dealt with in the course. These tests were 
primarily intended as guides to writers of specific lessons within the 
course.

Discussions with ESP Specialists

While the team members were working out their blueprints in the 
University of Birmingham, they met and had discussions with several people 
concerned with the educational process in general and with ESP in particular. 
The team was particularly fortunate in its opportunity to benefit from dis 
cussions with people who had worked on other projects: KAAU in Saudi 
Arabia and Tabriz in Iran. The Project owes much to each of these people 
who contributed most generously of their time, knowledge and experience 
in enabling the team to get a fair idea of the state of the art: the several 
approaches to it, the factors to be taken into account in ensuring viability.

Pre-Pilot Experiment

With the intuitions afforded by reading in the field of ESP, data from the 
questionnaires and tests, and discussions with ESP specialists as guides, 
the materials designers prepared ten sample lessons with accompanying 
teachers' notes for each of the four components for pilot testing. The 
lessons and their classroom testing were intended to serve the following 
needs:

a As the materials for the course were not going to be written by 
the course designers alone, it was felt that some models of the ap 
proach and the methodology to be taken in the construction of lessons 
for each of the components needed to be given to the potential 
writers. The ten lessons were constructed to give an indication of 
the range of activities possible.

b The materials for the course were to be constructed with certain theor 
etical and pedagogic assumptions which had never stood the test of the 
classroom before. These needed to be empirically tried out.

c The pedagogic infrastructure that would best ensure that the materials 
achieve their optimum effect also had to be determined. We needed 
to know, for example, the answers to the following questions: What 
kind of activities would students find useful and motivating? What is
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the time period that should be given to obtain the best results from 
each of the different kinds of activities? What kind of physical arrange 
ment of the classroom is needed to obtain the best results? What com 
binations and permutations of student grouping would be effective for 
which kind of activity? What kinds of activities are teachers at home 
with and what kind of activities do they need help with. What kind of 
help do they need? What methodological devices articulate which kinds 
of aims most effectively? etc.

In order to experiment, the University and the Ministry of Education enabled 
us to select forty post school certificate students from rural secondary 
schools who might have the potential to enter the University's two-year 
Science Foundation Course. These students were divided into two groups 
and taught two one-hour lessons a day for one month, each lesson being foll 
owed by extensive evaluation (written and discussed) by students and 
teacher evaluators. At the same time all teachers of English were gradually 
immersed in the experimental materials and methods, first as observers, 
then evaluators, and finally as teachers. This proved a highly successful 
form of teacher training.

Experiment and evaluation demonstrated again that the most difficult and 
danger-prone period in a new programme is the beginning. We found 
that the beginning presented too many novelties and complexities - in 
concepts, language and methods - at once. Nevertheless, it was clear 
that in group interaction, with problem-solving activities, we had found 
a way of liberating students from their inhibitions in what was - to all 
intents and purposes - a foreign language. They responded with particular 
enthusiasm to Spoken Interaction which uses card games and competitions 
as contexts for communication.

Summary evaluations of each lesson taught were written up and these 
informed the blueprint that each project team member then wrote for 
the forty lessons that the component he or she was responsible for would 
consist of.

THE PILOT MATERIAL 
Course Design
The Pilot material for the course was to be organized in this way:

Reading for Learning

1 
Unitl Unit 2 Unit3

I 
Unit 4

Reading for Strategies for Reading Projects: Spoken
Meaning Reading Science Interaction

(common-core) (common-core) (Subject-Specific) (common-core)
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Course Design Principles

Each member of the UMESPP team was given a large measure of inde 
pendence in researching and designing the shape the Unit for which he or 
she was responsible would take. Everyone, however, had to work within 
the framework of certain design constraints which the team jointly worked 
out and tacitly agreed should be features of the whole course. How each 
Unit articulated these principles in practice will be discussed in the 
articles on each of the Units. Below the principles are set out in very 
broad general terms:

Motivation

For our target group of students, psychological set and learning readiness 
are as important as the content and method of learning. Therefore maximum 
effort should be expended in coaxing students to want to learn and to want 
to learn in the way we think they should learn.

Interactive Approach

1 The relationship between a text and a reader is analogous to that between 
a speaker and a listener. It involves active participation. The methods 
employed in teaching reading skills should reflect this.

2 Learning is the product of interaction between all elements in the 
learning situation. Therefore, maximum participation of each student 
and optimum contribution of each participant in the educational mix 
of the student, his peers, the instructional material and the teacher 
should be ensured. Oral communication to facilitate this kind of mutually 
beneficial interaction should be an integral part of all lessons. A. fair 
balance of group, paired, class and individual work should be a feature 
of the course.

Face Validity of Materials and Methodology

Texts, tasks and methodology should be matched to the context of acad 
emic study and the maturity level of the students:

1 The texts should be authentic in that their level and range should be 
fairly representative of 'university-type1 writing.

2 What students have to do with and to the materials should be fair simula 
tions of what they would normally have to do with such materials in 
real life situations.

3 For Spoken Interaction, the content and methodology should take 
account of the student's real life needs in the university and the fact 
of his adulthood.
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* The methodology employed should take account of the students' 
maturity level and experiential background and simulate as far as 
possible the kinds of mental operations the students would perform 
in the study of their subjects.

Clarity of Alms

To ensure maximum flexibility and provide valid criteria for the measure 
ment of success, both students and teachers should be given a clear state 
ment of the aims of each lesson.

Responsibility for Learning

Mature students should take the major responsibility for their own learning. 
The teacher should be a catalyst, adviser and friend, and capable, like all 
human beings, of error. Students should rely much more on their own 
resources and those of their peers.

Facilitating Infrastructure

1 As the teacher is basically the 'manager' of the course, every Student's 
Book in the Course should be accompanied by a Teacher's Book. The 
role of this book would be to assist the teacher to obtain the best poss 
ible results from the lessons. It should contain a statement of the aims 
of each lesson and activity, suggestions on procedure, advice on feedback 
and information on the location of the materials for each lesson. It should 
also provide answers and, where necessary, give explanations for answers.

2 The layout of the material should ensure maximum ease of access and 
visibility of the teaching point.

3 The quality of printing and publishing should be the same as the final 
version to ensure that the student would have the same psychological 
receptivity to this material as he would to the final and "real1 material.

* The physical arrangement of the classroom should allow for maximum 
flexibility in the grouping of students. The following arrangement or 
one as close as possible to it should be used as it was found to be the 
best during the pre-pilot testing of the material:
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Task Orientation

As language to do something with, rather than language teaching per se, 
is the aim of UMESPP, all the activities in the course should be task- 
oriented. Language should be the data used to arrive at a conclusion or 
the tool to get something done.

Variety

The number of students the course is intended to serve is vast. Therefore 
the possibility of individual variation in responsiveness to different method 
ological devices and modes of operation is likely to be very great. To take 
account of this and to ensure that student interest does not flag because of 
too frequent and repetitive use of the same techniques, a sufficient variety 
of styles of teaching and communication types should be ensured.

Materials Production Workshop
(March-April 1977)

The final version of the pilot material was written during a six-week 
Materials Production Workshop which brought together all the English 
language teachers of the University of Malaya, a consultancy group of ESP 
specialists from UK, a design team consisting of a designer and two illus 
trators, a Malay language consultant, a clerk, four typists and one Xerox 
machine operator. Science consultants were available when needed.

Each Unit was written by a team consisting of a Project team member 
as leader, two teachers and a UK consultant.

After orientation and discussion of the pre-pilot experience (including 
watching video-taped sequences of learning), each writer was given a 
brief for the lesson or group of lessons he was to write. After being 
drafted, the lesson was checked by the team leader and consultant, and 
subsequently revised and re-typed. The teacher's notes were then written. 
When all the material had been written and had reached second draft form, 
it was re-evaluated and reviewed.

The Pilot Testing of the Material

The material was tried out on students from the Faculty of Economics, the 
Faculty of Science and the Centre for Foundation Studies in Science. Data 
was obtained through questionnaires to students (first worded in English, 
then in Malay) and teachers. Initially, the sample tested consisted of approx 
imately 120 students but in the final stages some lessons had to be tried out 
with only one class of 16 students as a result of exemption exams in the 
Faculty of Economics and absenteeism in the Science Faculty where the 
English Course is not compulsory and non-examinable. Because we had
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written far more material than there was time to teach, we had to distrib 
ute lessons and classes with the net result that no class went through the 
entire programme. The results of this experimental year of teaching are 
reported in the relevant sections in the articles on each of the Units and 
in the article which deals with the final version of the materials. For 
quantitative evaluation, comparing pre- and post-tests, see the article on 
Testing in this publication.

The final version

As a result of criticisms regarding the lack of integration of the material 
and the confusion that arises from having to deal with 26 volumes and 4 
Units all purportedly part of the same course, the Material Revision Work 
shop recommended that the 3 common-core units of the course be integrated 
into a new course called Reading for Academic Study. Reading Projects in 
specific disciplines was for obvious reasons to remain separate. The four 
Units that then were jointly called Reading for Learning were renamed 
Skills for Learning. The new course is now organized in the following way:

Skills for Learning

_L

Reading for Academic Study Readi "9 Projects < in specific
subject areas)

Student's Book 1 & 2 Student's Book 

Course Manual 1 & 2 Course Manual 

The status quo

According to its terms of reference and by the very nature of the problem 
it sets out to solve, UMESPP cannot but be a continuous process. More
Reading Projects need to be written, to fit the needs of other faculties 

besides Science; teacher training programmes need to be devised and 
maintained; final versions of the material need to be published and arrange 
ments made for continuing evaluation and revision of the materials. Some 
of these processes are already in motion now. Reading Projects: Science
and Reading for Academic Study 1 (both Students' Book and Course 

Manual) have already been published by the University of Malaya and are 
now currently being prepared for the international market by Thomas 
Nelson. Reading for Academic Study 2 is in the final stages of revision 
and Reading Projects: Economics is in first draft form. Three slide shows 
and a video-tape of interaction in a UMESPP classroom are now in the 
final stages of preparation. These are intended as introductions to UMESPP 
for all interested parties and for teacher training. Evaluations of the final 
version UMESPP material have already been instituted in those classes 
which are using this material.
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READING FOR MEANING
Malcolm Cooper

Background and Rationale

This Unit of the original UMESPP design was informed by hypotheses that 
are common to the project as a whole. It assumes that:

1 all reading is motivated by a purpose (cf Open University, 1973) which 
will define and delimit what one reads and how one reads;

2 that reading and understanding depend upon the prior knowledge of the 
reader: his knowledge of the mechanics of reading, his linguistic knowledge 
and his knowledge of the subject (cf Smith, 1971, 1978) and his ability to 
apply reading skills and strategies (cf Barren's taxonomy of reading skills, 
in Open University, op.cit.).

The feature however, which distinguishes this Unit from its common-core 
fellows is its explicit focus on aspects of linguistic competence. It assumes 
first of all that linguistic competence implies not only a knowledge of syntax 
and lexis appropriate to the study discipline, but a knowledge of the structure 
and organisation of written discourse. Here, we are concerned with the 
reader's ability to understand and use features of discourse coherence (cf 
Widdowson, 1973) in order to create, predict, confirm and modify an in 
tegrated model of the communicative functions of the discourse. Integral 
to this activity is a knowledge of features of textual cohesion which enable 
the reader to build, maintain and retrieve the information structure of 
the text (cf Widdowson, ibid, Halliday and Hasan, 1976). Implicit in the 
notion of the reader as a creator or builder of his own model of a writer's 
meaning is the belief that reading is a dynamic and interactive process 
(cf Wardhaugh, 1969, Widdowson, 1979). Meaning in other words is not given; 
it is negotiated.

Meaning however, is not simply created by a retrospective process of ac 
cumulating and integrating semantic units into a larger whole. Reading 
for Meaning assumes that a reader can use his knowledge of linguistic forms 
in their discourse context in order to predict what a writer will do. Con 
siderable support for the hypothesis that prediction is crucial to reading 
and understanding is marshalled by Smith (op. cit.) and experimental evidence 
is provided by Goodman (1967), and Kolers (1969) among others. However, 
the theory of language that informs their work does not extend in any 
systematic way beyond the sentence. Smith's claims for predictability at 
the discourse level are challenging but largely speculative. However, Winter 
(197*, 1977) has explored the semantics of clause relations and identified 
cases where the presence of one member (a clause, sentence or larger unit) 
predicts another member, thus staking a claim and a possible rationale
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for the notion of well-formed discourse (cf Labov, 1972). Predictability 
which is founded upon linguistic criteria is manifestly a resource for the 
reader; if he can use clues as to what the writer will do he is increasing 
the redundancy of the discourse, and enhancing his reading efficiency.

Research

Given a perspective on reading which emphasised the reader's role in using 
linguistic evidence in discourse to create and predict meaning, it was im 
portant to establish which aspects of linguistic competence should be given 
priority. Tests were designed and conducted to see how English and Malay 
medium students compared in their general comprehension of English texts, 
and how they compared in their knowledge of specific linguistic areas. 
At the' same time, scores on the general and specific tests would be corre 
lated in order to estimate their relationships. The areas tested ranged from 
understanding morphemes to understanding and creating coherent paragraphs. 
Specifically we tested the understanding of affixes, words in context, gram 
matical and lexical cohesion, syntactic features in context (eg modality, 
complementation, tense), subordination, and inter-sentential relationships, 
both explicit and implicit, conveying such meanings as concession and 
contrast, condition and consequence, statement and reformulation, addition, 
or example.

The results indicated first that performance on each specific test correlated 
highly or very highly with performance on general comprehension (measured 
traditionally by multiple choice questions on three texts). Secondly, Malay 
medium students revealed insecurity in all linguistic areas. However, the 
features which discriminated most clearly between English and Malay medium 
students were located not in the areas of meaning carried by syntax or 
grammatical cohesion, but in word meaning from context, lexical cohesion, 
and inter-sentential relationships. The larger the unit of meaning, the greater 
the comprehension gap between the two groups of students. The more 
experienced readers of English, while fallible in their response to syntactic 
meaning, were distinguished by their marked ability to see, predict and 
infer coherent semantic relationships beyond the sentence level, and to 
use the knowledge of greater wholes to infer the meanings of parts. Clearly 
they had a far greater lexical competence than less experienced readers, 
which enabled them to infer meanings within and between sentences. More 
over, feedback from Malay medium students' evaluations of pre-pilot lessons 
revealed a serious ignorance of sub-technical vocabulary.

From such evidence it was recognised that the programme as a whole had 
a responsibility for building up lexical competence as an essential basis 
for the exploitation of linguistic knowledge in developing reading strategies 
and skills. However, since students tended to read word for word and to 
treat text as a mine for vocabulary, pre-pilot and pilot programmes were 
to place their main thrust on developing new attitudes to words, and on 
strategies for arriving at word meaning. Only later, in the revision, was 
an appropriate place and approach found for vocabulary-building.



Aims

In the light of our hypotheses and research findings we formulated the 
following general aims for Reading for Meaning:

1 To help students to understand the ways in which writers of academic 
textbooks use English to relate ideas, and to use this knowledge to perceive, 
predict and infer such relationships;

2 to help students to use this linguistic knowledge in the application of 
selected skills and strategies to reading for a purpose.

These aims were then further defined as follows:

1 Linguistic

To sensitise students to the ways in which writers express and organise 
the following kinds of meaning:

a sequencing events in time

b giving examples and reformulating ideas

c comparing and contrasting

d adding and reinforcing points

e conceding and affirming

f changing focus

g giving reasons purposes conditions and results

h relating ideas through grammatical and lexical cohesion

2 Reading skills and strategies

To help students to use the above linguistic knowledge to skim, scan or 
read intensively as appropriate for the following:

a reading for specific information

b reading for relevant information

c reading to identify the main point

d deducing the meaning of unfamiliar units of language

e interpreting linear text in terms of diagrams, charts, etc., and vice 
versa.

f summarising relevant information



Pilot Course Design

In pursuance of the above objectives, it was decided that the first phase 
(consisting of twelve lessons - one hour of class-time, half an hour of 'work 
shop' time, and a home assignment) would have an explicit linguistic focus. 
Sample realisations of a selected semantic relationship would be explored 
in context, and reading tasks would then be presented which depended for 
their solution on the understanding of the relationship. In the subsequent 
twenty eight lessons, the organising principle would change. Each group 
of four lessons would have a thematic unity. Authentic text of increasing 
complexity would automatically embody semantic relationships previously 
explored, and readers would develop their linguistic sophistication as they 
applied their knowledge and reading skills to a variety of reading tasks. 
Explicit attention however would still be given to the skill of creating 
coherent discourse, but this time there would be no external assistance; 
clues would reside entirely in the text itself. In the first phase, revision 
and recycling would be explicit. For example, Lesson 7 would recycle ex 
pressing events in sequence which were explored in Lesson 1 at the same 
time as it presented a new feature. In subsequent lessons recycling would 
be continuous and implicit in the recurrence of activities such as 'Build 
a coherent text' and 'Read for relevant information.

Text selection

In phase one, text would be selected, adapted or specially written in order 
to throw into sharp relief the realisations of the target semantic relation 
ship. For all other lessons, texts would be authentic and chosen from College 
and University textbooks. The criteria for selection were the following:

1 Texts should reflect the students' expressed interests and concerns: 
their subjects, and matters that affected them personally and the society 
that they lived in;

2 As befits a common-core programme, texts should be as far as possible 
relevant and accessible to students of all disciplines;

3 Texts should be inherently interesting - to both teacher and student.

Grading was performed intuitively in the first instance on the basis of the 
conceptual proximity of the content to the students' prior knowledge and 
experience. Thus content related to the theme of Human Behaviour preceded 
Economics, and Economics preceded Technology.

Methodology

Our methodology had to respond to a number of factors:



1 Students, as noted, were accustomed to a passive and receptive role 
in the classroom; but they engaged in a considerable amount of informal 
peer-group teaching and learning outside it;

2 Students and teachers observed both before and after experience of 
small-group work that they favoured a mix of teaching and learning modes, 
including ciass-work, individual work, and group work;

3 We had to translate our conception of reading as dynamic and interactive 
into an appropriate methodology for achieving it;

<f We had to develop appropriate methods for developing purposeful reading.

In order to achieve a variety of patterns of interaction, each student was 
involved in a three-stage process. In the first, following the establishment 
of aims and the presentation of the activity, the reader would interact 
with the writer through the medium of the text, the teacher helping in 
cases of difficulty:

Reader-4 Hext 4—^Writer

f 
Teacher

In the second stage, each reader would interact with his neighbour or his 
group as well as with the text and the writer, the teacher again advising 
where necessary:

Reader-4   Text-4 ^Writer
*^* *
Other Readers

- - - -Teacher

In the third stage, the teacher would enter the interaction to gather and 
provide feedback:

Reader-4 We.xt -4 *  Writer
k

:her

In order to develop the ability to create and predict coherent discourse, 
it was decided to use the device of unfolding the text gradually; at each 
point where the text stopped, options would be provided for the students 
to choose from. The options were of two basic kinds, paraphrased as follows:



1 In the light of what the writer has said, what is he likely to do next? 
(a or b?)

2 In the light of what the writer has said, which of the following sentences 
is likely to follow? (a or b?).
The former obliges the reader to predict, and the latter obliges him to 
use both prediction and retrospection to establish coherence.

In the first phase, students would be guided by the lesson aim and by glosses; 
for example, 'The writer is now going to give an example. Which sentence 
(or paragraph) gives an example?' At all times, decisions would be constrained 
by the inherent coherence of the semantic whole, and by the linguistic 
clues to the writer's intended relationship. By such means, and in a variety 
of formats from programmed learning to 'flow-texts', students would be 
constantly obliged to interrogate the text and themselves in order to "make 
sense'.

The solution to the question of ensuring purposeful reading was not a novel 
one; but at the time it was notably absent from the majority of comprehen 
sion textbooks. Purposes were specified, and problems set before the students 
started reading. Whatever strategy they subsequently adopted, they therefore 
knew what their purpose was.

Writing the Pilot Version

Each writer in the team was provided with: 

the unit aims and the aims of each lesson

the design for each major phase and the design for lessons within the 
phase

a checklist of linguistic features realising target semantic relations 
(developed from Winter, op. cit.)

a checklist of methods appropriate to each stage of a lesson and to 
different lesson aims

a bank of text material

materials and evaluations from the pre-pilot testing 

To illustrate, the structure of a lesson in the first phase was as follows:

1 Explanation of the lesson aim(s)

2 Presentation of target linguistic feature(s) in context with activity 
(demonstration, explanation, problem solving) to establish the meaning;



3 Practice, in which readers use the knowledge gained in order to create 
coherent texts, and understand literal meaning and implied relationships;

4 Application, in which readers apply their linguistic knowledge in the 
development of reading skills in reading for a purpose.

In subsequent lessons, the progression was as follows:

1 Explanation of the lesson aim(s);

2 Activation of prior knowledge of the subject or theme;

3 Linguistic practice, in which students organise larger units of discourse 
so that they are coherent;

* Skills practice in which students develop a specified reading skill;

5 Recapitulation, in which students complete a summary of what they 
have read which combines attention to coherence and appropriate context.

Because phase one was structured differently, it was entrusted to one writer 
for the first draft. The subsequent lessons were written by three writers, 
the whole being coordinated by the team leader.

Findings of the year of pilot testing

Students took time to adjust to the novel demands of the programme: their 
new roles and responsibilities in the classroom, new linguistic and behavioural 
objectives and different methods for achieving them. Having done so however, 
they responded with dedication and enthusiasm to the challenges - especially 
in the Centre for Foundation Studies in Science. Feedback from question 
naires indicated that they relished being made to think and being able to 
develop linguistic competence in small group activity where they could 
experiment without 'losing face1 .

For a variety of reasons, no one student completed the whole forty lessons, 
and so quantitative evaluation of progress in the whole programme could 
not provide a reliable measure. (See the section on the role of testing in 
UMESPP). However, the evidence that low scorers had not benefitted from 
the programme was consistent with the subjective evaluation of teachers 
and students that in the whole programme as well as in Reading for Meaning 
it was necessary to provide students with a more carefully graded intro 
duction to the roles objectives and methods so that both more able and 
less able could experience success from the beginning and develop positive 
attitudes to the programme.

The following were the main points singled out for attention:



1 Students were often confronted with novelty in roles, objectives and 
methods all at once. The revision had to ensure that novelty was encountered 
in just one area at a time. The new foundation programme therefore contains 
activities whose specific objectives are to initiate students into new roles 
and methods in the context of familiar language, as well as activities that 
focus on linguistic objectives in the context of familiar methods or be 
havioural roles.

2 The rubrics were insufficiently controlled and standardised; they were 
often too complex to help students into objectives and methods. Because 
it had always been the responsibility of the teacher to initiate new activity, 
aided by the Teacher's Notes, it was decided to transfer the detail of the 
instructions to the latter, leaving simple statements following a standard 
formula in the Course Book.

3 The linguistic and reading skill aims were found - in the context of 
the global objectives - to be necessary but not sufficient. In the first place, 
student's recognition vocabularies proved inadequate for them to grasp 
the target linguistic objectives of the Unit early enough to profit from 
the whole lesson. In the second place, and this was true of the entire common- 
core programme, the Unit did not adequately progress towards the essential 
terminal objective - to help students to use the language and skills they 
had learned in an integrated assault on study tasks. The first deficiency 
was remedied by including at the end of each lesson a self-study task which 
helped students to build up their knowledge of sub-technical vocabulary. 
In so doing, they also applied their developing knowledge of the ways that 
writers organise meanings in texts. The second defect was remedied by 
integrating the common-core programme and terminating it with a large 
scale reading project (See the section on the revised version).

^ Related to the foregoing point is the problem of grading of content. 
In the early stages, texts were sometimes too long and complex for the 
learning point to emerge transparently. Conversely, in the latter stages, 
students had insufficient opportunity to practise their skills on extended 
text. It was evident that writers were so carried away by their concern 
with exploring small-scale semantic relationships that they neglected the 
wider objectives of the Unit. Revision therefore concentrated upon selecting 
or constructing short transparent texts to illustrate and practise learning 
points in the foundation course, leading students in each lesson and in the 
whole Unit towards longer and more complex tests.

5 We had planned and written enough material in each lesson for the class- 
lesson itself, for a workshop session and for a home assignment. In the 
event, time for a workshop session was not forthcoming, and the home- 
assignment proved unviable. In consequence, there was too much material 
for the class-lesson, and attempts to complete it set back the whole pro 
gramme. In any case, it was not clear which activities were essential in 
order to achieve the lesson aims, and which were optional. Nor had activities
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been clearly and unequivocally designed for the working environments 
originally specified. No explicit provision had been made for progress checks, 
and the lesson design was not consistent with that of other Units. Integration 
of Units and revision rectified all these points.

6 The Teacher's Notes proved to be strong on generalisations which were 
not always transparent, and deficient in detail. With the integration policy, 
a standardised format for a Teacher's Manual was produced which gave 
proper attention to the specification of general and specific aims (linguistic, 
behavioural, methodological, attitudinal), cross referencing to related les 
sons, adequate advice on presentation, and effective feedback.

In the final version, Reading for Meaning has lost its independent status 
but its aims, content, and essential character remain intact. It takes its 
place in an extended learning sequence which cumulatively develops study 
and communicative skills in English on a broad front.

The appendix to this section contains activities from a lesson which focusses 
on ways in which writers express main points in addition to, or at the expense 
of other points.
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APPENDIX I Student's Book

Lesson 30 Arriving at Main Points (1)

Activity A

Step 1

Step 2

Step 3

This lesson is about how writers agree with an idea but then give 
another idea which is more important. It is also about how writers 
add points and make them stronger, i.e. reinforce them.

Which idea is most important for the writer?

This is a step-by-step activity. At each step there is a question and 
a choice of answers.

R«ad uch step and tick tho correct answer to trw question.

Which is the most important idea for the writer in each of the two 
sets of sentences given below?

(a) Machines often help us to solve problems in our daily lives. 

Machines make new problems for us in our daily lives. 

d) the first sentence 

(it) the second sentence 

(iiil impossible to say

(b) Modern machine industry has made many more skilled jobs.

In the early years of machine industry many skilled workers lost 
their jobs.

(i) the first sentence

(i i) the second sentence

liii) impossible to say

In the next two sentences the ideas in Step 1 have been rephrased. 
Which idea in each sentence is most important for the writer?

(a) Although machines often help us to solve problems in our daily 
lives, they also make new problems for us.

(i) Machines often help us to solve problems. 

I ii I Machines make new problems for us.

(b) It is true that in the early years of machine industry many 
skilled workers lost their jobs, but modern machine industry 
has actually made many more skilled jobs.

(i) Modern.machine industry has increased the number of
skilled jobs, 

(ii) In the early days of machine industry many skilled workers
lost their jobs.

Notice how words like "although" and "it is true" make clear which 
idea is most important for the writer.

Now make use of what youftave learnt in Steps 1 and 2. Which idea 
is most important for the writer in each of the following sentences?

(al Industrial production has increased although six per cent of 
workers have no jobs.

(i) Industrial production has increased, 

lii) Six per cent of workers have no jobs.
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(b) It it true that industrial production has increased but six per 
cent of workers have no jobs.

(i) Industrial production has increased, 

(ill Six per cent of workers have no jobs.

Step 4 (a) Here are two ideas. You agree with both ideas but you think
that the second is the most important. Write a sentence to show 
this. Follow this example: "It is true that... but...."

Motor-cars make a lot of noise. 

Motor-cars help us to move about easily.

It is true that ____________________________

(b) Here are another two ideas. This time you think the first is most 
important. Write a sentence to show this. Use "Although ...".

Women should receive the same pay as men for the same work. 

They are usually not so strong as men.

Although .

Note: See Appendix 1 for some words and phrases which writers 
use to show that they agree with a point but think that a 
contrasting point is more important.

Activity B Which idea is the strongest?

Each of the sentences below has two ideas.

Read each sentance and decide which idea is the strongest Tick the 
correct answer.

1. Man can not only talk but he can also think.

(a) Man can talk.

(b) He can think.

2. Man can talk, think end, above all, make plans for the future.

la) Man can make plans for the future, 

(b) He can talk and think.

3. Man can talk, think and plan for the future. But most important 
is his power to destroy himself.

(a) Man can plan for the future and destroy himself.

(b) He can destroy himself.
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Activity D
o   

Say what can logically follow

Stepl

Step 2

This activity will help you to understand contrasts as well as 
additions.

This is a step-by-step activity. At each step in the text there is a 
choice of ideas.

Complete the text by deciding which idea can follow each step. Tick 
the correct answers.

Many people once thought that machines reduced the need for 
human skills. It was said that before the machine age the worker was 
highly skilled. Because a craftsman like a shoemaker, a tailor or a 
blacksmith made the whole product himself, he had to have a variety 
of skills. Moreover,...

la) he set himself high standards of workmanship, 

(b) he gained little pleasure from his work.

After the arrival of machines, it was believed, the skills of the worker 
became useless. Machines performed the principal operations in 
making a product. The worker became machine-like himself. He did 
nothing but move a lever up and down or place a piece of metal in a 
machine and take it out again. And, what is more,...

Step 3

Step 4

StepB

(a) he became a skilled operator of a machine.

(b) he repeated this task all day long.

Such work required no skill and so the worker became an unskilled 
labourer instead of...

(a) a factory worker.

(b) a craftsman.

The truth is that before the age of the machine, skilled workers were 
only a vary small proportion of the working population of molt 
countries. The great majority of people worked on the land. In 
addition, the work was heavy, the hours were long and the pay was 
small. Machine industry, on the other hand, has increased the need 
for workers with special skills, training and knowledge. Indeed ...

lal machines now perform many of the skilled tasks thatwere 
previously performed by men.

(b) more people now require special skills than ever before.

Furthermore, in modern factories, uninteresting, repetitive and 
mechanical jobs (like pushing a lever up and down all day) are 
disappearing because machines can do them instead. Not only has 
modern machine technology reduced the number of mechanical jobs, 
it has also . ..

(a) reduced the number of people employed in large 
productive organisations.

Ib) created a great number of jobs requiring highly specialised 
skills or knowledge.
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Step 6 As well« engineers, machinists and mechanics, who design, operate, 
and repair the machines, modern industry requires people skilled in 
organizing and controlling factories, accountants to look after the 
finances, skilled salesmen, clerical workers, including stenographers, 
and typists. It also needs research workers, the total number of which 
has greatly increased in recent years. Thus, however true it may be 
that in the early days of the machine industry many skilled craftsmen 
lost their jobs, machine technology has increased the number and 
variety of skilled occupations. In fact, statistics tell us that since 
1910 in the U.S.A., for example, the numbers of professional, skilled, 
and semi-skilled workers have risen rapidly, whereas the number of 
unskilled workers has...

(a)

(b) remained about the same.



APPENDIX II Course Manual

Lesson 30 Arriving At Main Points (1)

Materials Student's Book: pp. 198-205.
Cross-references: Lessons 32 and 33.

General Aims 1. To help students recognize the ways in which writers indicate a 
special kind of contrast, the kind in which a writer makes a 
concession (agrees with an idea) but thinks that some other idea 
is more important.

2. To give students an opportunity to decide on the relative 
importance of ideas and then to express these ideas in such a 
way as to convey their relative importance.

Note that the first aim is traditionally called makingconctssions, and 
"concessions" almost inevitably lead to contrasting ideas which is the 
writer's main concern.

Activity A
(10 minute!)

Specific Aims

Procedure

Answers

Which idea is most important for the writer?

1. To give students practice in distinguishing main points from 
concessions.

2. To give students practice in expressing this form of contrast.

Presentation

1. Do the first four items as class work, giving the students enough 
time to arrive at their own solutions. Step 1 la) and (bj should 
demonstrate that there is no evidence for saying that one idea is 
more important than the other. Step 2 (a) and (b), in contrast, 
provide clear evidence that one of the ideas is more important 
for the writer than the other.

2. Ensure that the students identify the clues which indicate that 
the writer is making a concession and in so doing relegating one 
idea to relative unimportance and elevating the other to 
prominence.

3. Warn the students that the last idea in a sentence or a text is not 
always the most important (See Step 3 (al).

4. Let the students do Step 3 on their own and get them to check 
their answers in pairs.

5. Check their answers in class.

6 Let the students do Step 4 on their own.

Feedback

In a class discussion check on Step 4. The students should have 
demonstrated a reasonable grasp of the rhetorical power of words and 
phrases like "although" and "it is true that". As a check, test their 
understanding of the use of "may" in a suitable context, e.g.

Abdullah may be slow ....

1.(a) (iii); (b) (iii).

2. (a) (ii); |b) (i).
3. (a) (i); (b) (ii).

4. Accept any reasonable answers.
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Activity B
(10 minutn)

Specific Aim

Procedure

Which idea is the strongest?

Answers

To familiarize students with the idea of reinforcement, i.e. the ways 
in which writers indicate importance and emphasis.

Presentation

1. Use symbols to explain the idea of reinforcement, e.g. x + y, or 
x + y + £. Here underlining provides the necessary reinforcement. 
The question is, how do writers do it with words.

2. Conduct the activity as class work, allowing pairs to discuss and 
agree on answers.

3. Highlight, in paired work and follow-up class discussion, the 
ways in which writers signal importance and show emphasis

Feedback

Paired and class work should indicate whether the main idea has been 
grasped.

1.(b) 2. (a) 3. (b)

'Activity D
(19 minutes)

Specific Aims

Say what can logically follow

1. To give students pratice in using the whole context to decide on 
particular meaning relationships.

2. To reinforce the notions of addition, contrast and reinforcement

Procedure Presentation

1. Arouse the students' interest in the topic. Discuss briefly their 
reaction to statements like the following:

Machines kill traditional skills.
Machines take the skill and pleasure out of work.
Machines create unemployment.

Encourage the students to give local examples.

2. Explain the purpose of the activity. Encourage the students to 
use the preceding context to make their decisions first, and then 
use the subsequent context as further evidence or confirmation.

3. Let them do the activity on their own and get them to discuss 
their answers in pairs.

Feedback

Check individual answers. During paired discussion ensure that the 
students state, discuss and agree on the evidence for their final 
decisions. Point out that what they read up to Step 3 was what many 
people thought, not what the writer thought. Draw their attention to 
the phrase "it was believed"

Answers 1.(a) 2. (b) 3. (b) 4. (b) 5. (b) 6. (b).
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STRATEGIES FOR READING
Nesamalar Chitravelu

BACKGROUND AND RATIONALE

It is the general overall aim of UMESPP to improve the reading ability of 
the Malay-medium student so that the handicap he faces in his academic 
race with his English-medium counterpart is minimized. The preliminary 
surveys that the UMESPP team conducted in the form of questionnaires 
to students, academic staff and language teachers revealed that clearly 
the achievement of this end would be an uphill task. The students had a 
long history of failure in learning English effectively so that their language 
proficiency at entry point was very low. (See the report on Testing in this 
publication.) Motivation was correspondingly low. The English classes had 
to be conducted during term time and this meant that time was a scarce 
resource that had to be allocated between the competing ends of English 
on the one hand and their chosen subject on the other. The students in 
variably chose to spend their time on their subject. The dividends from 
spending their time on their subject were demonstrable. The dividends 
from attending English class were, at best, questionable. In the slow and 
laborious process of language acquisition, the quantity and quality of learn 
ing were often imperceptible for a very long time. Even with the best of 
intentions, the little bit of language a student picked up at each session 
could not be seen to make his efforts at gleaning information from his 
English textbooks any easier. Even with the best known methods of 
language teaching, given the students' starting level, their age, the little 
time they have to study English (4 hours per week, on the average) and 
their poor motivation, they would take all of three years to master the 
language well enough to read their textbooks and by this time most students 
would leave the university and their need to learn English would cease.

Clearly, we had to knock down the edifices on which our courses were 
traditionally based. It was no longer valid to assume that the students 
wanted to learn when they came to the courses conducted by the Language 
Centre, that it was English they came to learn, that learning English was 
useful and that all we needed to do was find the best ways of teaching 
English. We had to construct a new basis for our course from first prin 
ciples. The student had to be motivated to learn and this meant that the 
course must not only be useful and interesting but also seen to be useful 
and interesting. The surrender value of what we teach must be immediate 
and demonstrable.

How then can we help these students to read effectively when they don't 
particularly want to do so? If we look at only the negative sides of the situ 
ation, as we have done so far, then our answer, of necessity, must be that
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we don't. In fact, we can't. Fortunately for us and the students, there are 
positive sides too to this situation. The solution that Strategies far Reading 
offers to this problem is based on harnessing these more positive resources 
and putting them to work.

The brief to teach students how to read English textbooks is often inter 
preted as a brief to teach the English language. But it doesn't have to be 
interpreted in this way. In fact, it would be wrong to do so. What we need 
to teach the students is how to extract information from the textbooks, 
which, incidentally, happen to be in English. Admittedly, knowledge of 
English is an essential factor in decoding these texts but it is not the only 
factor. The books the students have to master use other vehicles besides 
English to communicate their meaning and these - graphs, tables, flowcharts 
etc - are language universals which are well within the understanding of a 
university student.

The Malay-medium student is linguistically weak and long past the age 
experts claim is ideal for language learning. But he is an adult with all the 
advantages of being an adult. He has experience of being a reader albeit a 
reader in another language. We believe that at least some reading strategies 
are universal and therefore transferable from reading in one language to 
reading in another language. The Malay-medium student has experience of 
using reasoning in order to come to terms with unknowns, even if these were 
unknowns in some other subject: Law, History, Science, Mathematics. We 
believe that the processes of learning are not in essence very different. Only 
the materials on which the operations are performed and a mental construct 
is formed vary. The skills learnt through studying their subject, therefore, 
can be harnessed in teaching them how to learn English.

Aims

Taking into account the variety of texts the students would have to read, 
what the students are required to do with and to the texts, and the nega 
tive and positive characteristics of the students for whom the course was 
to be prepared, the Strategies for Reading Unit came up with the following 
aims:

1 To expose students to as wide a variety as possible of the kinds of 
texts they are likely to meet in their study reading.

2 To set up situations to expose various aspects of the problems students 
normally face in their study reading so that they, together with the 
materials and the teacher, can look for ways of overcoming or living 
with the problem. (The selection of the problem situations to set up 
was primarily based on intuition and observation. The statistical data 
obtained from the Reading Attainment Test and the questionnaire 
merely helped to confirm and refine the intuitions.)
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3 To help them develop an approximate system, an interlanguage, 
which would help them maximize the amount of information they 
can glean from a text while they laboriously and progressively build 
up their language proficiency as the course advances. In practical 
terms this has meant demonstrating to students how optimally they 
can use the resources at their disposal: their knowledge of subject 
matter, their understanding of language universals like graphs, tables 
etc, the natural reasoning they will bring to bear in reading academic 
texts in their L, but not in English because they associate all their' 
difficulties in reading in this second language with linguistic difficulties.

4 To build the right mental attitudes that would help them accomplish 
aims 2 and 3 above successfully: to make them active participants in 
learning instead of passive recipients; to wean them out of their debili 
tating concern with unfamiliar words; to build up their self-confidence; 
to make them accept that making mistakes is natural, even necessary.

5 To help students 'catch the rhythm' of learning English by teaching 
them a limited set of strategies -using contextual clues, affixes etc - 
for negotiating meaning in a text. (This method of teaching students 
how to learn the language is preferred to the method of teaching ac 
tual items in the language because it appears to be far more generative 
and cost effective in terms of time spent in teaching it.)

Course Organisation

In its pilot version this unit consisted of the following books:
Students' Book Phase 1
Course Book (Parts 1 & 2) Phase 1
Teacher's Notes Phase 1
Students' Book Phases 2/3/4
Course Book Phases 2/3/4
Teacher's Notes Phases 2/3/4

Types of Material

The material for this Unit was of 4 types:

1 the one-hour lesson which contained all the main teaching points.

2 the half-hour workshop which contained additional material which 
required group work and class supervision.

3 the home assignment which either prepared for a coming lesson or 
reinforced a lesson already done. This differed from the workshop in 
that it did not require supervision or group interaction.
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* free supplementary material to be used at the teacher's discretion. 
This was only provided for Phase I.

Texts Used

A number of factors related to our perception of student needs and overall 
decisions regarding the design of the entire UMESPP course affected 
text selection.

1 In accordance with the aim of the Unit, texts selected for this Unit 
have the following features:

a They have been defined to include everything the student has at 
his disposal when he reads a book for study purposes:

i linear texts (different layouts of information as well as different 
genres).

ii non-linear texts (tables, graphs, diagrams etc).

iii references, tables of contents, indexes, text summaries, over 
views, bibliographies etc.

b They have been kept authentic for the following reasons:

i It was felt that the arguments given in support of traditional sim 
plification were spurious.

ii There was a credibility gap between being able to read a simplified 
text and believing that this would 'ultimately1 help the student to 
read his academic texts which we felt our students would not accept.

iii If students were to be taught how to handle the kinds of difficulties 
they would face in their academic reading, then they had to face 
them in texts that resembled, and were likely to have, the same 
kinds of problems. The load of unfamiliarity has been controlled, 
however, through such means as the provision of non-linguistic 
supports which increase the redundancy in the text; the provision 
of partial outlines and information maps; annotation of main points 
in the margin; by activating previous knowledge of the subject 
matter of the English text and by presentation formats that increase 
the visibility of relevant interpretive aids.

c The cognitive level required in processing the text is lower than the 
linguistic level required so that explanation of the contents or argument 
of a text does not divert students and teachers from the intended 
pedagogic purpose of the lesson.

2 Strategies far Reading falls under the common core banner and this has 
had implications for the selection of texts for this Unit. The texts had to 
be chosen to be of interest to people across all disciplines. This proved a
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difficult task. Texts from a discipline often had to be picked to be access 
ible and of general interest to the layman. This often meant that they 
ended up being boring to the student specialising in that discipline. We 
have circumvented this problem in basically three ways. We have tried 
to

a find texts that give new perspectives to old subjects so that even 
someone familiar with the subject will not be bored

b provide as wide a range of topics as possible so that even if people 
are bored with some topics the same people will not be bored all 
the time

c rely more on what the student has to do with the text than on the 
content of the text to motivate the students. This is why most of 
the operations to be done with the texts in this Unit are of a problem- 
solving nature.

Course Design

The materials in this Unit fall into 4 phases: 

Phase 1

This set of 10 lessons resembled 'finger exercises'. Skills assumed to be 
basic to any intelligent reading of texts were taught in this phase. Ancil 
lary skills like working in groups and supportive attitudes of self-reliance 
and acceptance of error were also built up here:

Lesson 1 Using contextual clues (linear texts)
Lesson 2 Extending the idea of context to include non-linear 

texts
Lesson 3 Deducing meanings of words/sentences through repeated 

acquaintance in more than 2 meaningful contexts
Lesson 4 Understanding morphological elements

Lessons 5 & 6 Seeing Sense Relationships 1 and 2

Lesson 7 When to use a dictionary and when not to
Lesson 8 Chunking

Part 1 Alternative realisations of the same basic information 
chunk.

Part 2 Dealing with ambiguity

Lesson 9 Assessing implications
Lesson 10 Making inferences and deciding on consistency.
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Phase 2

The student is used to relying on the least of his strengths - his knowledge 
of English - as the only key to reading success. This set of 12 lessons was 
designed to extend the student's concept of his own resources to include 
those factors that he, as an adult learner who already knows how to read 
in another language, has at his disposal:
Lessons 1 & 2 Using knowledge of key words 1 and 2
Lessons 3-5 Using previous knowledge

Lesson 6 Matching linear and graphical texts
Lesson 7 Organizing information given in a variety of ways to fit a 

given purpose
Lessons 8 & 9 Using non-linear texts to understand difficult concepts

Lesson 10 Using knowledge of rhetorical structure

Lesson 11 Using text redundancy
Lesson 12 Using bibliographies, tables of contents, etc.

Phase 3

These lessons posed reading tasks as different kinds of problem-solving 
exercises. The focus of these lessons was not on individual skills but on the 
combination of skills for the solution of various reading problems set up in 
each lesson:

Lessons 1 & 2 Understanding the steps in problem-solving

Lesson 3 Decoding and using a systems approach to information 
layout

Lesson ^ Deciding on the relevance and usefulness of information, 
given some information gaps

Lesson 5 Working out problems, given all the information required 
Lesson 6 Using analogues and examples as aids to solving problems

Lesson 7 Deciding where in a given framework bits of information 
fit

Lesson 8 Assessing the relevance of information to the strands 
of an argument.
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Phase 4

In this phase a more complex orchestration of the skills acquired in the 
first phase and more macro-level strategies are required of the students.
Lesson 1 Classifying various places in the world according to a 

classification system outlined in the target text.

Lessons 2 &. 3 Understanding features of information transfer from a 
study of rumour.

Lesson k Deciding on a reading plan for describing rural settlement 
in Malaysia given two classification systems and some 
topographic maps.

Lesson 5 Reviewing the plan adopted in Lesson ^.

Lesson 6 Deciding on the basis of a report on tigers whether 
tigers are likely to become extinct.

Lesson 7 Using the information gathered on the chances of sur 
vival of the tiger, to predict what factors are likely 
to be of importance in the survival of animals in general 
and of animals like leopards and pheasants in particular.
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Methods

This Unit has as its basis the belief that learning is a very private thing 
that only the individual can do for himself, and that all 'pre-packaged1 
material and methodology can only be props based on some hypotheses 
about what facilitates learning in the "average1 student. It is felt that 
individual optimums can only be reached if accountability for learning 
success is shifted from the teacher to the student. The materials and 
methods of this Unit, therefore, were geared to transform the student 
from a diffident recipient into an active participant in the learning 
process. In practical terms this has meant that
1 A large proportion of class time was allotted to individual and group 

work because it was felt that this will force students into greater 
active involvement in the lesson and also capitalize on those teaching 
resources which fellow-students, because of shared interests, background 
and learning experiences, possess which professional teachers do not. 
This centrality of group work, to some extent, placed limits on provisions 
for individualisation and flexibility of individual pacing. This problem was 
somewhat circumvented, however, by insisting that students do whatever 
work is given to them individually first before moving on to group discuss 
ion; through home assignments and through differential parcelling out of 
group tasks to take account of different proficiency levels among mem 
bers of a group.

2 Obvious teacher error was deliberately introduced into the lesson so that 
the student could begin to regard errors as 'normal1 and necessary for 
learning.

3 Alternative answers and tentative answers to exercises were made an 
integral part of this Unit as this was felt to be the best way to make the 
student aware that meaning is not fixed but should be negotiated.

* Since what was aimed at was receptivity to newness and a preparedness 
to tackle it with confidence, the priority was on getting the student to 
'catch the rhythm of learning" rather than on teaching any particular set 
of skills or combination of skills thoroughly. Each skill or combination of 

skills has only been given explicit focus once or twice in this Unit because 
of exigencies of time. This, however, was not considered to be a major 
defect. Even though the permutations and combinations in which the 
skills of reading comprehension can occur are almost infinite, it was ar 
gued that the actual number of skills involved is not large. This means 
that all skills will be recycled again and again throughout the length of 
the course even though they are no longer the focus of any lesson. The 
opportunities for reinforcement of any or all of the skills will be latent 
throughout, since every reading task requires more than one skill at a 
time.

5 Almost all the lessons in this Unit are task-oriented. This was done to en 
sure that any deficiency in motivational appropriateness of the text can



he compensated for by the interest generated by what students are 
expected to do with the text. The tasks, especially in phases 2, 3 and 4, 
try as nearly as possible to simulate the kind of reading problems that 
students are likely to encounter in their study reading. It was hoped that 
in this way the artificiality of reading for the sake of doing reading 
comprehension exercises will be minimized.

6 The aims of each lesson were made explicit so that the student as an adult 
learner could be made jointly responsible with the teacher in making sure 
that the aims are achieved. If the aims are viable and seen to be worth 
pursuing this can be very highly motivating. Knowing the aim of the lesson, 
it was felt, should also provide the student with an in-built criterion of his 
own success in the day's lesson.

7 Most important of all, the teacher/student relationship is changed. The 
teacher's role is still crucial but not in the way it was before. The teacher 
is no longer the sole repository of knowledge and the uncontestable judge 
of rightness.The teacher, like the material, is essential only in the same 
way as infrastructure is necessary for economic development. The basic 
role of the teacher is to interpret and adapt the material so as to maximize 
individual and group learning. This generally implies that the teacher acts 
as a catalyst, a guide into how to do the exercises, an explainer of the 
purposes of the lessons, an arbitrator when deadlocks in argument occur, 
a stimulant when an activity refuses to take off the ground, a reviewer of 
student success, and, most important of all, a friend.
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FINDINGS OF YEAR OF PILOT TESTING

Pilot testing of Strategies for Reading took the same forms as for 
other Units. Extensive data was collected from students and teachers 
through questionnaire and interviews. The materials were also trial taught 
by the writers. The findings of all these evaluation procedures are briefly 
summarized below.

The most valid criterion of a set of materials is the fact that a sufficient 
number of students using the material can behave in the way the stated 
terminal aims of the material say they should behave. The stated aim of 
Strategies far Reading is the transformation of the diffident, fumbling 
Malay-medium student into a confident reader at least as efficient in 
extracting information from English textbooks as his English-medium 
counterpart. Within the brief span of the year of pilot testing it was 
not possible to see that at least some of the students worked through 
the entire programme. The tight time schedules of the students did not 
allow this. However, it is still possible to say that the material is set 
along the right lines. There are several indications of this to be observed. 
Fewer words get picked as obstacles to learning as the course proceeds. 
This may be due to greater mastery of vocabulary or, more likely still, 
because the student is becoming more discriminating in the importance 
he attaches to "knowing1 the meaning of all the words in a text. In either 
case, the Strategies for Reading aim of freeing the student from his 
debilitating concern for words is being achieved. The Group sessions, which 
begin with little participation or domination of one or two more confident 
students, begin to increase in effectiveness as students become more 'at 
home1 with this mode of learning how to read. Willingness to make mistakes, 
to ask for clarification, to "guess1 at meanings, to accept more than one 
answer, to stand up for one's answer against the once "infallible" teacher, all 
point towards success.

Basically the evaluation data showed that the materials worked, but 
they also showed that some refinements in the original hypotheses on 
which the materials were based and some changes in the methods and 
texts used to realize the course aims were needed.

1 Insufficient provision had been made to take account of the students' 
previous learning experience and their own perceptions of what con 
stitutes learning success and what they must do in order to achieve 
this success. It is a principle of Strategies for Reading that what 
is in a text is of secondary importance to what is taught through 
the text. Our principle of grading is based on the belief that text diff 
iculty is a function of content (both language and subject matter) diff 
iculty and task difficulty and we could control overall difficulty by 
holding our text difficulty constant and varying task difficulty alone. 
Both these principles clashed with student experience and expectations 
at the initial stages of the course. The students came from a school
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system in which a text was taught as though it was an end in itself 
and everything in it had to be known. The text chosen for the first 
few lessons (and to a lesser extent, some of the later lessons) contained 
too many linguistic difficulties to be assimilable to students whose radar 
for spotting these difficulties and trying to find solutions to these 
difficulties is very keen indeed. This generated a feeling of failure 
instead of the intended feeling of self-confidence.

2 There was too much material for one year. Forty lessons had been 
prepared but the ten lessons of Phase I alone filled up one academic 
year's work.

3 Insufficient account had been taken of student variation and possibilities 
of recycling the material. There were only desultory attempts at add 
itional material in the form of 'workshop' material and this was not 
sufficient to take account of individual variation and differing course 
specifications of different faculties within the university.

^ The aims and pedagogic devices used in some lessons proved not viable 
in practice.

REVISION

The above weaknesses in the Unit were taken care of in the following ways:

1 Text difficulty The principle of leaving in unfamiliar words in the 
text was not abandoned. However, text difficulty was adjusted to the 
level that students could assimilate at the juncture in the course at 
which the text occurs. Texts were not written specifically to make 
a linguistic or pedagogic point and they were rarely 'simplified' by the 
replacement of 'difficult' words with 'simpler1 words and the breaking up 
of complex sentences into shorter sentences. However, if the features of 
a text were considered appropriate for the purpose for which it was 
originally, selected, and the linguistic difficulties could be reduced 
considerably by one or two changes, these changes always took the 
form of increasing the redundancy in the text eg by adding in contextual 
clues or providing a complement to the linear text in the form of a 
non-linear text. A text was changed altogether if the difficulty made 
assimilation impossible or deviated student attention from the aims 
of the course to word-hunting. Student compulsion to learn words was 
accommodated through the provision of self-study vocabulary exercises 
at the end of each lesson.

2 Excess material It was clearly demonstrated that given their starting 
level, students could not be expected to reach their target levels in one 
year. Therefore the course was extended over two years instead of one.
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3 Individual variation and recycling This was the defect of all Units in 
the course. The remedy adopted was to provide additional material 
in a more systematic way at the end of each lesson. (See paper on the 
materials in their final version.)

4 Untenable aims and pedagogic devices Different approaches were 
taken to solve this problem depending on the reasons as to why the 
aims and devices proved untenable. The main criteria we used and 
remedial action which followed are exemplified in the examples given 
below:

a In Lesson 3 Phase 2, Bahasa Malaysia texts were used to establish a 
common core of 'previous knowledge1 for a lesson devised to demon 
strate the fact that nothing they come across in their academic 
writing is absolutely new and that they could use what they knew of 
the subject from before in order to decode the 'new' information in 
the present text. This practice resembled the practice of translation 
in the school classroom so closely that, especially with poor students 
and with teachers who themselves practised the translation method 
before being given the UMESPP material to teach, the searching for 
one-to-one correspondences tended to threaten a blurring of lesson 
aims. This lesson was left out because the dangers of reinforcing 
negative carryovers from previous experience were sufficiently 
great to warrant such drastic action. Besides, other devices used for 
achieving the same purpose had also been tried out and these proved 
more successful.

b Lesson 4 of Phase I sought to sensitize students to the way affixes 
determine semantic and grammatical meaning in English. We used 
nonsense words in order to do this. The device proved successful 
with good students but poor and average students found the lesson 
difficult. Too many patterns of affixation were allowed into the 
texts and the degree of quaintness that the nonsense words imposed 
on the texts was too great for the students, who had still not had time 
to come to terms with the unfamiliar methods of the unit, although 
it would not be too difficult for the students later in the course. The 
assumption that it makes regarding the students' knowledge of affixes 
in real words too proved invalid. This lesson did not have to be omitted, 
however. It was moved from Lesson 4 in this Unit to Lesson 43 in the 
new integrated course. A new lesson was written to precede Lesson 43 
and prepare for it. The number of patterns of affixation too were 
controlled in order to facilitate the formation of a clear mental 
construct of the kinds of word behaviour the lesson was intended 
to sensitize students to.

c Lesson 8 of Phase I was designed to sensitize students to clause 
analysis as a way of tackling the problems of difficult syntax. We
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found in practice that the students' knowledge of clause structure 
was so poor that far more than one lesson was required to teach 
the skill. The amount of time it would take to enable the students 
to use this strategy effectively, we felt, was not commensurate 
with the payoff. The same time spent in practising other skills would 
produce greater dividends. The lesson, therefore, was dropped.

d Lesson 10 Phase I was designed to teach students different kinds 
of inferences they would be expected to make in reading academic 
texts. The aims were viable, the texts were of the right linguistic 
level and the questions on the texts articulated the aims of the lesson 
very well. Yet some of the texts had to be replaced. The fact that 
the Unit was designed to be used by students in all disciplines was 
overlooked and there was a preponderance of Science texts at the 
expense of Social Science and Arts texts. Some perfectly working 
science texts were therefore taken out and replaced by Social Science 
and Arts texts to cater for the mixed interests of our students.

CONCLUSION

Strategies for Reading is an experiment based on a strong intuition that 
most people like to do what they can do and do what they like to do all the 
better for liking it. The methods it employs in achieving its aims are based 
on intuitions whose objective validity has often not been and sometimes 
cannot be empirically proven. The theoretical pedagogic foundation on 
which Strategies for Reading is based is fraught with controversy. 
Vet, the evidence of the experiment in the classroom is encouraging. 
After all, this surely is what counts.
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Lesson 11 Seeing Sense Relationships (2)

It is not always necessary to understand the long and difficult words and 
sentence patterns that are sometimes found in texts. In this lesson you will 
learn how to use key words and your own intelligence to arrive at the main 
ideas in a text.

Activity A Answer questions on main ideas

Here are three skeletal texts.

Read each text. Then use your understanding of the main ideas in the text 
to answer the questions that follow. Note down your answers.

Text A

————— __———camera ___similar___________ 
human eye, —————— ____ ______ ______ ____ telephone
——— ___ human ear _____ __ ___ eardrum, a ______
——— _ ___ ___ ___ metal called a diaphragm ___

.middle and inner ear _____ __ _______ ___ a chamber
of carbon grains ____ ___ _____ _____ _____ nerves 
—— ———— —— ————— ———— ————— _____ wires.

1 In what way is a camera similar to a telephone?
2 What does a telephone have in place of the human eardrum?
3 What does it have instead of the middle and inner ear parts?
4 What does it have instead of nerves?
5 How do you think messages are carried in a telephone?
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Course Manual 

Materials Student's Book: pp. 62-67.

Auxiliary material: Students' Book: Appendix 3 (pp. 414-415).

Cross-references: Lessons 8 and 10.

General Aim To get students to see how key words and main ideas help in the under 
standing of the overall meaning and implications of a text.

Activity A 
(35 minutes)

Specific Aims

Procedure

Answer questions on main ideas

1 To give students practice in using key words and main ideas to under 
stand the overall meaning of a text.

2 To provide students with a technique for handling problems caused 
by difficult syntax.

Text A (10 minutes)

Presentation

Text A is fairly simple and obvious. Work through it with the class and 
help the students to realize the importance of key words in deciphering 
a text. Follow the procedure set out below.

1 Put on the blackboard:

camera ...................................... eye
telephone .................................. ear
Ask the students to make out how these two ideas are connected. Once 
the idea of a relationship between the object and the human organ is 
realized, the students should be able to see the other connections and 
you should be able to proceed with the other questions.

2 Point out that Question 5 requires them to make extensions from the 
information given. Ask the students which part of the ear sound strikes 
first. Quote this:

... eardrum, then ... middle and inner ears ... then . .. nerves. 

Ask them to apply this to a telephone.

Feedback

Go through the answers with the class. Refer them to the complete text 
in the Student's Book p. 414.
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Sample 11 
Student's Book

Lesson 22 Using a Dictionary

In several of the earlier lessons you learnt to deduce the meanings of words 
without a dictionary. You cannot always do without a dictionary, however. 
In this lesson you will learn how to decide when to look up a word in a 
dictionary. You will also learn how to decide which of the meanings given 
in the dictionary best fits the context you are dealing with.

Activity A

Step 1 

Step 2 

StepS 

Step 4

StepS 

Step 6 

Step? 

StepS

Do you need a dictionary? (1)

Each text below is accompanied by a number of questions. The texts and 
the questions probably contain some words whose meanings you do not 
know.

Decide which words you need to know in order to answer the questions, 
and underline them.

Procedure for each text.

Read Question 1.

Read the text and answer the question.

If you cannot answer the question, ask yourself why you cannot.

If you think you cannot answer the questions because you do not know 
the meanings of certain words, note down these words. Note that some 
of these difficult words may occur even in the questions.

Now look up the words you feel you ought to know in the dictionary.

Try answering the question again;

Repeat the process with every question on the text.

Discuss your answers in your group.

Materials Student's Book: pp. 142-149.
Cross-references: Lessons on contextual clues (8,11,20 and 21).

General Aims 1 To teach students how to tackle unknown words.
2 To sensitize students to the principles involved in deciding whether 

or not to look up a word in a dictionary.
3 To give students further practice in using contextual clues.
4 To sensitize students to the principles involved in locating 

appropriate word meanings in a dictionary.
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Activity A
(35 minutes)

Specific Aim

Do you need a dictionary? (1)

Yes No

To give students practice in deciding whether or not to use a dictionary 
in the context of reading a text for particular purposes.

1 The format for this activity has been chosen for the following reasons:

(a) to make reading purposeful;
(b) to highlight the issue of relevance;
(c) to allow for individual variations in language proficiency 

different words are unknown to different students; 
students vary in their ability to use contextual clues, etc.

2 The student should therefore emerge from this lesson with a
knowledge not of what words he needs to look up but of what issues 
he needs to bear in mind in deciding whether or not he should look 
up a word in a dictionary:

(a) Is the meaning of the unknown word relevant to my needs?
(b) If it is relevant, is it necessary, ie can I get the same information 

from other words in the text?
(c) Is a generic meaning enough or do I need the precise meaning of 

the word, ie how much guessing can I get away with?
(d) How can I arrive at the meaning of the word without having to 

look it up in a dictionary?

Make sure you keep all these points in mind as you handle the lesson. 

The Major Processes of an Economic System

Four major processes cover the activities of people in any economic system: 

the primary raw material industries, manufacturing, distribution, and the 

service industries. First there is the process that provides the raw materials 

needed in a modern economy: the minerals and fuels; the grains and other 

vegetable and animal food products; wool, cotton, flax, and other fibres; 

lumber; stone, sand and clay; leather, hides, and skin and like commodities. 
This is the work of enterprises engaged in agriculture, mining, lumbering, 

hunting, and fishing - often called the extractive, or primary industries.

Is a fibre a kind of raw material?

(b) Is silk a kind of fibre?

I I | (c) Is lumber another name for fibre?

\ (d) Is lumbering an extractive industry?

1 (e) Is cutting down trees an extractive industry?



Procedure Presentation

1 Get the students to work through the text on sticklebacks and its 
questions first individually and then in pairs or groups.

2 After about 15 minutes, conduct a class discussion on the answers. 
Concentrate on the manner in which they arrived at their answers 
rather than the correctness of the answers. The students should 
become aware that although they should all have the same answers 
in the end, they are not likely to be equally dependent on a dictionary. 
Adopt the following procedure to get this idea across.

(a) Get the students to help you to list all the clues which helped 
them to answer, say, questions 1 and 2.

(b) Then ask individual students whether they had to look up words 
and, if they had to, which words.

(c) Match these words against the words listed as clues on the 
blackboard.

(d) Get the students to suggest any other words which could have
given the meanings of the clue words which some students did not 
know. In this way, they will discover whether or not they were 
efficient in resorting to a dictionary.

3 Let the students work through the next three texts and questions first 
individually and then in groups.

Feedback

Check on group discussions. After about 15 minutes, conduct a class 
discussion (as in item 2 above), on the four texts.



Lesson 52 Using Non-Linear Texts as Props (1)

Activity A 
€>••

In this lesson and the next you will get an opportunity to use tables and flow 
charts to simplify difficult words and concepts which occur in the accompany 
ing linear text.

Fit information into a table

Here is a list of phrases and an incomplete table.

Fit the information in the list into the appropraite places in the table.

air and noise pollution
heart and kidney transplant operations
increased yield per acre
physical and emotional disturbance
saves labour
super oil tankers
drugs like morphine

double cropping
business
scooters
computers
prolong life
bring unemployment
kill pain

Table A. Effects of selected innovations

Sectors

Health

Agriculture

Housing

Energy

Transport

Innovations

Antibiotics

Cheap artificial 
fertilisers

High-rise flats

Nuclear power 
(fission)

'Juggernaut' 
lorries

Desired Effects

Control of infections

Increased crop 
yield

High densities

Long-term energy 
supply

Reduced haulage 
costs

Side-Effects 
(u nwanted/u nexpected

Development of 
resistant strains of bacteria

Pollution of rivers and lakes

Loneliness; vandalism; 
community breakup; family 
problems, etc.

Risks of radiation from system 
faults, leakage of stored wastes, 
etc.

Congestion on narrow roads 
and in towns. Noise
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Lesson 52 Using Non-Linear Texts as Props (1)

Materials Student's Book: pp. 337-342.
Auxiliary Material: Appendix 12 (pp. 436-440). 
Cross-references: Lessons 51 and 53.

General Aim To enable students to use the intelligence and knowledge they possess to 
extract information from tables in particular, and non-linear texts in 
general. Specifically, to show them.

(a) how broad general conclusions (macro-level understanding) can be 
drawn from information in a table even though many of the words 
and expressions used are unfamiliar.

(b) how to use the tabular form of presentation, eg to guess at meanings 
of words, eg "innovation", "side-effects", "antibiotics".

(c) how to use information in a table to find out the meanings of 
difficult words and concepts in the main body of the text, eg 
"widespread:" "vicious circle".

The general intention of this lesson is to equip students with the skill of 
extracting information and meaning from tables (and other forms of 
non-linear texts) and in this way to render difficult linear texts com 
prehensible. The tables used here have many words students are not 
likely to know but there are enough familiar words to enable them to 
extract the main points. This is the first of two lessons on the use of non- 
lea r texts as props. Study them both before you get the students to work 
on this lesson.

The difficult linear text that accompanies the non-linear texts given in 
this lesson and the next may be found in Appendix 12 (pp. 438—440) 
and is to be used at the end of Lesson 53 to demonstrate to students 
the effectiveness of the methods of simplification taught in these two 
lessons.



Activity A Fit information into a table
(10 minutes) ————————————————

Specific Aims 1 To provide students with more examples of innovations, effects, side- 
effects and sectors so that those who have not understood the examples 
given in the table can make out what these words mean.

2 To bring to the notice of students the broad categories and general 
organization of the table by forcing them to fit new data into the 
existing scheme. 

Procedure Presentation

1 Get the students to fill the first three items into the table individually 
and then conduct a class discussion. Get different students to explain 
how they arrive at their decisions.

2 When you feel they have understood what is expected of them, leave 
them to work in pairs on the remaining items. Give brief working 
definitions (translations, if necessary) for words the students do not 
know.

Feedback

Conduct a brief class discussion at the end of the activity. Point out the 
layout features they could have used in deciding where to fit each item. It 
is not important for the students to fill in all the given examples. The activity 
will have achieved its purpose if the students show that they understand the 
overall information structure of the table.

Answers Accept all reasonable answers.
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READING PROJECTS: SCIENCE

Liew Sau Pheng

Introduction

READING PROJECTS: SCIENCE is the first of a series of specialist 
components in the reading course designed for UMESPP. It provides the 
functional setting for the practice of the skills and strategies of reading 
taught in the main reading course. Basically this component develops the 
Study skills the students require to extract and organize information from 
tertiary level science textbooks. It also incorporates the teaching of 
reference skills to provide the foundation and training the students need to 
pursue advanced courses of study independently and effectively.

The Pilot Materials

The pilot edition of the UMESPP programme entitled Reading for Learning 
was published and ready for the academic session of June 1977/78. Reading 
Projects : Science was Unit 3 of this pilot edition which comprised four Units. 
The Unit consisted of the following books: the Students' Book, the Course 
Book (which provided an answer key), Teacher's Notes, and finally the re 
commended textbooks, which were kept in the Resource Room.The Students' 
Book contained all the learning materials for the course while the Course 
Book was only handed out to the students to check on answers after they 
had compared and discussed answers with one another. The Teacher's Notes 
provided guidelines on using the course. At the back of the book an appendix 
of checklists (the checklist of study skills, the checklist of notions and the 

checklist of forms of presentation used in the design of the Unit) was 
provided for the teacher's reference.

Unit 3: Reading Projects : Science was divided into four phases and 
was represented by one teaching hour per week making a total of 37 
lessons. Phase 1 introduced the students to the most basic study skills 
that students were assumed to have learnt, but which student performance 
on the pre-pilot run had proved they had not. In this phase, emphasis 
was also given to teaching the students to use the Library of Congress 
Classification System. A library questionnaire was provided at the back of 
the Students' Book to reinforce the library orientation programme which 
was scheduled for the third week of the first term. The lessons in this 
phase were

Lesson 1 How to locate a book on the shelf.

Lesson 2 Using the library catalogue.

Lesson 3 Library orientation programme.

38



Lesson 4 

Lesson 5 

Lesson 6 

Lesson 7 

Lesson 8

The basic organisation of a textbook.

Using the index and the glossary.

Scanning.

Skimming.

Notetaking.

The lessons for Phase 2 formed the core of the Unit and were aimed at 
providing the students with rigorous training in the skills of reference and 
presentation as well as at developing the students' ability to read and 
follow written instructions accurately. An integrative use of these skills 
culminated in a reading project in Phase 3. The lessons in this phase were 
designed to give regular coverage of the three main science subjects, 
chemistry, biology and physics, which were taught to the pre-science 
students at the Faculty of Science. There were some students who took 
geology in place of either chemistry, physics or biology. Therefore each 
Phase 2 lesson contained three different activities, one each for physics, 
chemistry and biology, and occasionally a geology topic was used. Topics 
from the different science subjects were selected in consultation with 
science subject specialists. These topics were arranged in three sections, 
Sections A, B and C, as shown in the table below and on the next 
page. Each topic was to last for 10-15 minutes, but a list of those topics 
which took longer than 15 minutes was given in the Teacher's Notes and 
the teacher was advised to select only two of such topics to make up a 
lesson. It was not recommended that the teacher follow strictly the order 
in which the topics were printed. Such an arrangement was to enable the 
teacher to make modifications easily if and when a need arose to keep 
'in step with1 specialist subject teaching.

Section A

1 Rice

Section B Section C

1 a Cell structure - 1 a Measurement 1
Animal 

b Cell Structure - b Derived Units 1
Plant c Electricity & 

Magnetism

2 a States of Matter 2 a Animals <5c Plant 2 a Scientific
Kingdom Problems

b Insects b Problems 1b The Halogens 

c Metals c Arachnida or 
Insecta?

c Irrelevant 
Information
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3 a Rock Classifica 
tion 

b Igneous Rocks

c Sedimentary Rocks 
d Metamorphic Rocks

* Monocotyledons & ' 
Dicotyledons

3 a Feet of Birds

b Beaks & Food 
Habits

3 Ohm's Law - 
Revision

a Pond Ecosystem 4 Simple Circuits

b Food Chains, Food 
Web <5c Trophic 
Levels

a Mendel's 
Experiments

b Blood Groups

5 An Enclosed Seed

Organization of Topics in Phase 2 of Pilot Edition

There were two parts to each lesson - theory and practice, which were 
taught on alternate weeks. The following was given as an example of 
how a lesson was to be organized:

Section A

States of 
Matter

Section B

Cell 
Structure

THEORY

Activity

Reference work to 
complete given text

Reference work to 
complete given text

Section A

Same topic

Section D

Same topic

PRACTICAL

Activity

Filling information 
gaps and table

Labelling an 
animal cell

Section C

Measure 
ment

Reference work to 
complete given text

Section C

Same topic Summarizing text 
into a table

Organization of a Phase 2 lesson



The aim of Phase 3 was to provide the opportunity for the synthesis and 
coordination of the various study skills previously taught. The students 
were to spend a whole lesson on a guided reading project, using references 
and forms of presentation relevant to the subject matter. The students 
were allowed to work either individually or in groups. If a student found 
the exercises simple he could opt for Phase <f where he could carry out 
unguided research on a topic of his choice. The following topics formed 
the basis of the ten lessons in Phase 3. Although the sequence of the 
topics was not fixed the lessons were designed to be progressively more 
difficult in content and skill.

List of Topics

Biology : The Food We Eat 

Behaviour

Immunity and the Immune Response 

Nucleic Acids - The DNA/RNA Breakdown 

Special Relationships Among Organisms

Geology : Limestone Areas in the Kinta Valley, Perak 

General Geology of the Kinta Valley, Perak 

Earthquakes 

Volcanoes

Physics : Resistors, Resistivity and Superconductivity

Chemistry topics were omitted because it was pointed out that these 
might interfere with specialist teaching.

Phase 4 represented the culmination of this component where the students 
were expected to be able to select any topic and carry out the following 
tasks independently:

1 Select a topic and analyse it.

2 Research it using university level texts and compile the bibliography 
for it.

3 Organize the information.

* Present the information as appropriate eg in the form of notes, 
continuous prose, diagrams, tables, charts etc.

This phase, however, did not feature in the Students? Book as it was not en 
visaged that many students would reach this level of skill. But instructions 
and suggestions regarding the teaching of this phase were given in the 
Teacher's Notes.



Reception in the Pilot Year by Students and Teachers 

Target Population

The original UMESPP plan was a one-year course for first-year undergrad 
uates but, when the materials were ready, the main target became the 
first-year pre-university science students (post-sixth-formers doing a 
one-year pre-University intensive course) and later it was extended to 
second-year pre-University science students (post-fifth-formers doing 
two years of a pre-University intensive course). Subsequently, the main 
experimental pilot teaching was carried out with the following sets of 
students:

1 The pre-science students - the post-sixth-formers on a one-year 
pre-University course run on a term system at the Faculty of Science.

2 The students at the Centre for Foundation Studies in Science known 
as Pusat Asasi Sains (PAS) in Malay who were also pre-science students 
in this case post-fifth-formers on a four-semester course of studies run 
at the Centre. *(D

Both the above-mentioned groups of students were taught all the phases 
of all the units.

3 First-year undergraduates of the Faculty of Economics and Administra 
tion who were taught all the phases of all the units except Reading 
Projects: Science.

The rest of this paper will concern itself with the pilot teaching of Reading 
Projects: Science to the first two sets of students.

Pre-Science Students

In the Faculty of Science only second and third year undergraduates were 
required by University regulations to take the Special English Course*(2) 
offered by the Language Centre. Neither the pre-science students nor the 
first-year undergraduates were required to do so as they would only embark 
on an English Course in the second year of their academic study in the 
University. The pre-science students, however, were included in the 
pilot teaching experiment for the purpose of assessing Reading Projects: 
Science. The number of Malay-medium first-year undergraduates in the 
Science Faculty was insufficient for this purpose.

*(1) The acronym PAS will be used in all future references to 
this Centre.

*(2) Not the UMESPP Course. 
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The pilot teaching started off with 54 such students forming three groups 
of 18 students each. The feedback*(3) for Phase 1 from this set of students 
was good. The overall feeling was that the Phase 1 had useful skills to im 
part. It was found, however, that there were insufficient materials in each 
Phase 1 lesson to last the 50 minutes per lesson arrangement. Although the 
skills taught were new to many students, there were some who felt that the 
lessons were too easy for them. The pilot teaching of Phase 1 went smoothly 
for the first term, but in the second term these students became aware 

that the course was not compulsory and absenteeism became rampant. By 
the middle of the second term the size of each group of students had 
dwindled to only a handful. The groups became unstable with fresh students 
turning up for different lessons. As a result, the teachers found it imposs 
ible to obtain any adequate feedback from the students and vice versa. 
Finally it was decided to cease the teaching of Units 1, 2 and 4 in order 
that all the lessons in Phases 2 and 3 could be covered and evaluated. 
Phase 1 was the only part of this Unit for which thorough feedback was ob 
tained. Lessons in Phases 2 and 3 had to be divided up among different 
groups of students and these were handled by different teachers. Neverthe 
less, we did manage to receive some feedback which informed us that the 
majority of these students enjoyed the lessons and found them useful. But 
the weaker students seemed to experience some degree of difficulty with 
many of the texts in Phase 2 and most of the lessons in Phase 3.

PAS Students

In contrast to the first set of students from the Faculty of Science, the stu 
dents from PAS posed fewer problems. There was a total of 80 students 
forming 4 groups of 20 students each. They were a highly motivated group 
because in PAS a pass in English is compulsory for an overall pass in the 
students' study course. Attendance for all English lessons conducted was reg 
ular and there was adequate and sufficient feedback from teacher to stu 
dents and vice versa. Phase 1 of Reading Projects: Science was taught to all 
the students at PAS and favourable feedback was received. The majority of 
the students were of the opinion that this unit familiarized them with im 
portant and useful skills such as using the library catalogue and learning 
about the organization of a book to facilitate their search for information. 
The teaching of Phase 1 was completed in Semester 1 after which it was 
phased out of the UMESPP course for the PAS students.

The teaching of Phases 2 and 3, however, was resumed in Semester 3 be 
cause Reading Projects: Science was originally designed for a group of stu 
dents who would be the equivalent of Semesters 3 and 4 students in PAS. 
The following groups of students received instruction in Phases 2 and 3 in 
the third and fourth semesters:

*(3) The method of feedback for Reading Projects was the
same as that used for the rest of the UMESPP programme.



1 Post-fifth-form students who had been following Units 1, 2 and 4 of 
the UMESPP course Reading for Learning and had completed 
Phase 1 of Reading Projects : Science. These were mainly Malay- 
medium students, but there was a small number of English-medium 
students who had not been exempted from the English course.

2 Post-fifth-form English-medium students who had been exempted from 
the main programme, ie Reading for Meaning, Strategies for Reading 
and Spoken Interaction (Units 1, 2 and 4), but who would now 
follow only Phases 2 and 3 of Unit 3: Reading Projects : Science.

3 Post-sixth-form students (of the pre-science one-year intensive 
category) mainly Malay-medium who had joined PAS in Semester 3 
as Direct Entry students (see Appendix 1 for notes on the two levels of 
admission into PAS). This group had the smallest number of students 
compared to Groups 1 and 2.

For Phases 2 and 3 of Reading Projects : Science, however, feedback had 
to be carried out on an informal basis through discussions with the teachers 
and the students because by this time the UMESPP evaluation proper had 
already been completed. This feedback proved helpful for it pinpointed 
other areas of the pilot edition where revision would be beneficial.

We learned from this feedback that the students of Groups 1 and 2 (men 
tioned above) found that the texts in the core sections of Reading Projects: 
Science too easy for them. On investigation, it was discovered that 
lectures at PAS were way in advance of the concepts covered in the text. 
But since the materials had been designed for the Malay-medium students 
it was not at all surprising that the English-medium students found them 
easy. There were, however, some Group 1 students who experienced diff 
iculty with parts of the core sections because they claimed that the 
vocabulary was difficult. From our observations and teaching experience 
with these students from PAS, we found that the majority of the Malay- 
medium students from Group 1 were, on the whole, of a better quality and 
highly motivated. They had also received two semesters of intensive science 
accompanied by the UMESPP English course. Apparently they had improved 
in their English and, as a result, found the texts and tasks of Reading 
Projects : Science relatively easy. In fact, the Group 3 students who 
were closest to the pre-science category students - the main target popula 
tion- - experienced the most difficulty and for them the Unit was pitched at 
about the right level. Nevertheless PAS administration did admit that the 
Groups 1 and 2 students were mainly from an urban lower middle, and middle 
class background while the Group 3 students, like the pre-science category, 
were mainly from a rural and disadvantaged background. From our exper 
ience with all the three groups, we had found that the Group 1 students 
were, on the whole, extremely eager to try out novel approaches to language 
learning. Furthermore, being post-fifth-formers, they were appreciative of



the fact that they were being initiated into an academic type of learning 
via the medium of English. As a result they were well-motivated with 
a greater capacity to cope with learning in another language.

The general complaint from teachers was that the information gap- 
filling activities which formed the central feature of Phase 2 lessons 
were restricted in range. Some of these teachers felt that the activities 
themselves were repetitive and unchallenging and many students had 
said that they could complete the gaps without recourse to the references 
that were given in the margin. Teacher feedback also highlighted the main 
weakness of the pilot edition of this Unit. It was pointed out that the 
lessons in the core sections lacked sufficient linguistic focus and did not 
present an adequate progression of skills to be developed. There was also a 
consensus of opinion that a mismatch existed between design and reality in 
the pilot edition of Reading Projects : Science. Although the expressed 
aim was to harness the content of science to teach data processing skills, 
this aim did not appear to have been fully realized in the materials. More 
over, the teachers also found that the constraint of time, ie a maximum of 
three topics and a minimum of two topics within a 50-minute lesson, was 
not practical. There were many students who managed to complete one 
topic only. As a result the teachers found that they were unable to give any 
introduction as the writer had advised in the Teacher's Notes because 
different students were working on different combinations of topics in a 
single lesson.

But Reading Projects : Science did, however, succeed in Phase 1 because 
that was skill-oriented. By the end of that phase, the teachers observed 
that students had been weaned away from their habit of browsing through 
texts with no clear purpose in mind. They had learnt the usefulness of 
skimming and scanning the table of contents, the index, chapter headings, 
paragraph headings etc to facilitate their search for information and in 
doing so economised on time and effort. From interviews with students we 
are confident that students who have been exposed to the core sections of 
Reading Projects : Science have overcome their phobia of having to work 
with 'so many books and references' (as they put it). Phases 2 and 3 did, to 
some extent, provide the students with the crucial orientation to the 
academic mode of learning.

It was also pointed out that there was an imbalance of study areas in 
Reading Proects : Science. Students in PAS were generally more willing 
to work with topics in any subject areas but some of the students of 
the pre-science one-year intensive category resented the inclusion of 
topics on Geology because it was not one of their study subjects.

The feedback received further pinpointed the need to bridge the gap 
between Phases 3 and 4 if the majority of students were to be brought to 
the stage where they would be capable of conducting independent research 
in the library. In short Phases 2 and 3 should teach precisely those skills



which would enable the students to cope with a reading project that 
involved selecting a topic, analysing it, researching it, compiling biblio 
graphical data, organizing information and finally presenting the 
information appropriately.

The feedback which touched on the problem of conceptual level high 
lighted the immense difficulty of mounting a subject-specific programme 
unless the following two conditions were fulfilled:

1 Integration between subject and language teaching

and/or
2 The ESP specialist focus on skills - linguistic (broadly conceived) 

and study skills - rather than content.

The evaluation by the English-medium students and the better Malay- 
medium students proved extremely valuable as it convinced us that the 
pilot edition of Reading Projects : Science materials had not succeeded 
in developing the relevant study skills. The content of the texts was 
intended to be within their grasp and the difficulties of each activity 
were to be manipulated according to focus, viz complex activities were 
to be carried out on easy content and vice versa. But it was found that 
much of the content and activities in Phases 2 and 3 did not conform to 
this design. As a result of this informal feedback and the previous feedback 
from the pilot run, Reading Projects : Science underwent a complete 
overhaul.

The Final Version

The final version of Reading Projects : Science has adopted the format 
and methodology of the main course. It introduces a multi-dimensional 
approach which stresses group interaction and peer cooperation in contrast 
to the learning mode of the pilot version which has been mainly self- 
access and individualized study. There is no carry over of lessons as in the 
pilot version and each lesson of the final version is a complete lesson in 
itself. There is a more systematic recycling of skills. Skills taught in the 
early stages are constantly being reinforced by later lessons. As far as poss 
ible the skills that are difficult are reinforced by several activities.

Both sequencing and grading were randomly carried out in the preparation 
of materials for the pilot edition. In the final version they are systematic 
ally built into the materials. Tasks now move from the easy to the complex 
in all parts. This has always been our aim but in the first materials produc 
tion workshop it was difficult to keep to this principle because several 
people were involved in writing. Although detailed briefs were given to each 
writing assistant the workshop time of six weeks was hardly sufficient for 
looking into the finer points of material production.



Reading Projects s Science

The organization chart of the final version of Reading Projects : Science 
is given on the next page. The component is divided into four parts. Part 1 
comprises the basic study skills. Its aim is to enable students to make 
optimum use of such universal reader aids as bibliographies, tables of content, 
tables, graphs, flowcharts and flow diagrams to facilitate their reading of 
scientific texts. Language teaching in the context of specific disciplines, 
as we see it, includes all the vehicles of meaning used for the communica 
ting of its content. The early part of the component contains lessons which 
enable the students to revise the common abbreviations, symbols, equations 
and word parts. Subsequent lessons focus on the essential features of 
organization and display of information to facilitate the students' under 
standing of what they read and to enable them to use this understanding 
to structure the information for maximum storage or retrieval. The students 
are also given the opportunity to practise using their understanding of non 
linear aids to decode language characteristically associated with such aids. 
A good example of a Part 1 lesson is Lesson 5 which is entitled Learning 
about Graphs. (See Appendix 2.) In the last five lessons the students 
practise locating appropriate sources of information on a topic and following 
up cross-references. For this purpose the students are trained to distinguish 
between various reading materials listed in bibliographies and to decide on 
their appropriateness as shown in the following activity given below. This is 
taken from lesson 11. In addition, they are trained to make effective use of 
the tools of reference provided by writers of textbooks viz. index, table of 
contents, glossary, cross-references etc.



Activity D Choose the appropriate reference

Here is a bibliography on polymerization.

Decide which of the publications in the list are likely to give you (a) a brief 
introduction to the subject; (b) an account of current developments in the 
field; (c) an historical perspective on the subject; (d) the opinions of several 
writers on the subject. Note down your answers.

1 Billmeyer, F. W. Textbook of Polymer Science. New York: John Willey 
and Sons, 1962.

2 The Condensed Chemical Dictionary.

3 Encyclopaedia Britannica.

4 International Encyclopaedia of Science.

5 Lappert. M. F., and Leigh. G. J., ed., Developments in Inorganic 
Polymer Chemistry. New York: American Elsevier Publishing Co., 
1962.

6 Mandelkern, Leo. An Introduction to Macromolecules. New York: 
Springer-Verlag, 1972.

7 Mark, H. F. "The Nature of Polymeric Materials." Scientific American, 
September 1967, p. 149.

8 Morton, Maurice. "Polymers Ten Years Later." Chemistry, October 
1974, pp. 11-14.

9 Slabaugh, H. W., and Parsons, T. D. General Chemistry. New York: 
Wiley and Sons Inc., 1971.

10 Stille, J. K. Introduction to Polymer Chemistry. New York: John Wiley 
and Sons, 1962.

11 Wasserman, Leonard G. Chemistry: Basic Concepts and Contemporary 
Applications. Belmont, California: Wadsworth Publishing Company Inc., 
1974.
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In Part 2 the skills previously taught are integrated and consolidated. 
Although the skills required for academic study are the same for all dis 
ciplines, the underlying principle of Part 2 is that special permutations of 
skills are subject-specific. As such the skills here are brought closer to the 
students' actual reading and they are practised in some of the infinite num 
ber of permutations and combinations that are likely to be needed in their 
study reading. As the aim of this component is to orientate the students to 
reading academic science textbooks in Eglish, an attempt has been made to 
select topics, forms of presentation and genres of writing that may be con 
sidered a representative sampling of scientific texts in general. In the 
selection of extracts for activities within a lesson an attempt has also been 
made to pick those topics, genres of writing and forms of information dis 
play that are peculiar to that area of science. And science for that purpose 
has been divided into five broad areas - biology, chemistry, ecology, geology 
and physics. Two lessons are devoted to topics from each of these areas. 
The activities in Part 2 deal with isolated stages in the research process. 
Activity C of Lesson 24 which is given below exemplifies the type of 
activities available in Part 2.

Activity C Solve the problem

Here is a problem.

Study the problem carefully and then consult suitable text 
books to find a solution.

Problem:

To obtain an accurate point of balance on a potentiometer, 
a very sensitive galanometer is needed. Such a galvano 
meter, however, is easily damaged if contact is made on 
the wire AB far from the balance point. What can be done 
to protect the galvanometer?

ACCUMULATOR

7
ĜALVANOMETER

- STANDARD CELL
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Part 3 structures the environment for the thinking through of a problem or 
task with some teacher assistance. The same divisions of subjects - 
biology, chemistry, ecology, geology, and physics - is maintained. A research 
topic is given at the beginning of each lesson. In each activity within the 
lesson, various stages in the thinking through and execution of a study task 
or problem are simulated. The activities of each lesson are interrelated 
because they are various stages in the process of solving a problem or a 
given task. The following activity taken from Lesson 28 of Part 3 is a good 
illustration.

A population study was conducted on the population of 
owls and rats in a specific geographical area. The zoologist 
carrying out the study noticed a great decrease in the num 
bers of rats during the period of study. He had, earlier on, 
observed that adult owls normally fed on these rats. 
However, when the numbers of rats decreased, the adult 
owl population, approximately fourteen, remained the 
same. The number of newly hatched owls, however, was 
found to be greatly reduced by comparison with earlier 
counts that the zoologist had made.

Problem:

Growth form, population density, natality and mortality 
are some important factors that determine the size of a 
population. Which of these factors do you think might 
explain the fact that the reduced food supply resulted only 
in fewer baby owls, but caused no reduction in the number 
of adult owls?

Activity A Decide which questions are relevant

Here are six questions. A choice of answers is provided for 
the last three questions.

Choose the relevant questions and then put them in the 
order in which you will go about answering them. Then 
answer Questions 3, k and 6.

1 You don't know what the terms mean. Where would you . 
look them up?

2 Can you guess which of the factors mentioned is/are 
likely to apply?

3 What books would be likely to give you the information 
you need in the way you want it: an ecology book, a



biology book, a botany book, a general science book or a 
general dictionary, a dictionary of scientific terms, a 
dictionary of ecological terms?

k You know the meaning of the terms. What else would 
you need to know?

a the feeding habits of owls?

b the feeding habits of rats?

c the kind of environments rats and owls inhabit?

d what other food owls eat besides rats?

5 If you wished to get a comprehensive view of the 
subject, which topic would you look up in an index?

6 Which of the following would you have to explain? 

a why the rat population decreased, 

b why the adult owl population did not decline.

c why the number of baby owls which probably didn't 
directly feed on rats declined though the number of 
adults which fed on rats did not.

d what the relationship between baby owls and rats is.

e what the relationship between baby owls and adult 
owls is in terms of population.

Phase 4 of the pilot edition has finally materialized as Part 4 of the final 
version. It is the culmination of this component of the course where the 
students are required to orchestrate the skills previously developed in the 
accomplishment of an independent piece of research with a minimum of 
teacher assistance. The lessons in this part are merely a recommended list 
of ten topics. These topics are intended as suggestions and may be replaced 
or extended at the discretion of the teacher. Some tips on how the 'lesson' 
may be conducted and the information displays that may be expected for 
each research topic are given. The flow chart on page 25 and its accompany 
ing flow sheet on page 26 show how the skills taught in Parts 1, 2 and 3 are 
finally orchestrated in a single project.
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The Course Manual of Reading Projects : Science underwent an 
important change in the final version. The general aims for each lesson 
and the specific aims of each activity are now spelt out clearly. This 
enables the teachers to see at a glance what the lesson and each component 
activity entail so as to make adequate and effective preparation for teach 
ing. As the level of unfamiliarity is greater in this component than in the 
main programme, explanations for answers are provided and wherever areas 
of difficulty are anticipated, additional information is also given to enable 
teachers to give effective assistance to their students. The section entitled 
Procedure becomes less detailed and also less important as the teachers 
advance with the component because it is expected that their growing 
familiarity with the materials will enable them to work out the appropri 
ate strategies for handling later lessons. However, in view of the unfam 
iliar content of a specialist component like Reading Projects : Science 
the teachers are advised to work through the activities of each lesson, 
checking appropriate textbooks and resolving problems before they embark 
on their teaching. They are also told to expect situations where the 
students might display knowledge that they do not possess but which they 
can exploit in order to get the students to interact among themselves to 
resolve the issue or issues that are related to their study subject.

In the Student's Book of the final version, the students are exposed to a 
greater variety of styles of writing and forms of presentation. There is 
also the benefit in terms of transfer of learning and motivation because the 
students can use the skills taught in the main programme to process texts 
that they encounter in this component.

Decision-making and problem-solving tasks which were not a feature 
of the pilot edition are built into the final version and conducted through 
topics that are more interesting and allow for more choice and selection 
on the part of both the students and the teachers.
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The Orchestration of Skills in Part 4.



Flow Sheet ior Part *

Steps 1 Specify demand

2 Specify key concepts in demand

3 Possible to relate nature of concepts to presentation? 

Yes: Goto* No: Jump to 6

4 Decide on best form of presentation

5 Information complete?
Yes: Jump to 21 No: Go to 6

6 Go.to the library catalogues

7 Decide on and use reference tools

8 Specific tool: Use table of contents
Sufficient information? Jurrpto 11 
Insufficient information? Go to 9

9 Specific tool: Use index
Sufficient information? Jump to 11 
Insufficient information? Go to 10

10 Specific tool: Use glossary

11 Locate linear information

12 Recofriize relationships between specific examples and concepts

13 Are there information gaps?
Yes: Go to 1* No: Jump to 20

14 Gaps in linear information?
Yes: Jump to 6 No: Go to 15

15 Gaps in non-linear information? Exact references? 
Yes: Go to 16 No: Jump to 18

16 Locate non-linear forms

17 Non-linear forms relevant?
Yes: Jump to 12 No: Jump to 16

18 Go to subject catalogue

19 Locate articles on the topic 
Articles relevant?
Yes: Jump to 12 No: Jump to 18

20 Organize information from all sources 
Jump to 4

21 Write article

22 Compile bibliography
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Conclusion

The pilot experimental teaching of Reading Projects has identified the 
shortcomings of'the pilot edition which, for the most part, have been rec 
tified in the final version. But that does not mean that the final version is 
foolproof. The effectiveness of such a component depends a great deal on 
the attitude of both the language teachers and the students. Generally, the 
language teachers have shown keen enthusiasm and a readiness to adapt in 
their teaching of Reading Projects : Science though initially there was 
some anxiety about its science content. While some doubt persists as to 
whether the students really view reading in English as important to their 
study course, they have demonstrated, in the pilot run, their preference 
for learning skills and practising these through scientific content.

It is likely that the final version of Reading Projects : Science will con 
tinue to be a novel and challening experience for the teachers. The outlook 
this time is definitely more optimistic. With the experience gained from the 
pilot teaching, they are no longer wary of the science content of the compo 
nent, especially now that the final version is almost completely skill- 
focussed. As for the students the relevance of the content and the skills to 
their own study tasks should provide the necessary motivation.

The UMESP project may not have come up with the ideal specialist compo 
nent to complement its main programme, but what is important is that such 
a component has been developed after much trial and tribulation. Inevit 
ably, it will need to undergo metamorphosis, but we are confident that the 
feedback from the interaction of all the participants concerned in the 
teaching/learning process will continue to provide us with increasingly 
clear directions in making modifications and revision until a truly effective 
and successful component emerges.
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APPENDIX 1

PAS: Two levels of admission 

A For Entry into Semester I

A pass in the Sijil Pelajaran Malaysia or Malaysian Certificate of Educa 
tion with "credit" in a minimum of three subjects chosen from the following: 
Mathematics, Additional Mathematics, General Science, Additional 
General Science, Physical Science, Physics, Biology, Chemistry.

B For Direct Entry in Semester III

A pass in the Sijil Tinggi Pelajaran or Higher School Certificate examina 
tion which is held not earlier than two years after passing the SPM/MCE 
examination, with a pass in at least one science subject at subsidiary 
level.

57



APPENDIX 2

Lesson 5 Learning about Graphs

Most graphs are a representation of the relation between 
two variables, ie the dependent and the independent 
variables. In this lesson you will learn the basic terminology 
used in relation to graphs and you will also learn how to 
interpret different types of graphs.

Activity A Interpret the graph (1)

Here is a graph and five incomplete statements. A list of 
words is given in the margin.

Study the graph carefully and then complete the statements 
with the appropriate words from the list.

U)

2.0

1.8

1.6
. 

S 1-4

w 1.0
LU

9 8

u. 6 
O

O
ffl 2

Sardine A-

10

7 2

4

3 S

O 
1 ffi

Year 1936 38 40 42 44 46 48 50 52 54 56 58

A Estimated population 

• actual population
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X

scales

0.6

peak 

dropped 

fluctuations 

1.2 million tons 

vertical

Y

3

steady

falling

intersect

horizontal

increasing

decrease

independent

dependent

gradient

5.

In the graph P is the _____ variable and is plotted 
on the axis against 0 and R which are the

axis.variables, plotted on the

2. In 1952 when both lines , the biomass of
sardines appears to be the same as that for anchovies. 
In fact the biomass of sardines was _____ tons 
whereas that of anchovies was _____ tons. We get 
these different readings for the same point on the 
graph only because the _____ along the two vertical 
axes are different.

3. Around 19*1, the sardine biomass reached its _____
with about 1.5 million tons and then drastic
ally to a record low of .3 million tons after which it 
rose again around 1947. Thus the sardine graph line can 
be seen to show ___ whereas that of the anchovy 
shows a _____ rise from less than a million tons to 
7 million tons in the period 1937-1957.

Between the years 19*1 and 19*7 the biomass of sar 
dines dropped by ______.

From the trend of the population estimates for anchovy 
in the period 19*1 to 1957 when the sardine population 
is shown to be generally , it can be concluded 
that there is a predictable relationship between the 
sardine population and the anchovy population; when 
the sardine population increases, the anchovy popula 
tion can be expected to _____.
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Activity B Interpret the graph (2)

The graph below shows the reactions of three insects - 
acquatic insects, Japanese beetles and wood borers - to 
low temperatures. Six incomplete statements are given 
after it. A list of words is given in the margin.

Study the graph carefully and then complete the state 
ments with the appropriate words from the margin.

0 C

- 10

•f-20

2-^30

-40

-50

Aquatic insects

woodborers

Sept Oct Nov Dec Jan Feb Mar Ap May June

Months 

Low-temperature tolerance in insects
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(a) seasonal 1. Aquatic insects, living mostly in lakes,
non- exhibit a (a) _____ cycle in cold resistance;
seasonal they can withstand long exposure to near

(b) can freezing temperatures, but (b) _____
cannot tolerate temperatures below freezing.

2 (a)

(b)

(c)

Japanese 
beetles 
wood borers 
very resistant 
very sensitive 
-306C

2. (a) become (b) to cold
as winter months, January to March, approach: 
in mid-winter they can withstand temperatures 
as low as (c) _____

die 3. Wood borers become dormant at very low 
become active temperature during winter, but when spring 

approaches, they _____.

4 (a) wood borers t. The (a) 
Japanese 
beetles

(b) seasonal
non-seasonal

(c) become
do not become

5 (a) highly im- 5. 
portant 
not import 
ant

(b) most important 
least 
important

6 (a) land insects 6. 
aquatic insects 

(b) land insects 
aquatic insects

living in what
is described as intermediate habitat, 
exhibit a (b) ____ cycle in 
cold resistance but (c) 
nearly as resistant as wood borers.

To a land insect, the ability to adjust to 
radical temperature changes that accompany 
daily or seasonable rhythms is (a) _____, 
but to an aquatic insect living in environment 
with nearly constant temperature, this ability 
is one of the (b)

The conclusion that can be drawn from 
this fact is that (a) _____ , as a 
group, have a much wider tolerance 
of temperature changes than (b) ____
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Activity C Determine the main point of each graph

Here are five graphs. A question is given after each graph 

Study each graph and then answer the question. Tick the

1.00

0.99

0.98

0.97

0.96

0.95

0.94

0.93

Ice

Variation of 
water density 
with temperature

Ice + Water

I I I
10 0 4 10 20 30 40 50 SO 70 80 90 100

o
Temperature ( C)

1 Which of the following are not conclusions that can be drawn from the 
graph?

(a) For the temperature range f°C, the higher the temperature of 
water the lower its density.

(b) The density of water increases very slightly from 0°C to 4°C.

(c) As temperature increases from 0°C to 100°C, water density also 
increases.

(d) There are great fluctuations in water density from 0°C to 100°C.
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Seasonal changes in a population of adult thrips living on roses. (Graph 
constructed from data by Davidson and Andrewartha, 1948.)

2 Which of the following are valid conclusions that can be drawn from the 
graph?

(a) The period September to February appears to be favourable to 
thrips.

(b) The population of thrips is probably affected by other factors 
besides seasonal changes.

(c) There is a regular pattern of an increase in one year and a drop in 
the following year in the population of thrips.

(d) Both (a) and (b).

3 Which of the following points is not illustrated by the pie chart?

(a) Some birds are more common than others in the wood sampled.
(b) The number of rooks is approximately twice the number of warblers.
(c) The population of jays increased at a faster rate than the population 

of thrushes.
(d) Although more magpies than hawks were observed in the wood 

sampled, magpies are nevertheless a relatively rare species.
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Birds in a wood

jays
chaffinches
sparrows

crows

thrushes 

magpies

angle of segment is proportional to number observed 

What do the columns in this bar chart indicate?

(a) Samples of five species of the same insect were taken.
(b) The number of insects of a particular species may vary from 

sample to sample.
(c) To get a fair picture of the actual population, it is better to take 

more than one sample.
(d) None of the above.

Number of Inwctt of particular tptcie* 

SO 

W- 

30-

n
2345 

Mmpln from pond

5 Which of the following points is not illustrated by the bar chart given 
on the next page?

(a) Asphalt is the most common material used for insulation in standard 
and compact 1961 passenger cars.

(b) The number of standard cars insulated with asphalt is more than the 
number of compact passenger cars.

(c) Insulation of compact passenger cars is cheaper than insulation of 
standard cars.

(d) More materials are purchased for insulation in standard cars than 
for compact passenger cars.



Materials Purchased for insulation in Standard and Compact 1961 Passenger Cars

Materials 0 

Asphalt

Paper & 
Paperboard

Felts 

Plastic(s) 

Glass fibres 

Cotton 

Wood fib 

All others

millions of pounds 

5 10 15 20 25 30 35 40
i I j;

JL

X
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Activity D Interpret the graph (3)

Here are a number of graphs. There are four questions on 
each graph or set of graphs.

Study each graph or set of graphs and then answer the 
questions. Tick the correct answers.

1 The purpose of Figure 1 is to show:

(a) the rate of population increase of ladybird beetles.
(b) The population of ladybird beetles in the years 1930, 1931, 1933, 

1934 and 1938.
(c) the population of black versus red ladybird beetles in the years 

1930 to 1938.
(d) the ratio of black to red ladybird according to the seasons of the 

year.

Vain (Spring Mid Fill)

Polymorphism in ladybird beetles. The ladybird beetle, Adalia bipunctata, 
is a polymorphic species, that is, individuals of the same interbreeding 
population represent a variety of different colours and spotting patterns.

2 The number of red ladybird beetles in the fall of 1934 was

(a) about 40.
(b) about 60.
(c) not given.
(d) more than in 1933.
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3 The pattern of change that occurs in the proportion of red to black 
beetles is best shown in

(a) 1930 and 1933.
(b) 1934.
(c) 1931 and 1938.
(d) all the above years.

* The proportion of black to red ladybird beetles is generally greater

(a) in spring
(b) in the fall
(c) both (a) and (b)
(d) between spring and fall.

10 20 30 40 50 60 70 80 90 100 

Temperature ( C)

Solubility Curves

1 The purpose of this line graph is to show

(a) how the solubility of a substance varies with temperature.
(b) that the solubilities of different substances are affected differently 

by a change in temperature.
(c) that the solubility of sodium chloride is affected by changes in 

temperature.
(d) both (a) and (b).
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2 Which of the following shows the most marked changes in solubility as a 
result of temperature change?

(a) potassium nitrate
(b) potassium carbonate
(c) lead nitrate
(d) sodium chloride.

3 The increase in solubility of potassium nitrate is

(a) highest when the temperature changes from 50°C to 7Q°C.
(b) highest when the temperature changes from 0 C to 20 C.
(c) uniform over the entire range of temperature shown.
(d) none of the above.

Which of the following is not true?

(a)
(b)

(c)

(d)

Up to 20 C potassium nitrate is less soluble than sodium chloride.
At about 45 C the solubilities of both potassium nitrate and lead
nitrate are the same.
Between 0 C and 100 C, the solubility of sodium chloride cannot
be increased by increasing the temperature.
None of the above.

Figure A. Division of energy use in the industrial sector, 1970
Source: US, Office of Science and Technology Executive 
Office of the President, Patterns of Energy Consumption 
in the United States (Washington, DC, 1972)
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Other uses 
(Mostly Urban 
Hauling) 15.3%

Passenger 
Traffic 6.7% 

Aircraft

Freight 8%

(Freight 97%) 
Pipelines 1.2% 

Water Freight 1%
Buses 5%

Figure B. Division of energy use in the transportation sector, 1970 
('Other' includes general aviation, non-bus mass transit 
recreational and passenger boating, recreational vehicles 
and other uses.) Source: E- Hurst, Energy Consumption 
for Transportation in the United States (Oak Ridge 
National Laboratory Report, ONRL-NSF-EP-15.)
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Food Freezing 1.9%

Clothes Drying 10%

Lighting 3.6%
Other 2.3%

Figure C. Division of energy use in the residential sector, 1968. 
Source: Office of Science and Technology, Executive 
Office of the President, Patterns of Energy Consumption 
in the United States (Washington, DC, 1972).
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1 These pie charts

(a) show the pattern of energy consumption in three major sectors of 
the US economy.

(b) show that space heating uses up the greatest proportion of energy 
in the US economy.

(c) compare energy consumption in the three major sectors of the US 
economy.

(d) none of the above.

2 Which of the following is not a valid conclusion to draw from the pie 
charts?

(a) The industrial, transportation and residential sectors in the Uni 
ted States consume the same amount of energy.

(b) The primary metals industries use up less than half the energy re 
quired for space heating.

(c) Space heating consumes more energy than automobiles.
(d) All of the above.

3 Which of the following statements is not true of Figure A?

(a) 'Chemicals and allied products' and 'primary metals industries' make 
up more than one third of the energy used in the industrial sector.

(b) Paper products consume as much energy as food processing.
(c) The primary metal industries are one of the major consumers of 

energy in the industrial sector.
(d) Paper products require the least use of energy in the industrial 

sector.
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SPOKEN INTERACTION
Khong Chooi Peng

Background

The pre-UMESPP materials for spoken English at the Language Centre con 
sisted mainly of situational dialogues and accompanying structural drills in 
social settings. In general, these materials tended to be of a remedial 
nature in that they sought to rectify some of the common errors of students 
from non-English schools. The emphasis was on correctness of form based 
on the belief that oral proficiency was attainable through intensive pattern- 
practice (in drills which involve repetition, substitution and different types 
of surface transformations such as changing questions to statements, or the 
present tense to the past).

When a separate provision was made within the Project for a specifically 
oral component, it was made in the belief that it would encourage compe 
tence in reading and provide the variety that would increase student motiva 
tion. The brief was for a common-core component of forty hours.

In an attempt to gain insights useful for the design of the Project as a whole, 
a survey was conducted among teachers at the Language Centre, using 
questionnaires and personal interviews. Findings specifically relevant to 
the oral component revealed that while the teachers themselves gave prior 
ity to the developments of the students' reading skills, they were of the 
opinion that:

a Students were especially motivated to become more proficient in spok 
en English (listed as 70% of the total student population) and were 
likely to rate their English competence by their ability to communicate 
orally;

b More challenging, functional and interesting ways of encouraging com 
munication ought to be found;

c Activities such as role-playing, problem-solving and language games 
were more motivating than pattern-practice. (Some teachers had ven 
tured into using such activities on their own and reported a distinct 
improvement in enthusiasm and level of participation by their students.)

A separate survey (using only questionnaires this time) was conducted among 
a cross-section of the student body in the Arts, Economics, Law and Science 
Faculties. The aim of the questionnaire was to get an overall assessment of 
the students' attitudes and perceptions of their own problems and needs vis 
a-vis English as a whole and was not confined to spoken skills.
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The findings from the section within the questionnaire specifically related 
to spoken English revealed that although there was a general consensus on 
the importance and desirability of acquiring spoken skills, opinions on needs 
within the campus and in future job situations varied greatly.

The absence of agreement on needs amongst students was perhaps not really 
much of a surprise. The situation then saw the rapid ascendancy of the 
National Language Bahasa Malaysia, and the replacement of English by 
Bahasa Malaysia both within the campus and the country. Set within this 
rapid transition period, it was felt that by the projected time of the com 
pletion of the Project, such needs as defined by these students would no 
longer reflect the true situation.

The period of flux rendered most of the data unreliable. Nevertheless, it 
was felt that some factors that would govern the selection of content and 
methodology could still be culled from the findings.

The factors that were taken into account in drafting the design and syllabus 
of the Unit were that:

1 All of the students at entry would have undergone some years of English 
language learning and although there were differences in actual number 
of years of learning, the common feature was that the syllabus followed 
was 'grammatical' in orientation;

2 Although the learning of grammar in schools did not result (in the stu 
dents' own opinion and from teacher observation) in an ability to 'talk1 
ie communicate in English, nevertheless, some knowledge of grammar was 
a definite 'plus1 factor for course design and content;

3 The students' motivation to want to "talk" English was another definite 
asset, and that the emerging preference (among teachers and students) 
was for a course in which language was used to do something and get 
things done;

k Given the constraints and the realities of the local situation, it would be 
unrealistic for a first-year undergraduate course to concentrate on spoken 
English for social situations or for occupational purposes. (The latter was 
seen as a desirable but more appropriate future goal for final-year 
courses.)

With these factors in mind what seemed possible and worthwhile was to att 
empt to identify the types of speech events (eg informal conversations, dis 
cussions, arguments) that students were likely to be involved in as under 
graduates. From this, it seemed possible to then identify the types of 
language functions that had to be performed, and the methodology likely to 
be successful in their realisation. It seemed also possible to list common
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core notions or topics of inherent interest to provide the context. It was 
recognised that in general, outside the language classroom, such speech ev 
ents and functions were likely to be conducted through Bahasa Malaysia. 
Nevertheless it was strongly felt that it would be expedient to capitalise or 
roles and situations familiar to the students, and that an ability to commun 
cate with competence and confidence in such situations through spoken 
English was a desirable terminal objective.

THE PILOT MATERIALS 

Aims

The Spoken interaction Unit has the following aims:

1 To develop a greater awareness among students of the features, rules an 
processes within spoken English and how they may be used;

2 To expose students to as many types of processes and functions of the 
language of spoken communication as is possible;

3 To help students to develop, through actual and purposeful use, more 
effective communicative skills;

4 To extend, at the same time, both their competence and confidence 
in communicating in English;

5 To provide the ancillary skills of eliciting and responding which are 
necessary for learning, and to facilitate and encourage the use of these 
skills for interaction within the reading components of the UMESPP 
course. Extending greater opportunities for practice in this way helps 
to provide as much immediately perceptible indications of progress as 
possible for confidence building.

Organisation of Materials

The Unit is divided into three phases. The following table attempts to give 
an idea of the range of activities and the progress from controlled inter 
actions to later free communicative situations. A broad characterisation < 
the three phases is given with examples of language functions, topics or 
notions, mode and brief descriptions of activities. Further descriptions of 
each phase are given following the table.
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Phase I lessons are characterised by extensive use of cards, pictures and 
straightforward exchanges as defined by the rules of the games. The activi 
ties put students in situations where there is an immediate need for verbal 
communication to perform certain tasks through joint efforts of the pairs 
or groups. The language generated in this phase is relatively simple. The 
reason for this is two-fold:

1 that students may be led through a series of successful interactions. 
This is felt to be important for language learning;

2 items of language commonly misused by students may be revised. Common- 
core notions such as shape, properties, dimension, spatial relations are 
used as topics.

Phase II lessons move away from description and talk about inanimate ob 
jects to people and self. The lessons here introduce more complex situations 
in which increasing opportunity is given for eliciting and expressing personal 
interpretations, opinions or preferences and to give reasons in supporting 
these. Visuals are often used alongside written texts.

Phase III lessons consist of problem-solving situations many of which are 
open-ended. These discussion activities are meant to recycle the language 
functions focussed upon in preceding phases, while others such as arguing, 
persuading, justifying and reporting are focussed on here. Topics include 
common-core notions of measurement, methods, probability, rank and hypo 
thesis. This phase makes more use of written texts with visuals provided 
where appropriate. It is believed that language skills involved in spoken dis 
cussion and argument will assist students to understand the structure of 
written texts.

Types of Material

The materials for the Unit include:

1 class equipment consisting of five card games, two complementary 
booklets (Booklets A and B) which contain materials needed for paired 
activities in Phase I where each member needs to work with a different 
set, and dividers (to be used when 'players' may not see each other's eff 
orts); two Course Books (one for Phase I and one for Phases II and III 
together). These contain materials students should not see beforehand, 
instructions for games, and other resource materials;

2 the Students' Book, which contains introductions to the lessons, outlines 
of activities, guidelines, and space for brief written records of discuss 
ions. There are two separate books, one for Phase I and the other for 
Phases II and IIIj
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3 the Teacher's Notes, which supplement the Students' Book and explain 
in greater detail the aims of each lesson, materials needed, suggestions 
for presentation, and the language likely to be generated in the activities.

Methodology

Given the objectives of the Unit and the constraints of time, the communi 
cative approach was adopted as the most viable one. In its implementation 
the Unit has four basid concerns ie to:

1 maximize Student-Talking-Time;
2 maximize teacher-aid;
3 maximize activities that stimulate communication;
^ maximize opportunities for success.

Maximizing Student-Talking-Time

The deliberate effort to maximize communication among students is made 
through the reduction of Teacher-Talking-Time and teacher-centred activi 
ties as found in the traditional classroom. To achieve this, the Unit makes 
intensive use of paired and group work for the following reasons:

1 This creates the proper psychological set. Students become aware that 
they are on equal footing with each other and that they all have an 
equally important role towards the successful completion of each set 
task. Putting students in the same pair or small group for a period of 
time generates positive feelings of members towards each other. The will 
ingness to cooperate results, and competition (in activities where a 'win 
ner1 is identifiable) is kept on a friendly level.

In addition, it removes, to a large extent, the fear of making mistakes "in 
public' that so often inhibits the students from saying anything in the class 
room.

2 This makes peer-teaching possible. Increasing opportunities for this to 
occur is desirable because students themselves are more likely to 
succeed in eliciting and responding to difficulties encountered by their 
peers. To facilitate this, the Unit organises students of varying ability 
into each small group.

Maximizing Teacher Aid

Reducing Teacher-Talking-Time does not mean that the teacher had a role 
of reduced importance. In effect, the teacher's meaningful contribution 
towards the learning of each student increases considerably.

The teacher has the responsibility of starting the lesson and establishing the 
understanding of its aims and procedures. Such presentations include play 
ing a round of a game or going through part of a discussion activity with
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the class, and highlighting through actual use the types of initiations and 
responses to be generated.

While the activities are being carried out, the teacher moves from group to 
group, acting as consultant and guide, providing aid where communication 
breaks down, correcting errors, arbitrating where discussion or argument 
reaches a deadlock, and generally facilitating interaction between students.

Maximizing Activities that Stimulate Communication

This is done through providing activities that are student-centred and stu 
dent-led. The activities in the Unit attempt to make explicit:

1 what the student is expected to do in functional terms (eg describe, 
instruct, request, state opinions, persuade, justify);

2 for what purpose;

3 to or with whom;

4 what the particular situation is.

The important thing here is that no student is given the feeling that he can 
successfully accomplish the set task by using his own materials or working 
on his own.

To further increase communication, visuals are used (especially in Phase I) 
to give students maximum freedom to say what they feel they need to say. 
Using visuals also creates the right kind of 'pressure' to call into active use 
the students' latent knowledge of the language. In short, the activities and 
the accompanying aids attempt to get students to make use of language 
for specific ends.

Maximizing Opportunities for Success

The Unit recognizes that adult learners often have something to say in given 
situation. Helping them to say what they want to say and to say it corr 
ectly is far more economical and inherently more motivating than to pre 
scribe what they ought to say. Furthermore, it creates an important 
feeling of achievement as well.

Absolute correctness of form or phonology is not a major criterion for suc 
cess in the Unit. It is probably true to say that the teacher will hear far more 
errors around her in the classroom than she can handle at one time. But the 
crucial first step towards 'error-free1 speech is to get students to produce 
these errors for correction and subsequent replacement, through constant 
practice, by more acceptable forms.



The Unit measures success in terms of ability to accomplish set tasks through 
spoken communication with increasing fluency. The communication that is 
generated is considered far more important than the activities themselves. 
Therefore, there are few 'correct answers' in the Unit except where these 
are used as built-in checks on successful communication in activities such 
as those with 'describe/identify1 or 'instruct/perform' roles.

Classroom Organization

The classroom organization recommended for the whole UMESPP Course is 
particularly important for this Unit. Within a given lesson the student is 
often required to work with the partner opposite him or beside him. This is 
necessary for various reasons: opposite partners need to exchange informa 
tion which ought not to be visible to both, while partners beside each 
other often have to share printed materials such as cards or pictures. Fur 
thermore, lessons may begin or end with group discussions. Therefore the 
seating arrangement has to facilitate smooth transition from one mode to 
another.

For each group of four, a group leader is appointed on a rotating basis. The 
prime responsibility of the group leader is to manage or 'chair' the proceed 
ings, ensuring that things progress smoothly and that other members are 
given the opportunity (or are encouraged) to participate. In addition, reports 
of groups' discussions or decisions to the rest of the class are built into many 
of the lessons, especially in Phase III. This job of reporting is again the res 
ponsibility of the group leader and, by rotating the leaders, each student is 
assured of at least one opportunity for practice.

Reception by students and teachers in the pilot year

The evaluation of the Unit followed the system established for the whole 
UMESPP Course, using the same student and teacher samples from the 
three institutions.

Student Evaluation

A separate questionnaire specifically related to the Unit was used for the 
students. This attempted to obtain feedback on four issues. Students were 
asked if they:

1 understood the aims of the lessons;
2 found the lesson enjoyable;
3 encountered any difficulties within the lesson, and if so, to identify 

what the problems were, and why they occurred;
it felt that they had improved their ability to speak the language. 
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Teacher Evaluation

Issues on which feedback was felt to be necessary seemed common to all 
Units. However, this Unit attempted to get maximum feedback on what 
seemed particularly important, ie:

1 activities which did not generate the type of communication expected;
2 techniques that were considered highly successful:
3 the quantity and quality of interaction generated in each activity.

The data collected was examined for trends within each class, each faculty 
or institution, and finally, the entire sample.

Findings

1 On the whole, the data collected indicated that the students' reaction to 
the Unit was a favourable one with a large majority of the sample respon 
ding positively to questions related to items 1, 2, and ^ mentioned above 
(see .Student Evaluation).

2 The attempts to gather feedback on difficulties encountered (item 3) by 
the students produced a mixed variety not really indicative of a general 
trend. However, noticeable comments from the early periods of the eval 
uation stating an inability to use English (eg. 'I am shy to speak' or 'I do 
not know enough English words') completely disappeared towards the end 
of the year.

3 Teacher reception of the Unit has been, on the whole, a rather enthusias 
tic one despite initial concern over grammatical errors. Findings indi 
cated firm support for the principles upon which the Unit is based. Reports 
on lessons towards the end of the Unit indicated significant improvements 
on the quantity and quality of interaction, student fluency, and a high 
level of involvement and active participation.

4 Criticism of the Unit (there have been quite a few) were directed mainly 
at unsuccessful attempts at realising the principles of the Unit. Others 
can be summed up at criticisms of:

a Content

i There were feelings that there is an over-dominance of 'science- 
like' objects and activities in Phase I which gave non-science stu 
dents the feeling that they were dealing with science;

ii The focus in Phase I lessons on inanimate objects (to control and re 
cycle these) for the practice of different language functions often 
left students with a feeling of not having learnt enough 'new 
vocabulary'.
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b Rubrics

It was generally felt that the language of the instructions in the 
Students' Book was too difficult and that this was especially true of 
the explanations of rules for some of the games in Phase I.

Revision of materials

1 The system of revision took the following steps: 

a each lesson was re-examined against the feedback from the field; 

b factors that needed to be taken into account were identified;

c these were then incorporated into new lesson or activity brief for 
rewriting by team members;

d new activities and lessons were next reviewed for inclusion in the 
final materials.

2 The most apparent result of the revision exercise vis-a-vis Spoken 
Interaction is its physical incorporation into Reading for Academic 
Study (Books I and II). This has resulted in other major physical changes 
arising from implementing guidelines established for the entire UMESPP 
Course. These changes include:

a the removal of physical divisions of the materials into phases;

b dispensing with types of materials such as Booklets A and B and 
Course Books. The materials contained in these have been transferred 
to the appendices of the students' book in Reading for Academic Study. 
The original Teacher's Notes are now found within the Course Man 
uals.

3 Revision of the Unit for pedagogical reasons includes:

a re-sequencing of the lessons to provide a better variety and grading of 
progression;

b replacing lessons which were unsuccessful in realizing the basic prin 
ciples;

c merging lessons which were repetitive or closely similar in aims and 
content;

d simplifying the rubrics in the Students' Book to facilitate comprehen 
sion and smooth progress of activities;



e transferring detailed explanations of procedures to the Course Manual 
to allow the teacher the flexibility of translating these into the level 
of language comprehensible to her students.

Conclusion

Our experience with Spoken Interaction in the pilot year and the feedback 
received thus far on the revised materials in Reading for Academic Study 
have reaffirmed our faith in the approach we have taken. Part of the success 
we have had with our materials is due to the close affinity in approach to 
the rest of the materials in Reading for Academic Study, particularly 
those originally within Strategies for Reading.

We also believe that the course design of our materials is basically adequate 
in that it does seem to meet the level of competence of the students for 
whom the materials were written. The factors within the current situation 
indicate that it is unlikely that the level of competence of the students in 
the near future years will be radically different. It is unlikely too that the 
needs for spoken English within the campus will radically change.

On the other hand, indications point to increasingly specific job-related needs 
outside the campus. From this, it seems clear that a logical and desirable ex 
tension to the materials would be various courses designed specifically for 
spoken English for occupational purposes.
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Sample materials

The sample materials given below are reproduced from Reading for Acad 
emic Stucfy (Book I). In each case, only the main activities of the lesson are 
given. Student materials and the accompanying visuals or cards are given 
first. Teacher's notes from the Course Manual follow, with aims for the 
whole lesson and notes for the selected activities.

Lesson 31 (Describing Shapes

Activity B

Activity C

Ask six questions about shapes

Each of you will be required to choose three figures from the classification 
chart.

Identify each of the figures your partner has chosen by asking him no more 
than six questions about the shape of the figure. When you have finished 
identifying one of your partner's figures, let him identify one of yours. 
Begin each question with "Is it...?" and say only "Yes" or "No" in 
answering a question.

Ask six questions about properties

This activity is basically the same as Activity B. However, the focus here will 
be on the properties or characteristics (number of sides, types of angles, 
surfaces, etc.) of the figures.

Proceed as you did for Activity B. This time, however, begin only two 
questions with "Is it...?" Use "Does it have...?" for the rest. Do not 
use the following expressions:

quadrangular 
triangular 
part of a circle

with a circular cross-section 
with a rectangular cross-section
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Course Manual

Lesson 31

Materials

General Aims

Activity B 
(20 minutes)
Specific Aims

Procedure

Describing Shapes

Student's Book: pp. 206-211 
Cross-references: Lessons 19, 34 and 35.

1 To enable students to ask questions about and describe some common 
geometrical shapes as well as objects in everyday life that possess these 
shapes.

2 To enable students to learn how a classification scheme can be optimally 
used to identify 'unknowns' contained within it. For this a '20-question' 
type game format has been adopted.

Ask six questions about shapes _____________________

1 To give students practice in asking and answering information-seeking 
questions. Specifically, to give them practice in asking questions that 
begin with 'Is it'... ?'

2 To encourage students to ask effective and relevant questions by limiting 
the number of questions they can ask.

3 To encourage students to check, challenge and comment on each of these 
questions and answers.

Be familiar with how the game is to be played.

(a) The only linguistic difficulty that the classification chart presents is that 
adjectives (attributes) are not distinguished from the nominal; (entities) 
eg 'Is it a U-shaped curve?'

(b) The optimum strategy of the game involves:

(i) paying attention to negative as well as positive evidence. Thus, within 
the restricted set of figures shown on the diagram, the answer 'No' to 
the questions 'Is it one dimensional?' and 'Is it two dimensional?' 
makes the question 'Is it three-dimensional?' unnecessary.

(ii) using the classification scheme shown in the diagram asking questions 
about the higher orders of classification before the lower. Thus the 
question 'Is it two dimensional?' should be asked before questions 
like 'Is it a line?' or 'Is it a figure?'

Presentation

1 Choose a figure from the classification chart. Then get the students to 
identify the figure you have chosen by asking you no more than six 
questions. Say only 'Yes' or 'No' in answering.
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each question. It is expected that they will not be able to identify the 
figure.

2 Next, tell the class to choose a figure from the classification chart. Leave 
the room while they decide on the figure. Then show how you can iden 
tify the figure they have chosen by asking no more than six questions. 
Write your questions on the blackboard.

Here is an example of a round. 

Object chosen: a pyramid.

Questions Answers
Is it one-dimensional? No
Is it two-dimensional? No 
Is it a solid with a circular cross-section? No
Is it a cube? No
Is it a rectangular block? No
Then it must be a pyramid. Yes

Note that only five questions were asked in this round.

3 Note that the students are likely to need extra help with the three- 
dimensional figures. The students may have problems asking questions 
like the following:

Is it a solid with a rectangular cross-section? 
Is it a solid with a circular cross-section?

4 Tell the students to record their scores and demonstrate how scoring 
is done. For example, if only four questions are asked, the questioner 
gets four points. A player who does not succeed in identifying the 
figure correctly with six questions gets ten points, i.e. he is penalized 
by having four more points added to his score. The player with the 
lower score is the winner.

5 Let the students proceed in pairs. Three rounds for each player are 
recommended for this activity.

Feedback

Monitor paired work and provide examples of structures where necessary.

Activity C Ask six questions about properties 
(20 minutes) ————————————————————

Specific Aims 1 To give students practice in asking and answering information-seeking 
questions. Specifically, to give them practice in asking questions that 
begin with "Does it have ...?, in addition to questions that begin 
with "Is it...?"

2 To encourage students to ask effective and relevant questions by 
limiting the number of questions they can ask.
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Procedure

Student's Book 

Lesson 35 

Activity B

3 To encourage students to check, challenge and comment on each of 
these questions and answers.

Presentation

1 Demonstrate how questions that begin with "Does it have ...?" 
may be asked in place of questions that begin with "Is it...?"

For example:

Instead of:
Is it two-dimensional?
Is it a part of a circle?
Is it triangular?
Is it a solid with a circular

cross-section? 
Is it a sol id with a

rectangular cross-section?

2 Tell the students to record their scores.

You can ask:
Does it have two dimensions? 
Does it have a curved line? 
Does it have three sides? 
Does it have a curved surface?

Does it have a rectangular 
surface?

3 Let the students proceed in pairs. Three or four rounds are recommended 
for this activity.

Feedback

Monitor paired work and give help where necessary. Some students may 
need help with concepts like "surface" and "side".

Collecting a Set

Collect a set

In this activity your group will be given a deck of thirty-six cards — nine 
sets, each having four cards. Note that the figures in each set are different 
in a number of ways and that each card contains one big diagram and 
three smaller diagrams. The smaller diagrams indicate which other cards 
belong to the set. Your teacher will explain the rules of the game to you.

Collect as many sets as possible by accurately describing the cards you 
need to each other. Listen carefully when a card is being described to you 
so that you can check to see if you have it. Listen also when cards are being 
described to others so that you can find out which members have the cards 
you need.

(Two sets of cards are given on the following pages as samples from the 
deck.)
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Course Manual 

Lesson 35

Materials

Collecting a Set

Student's Book: pp. 227—229.

Auxiliary Material: One deck of 36 cards per group.

Cross-reference: Lessons 31 and 34.

General Aims 1 To enable students to describe spatial relations by getting them to revise 
what they learnt in the previous lesson and by introducing them to new 
expressions.

2 To give students practice in making comparisons and contrasts.

3 To enable students to use the passive voice in addition to the active voice.

4 To enable students to realize the functions of thanking and requesting.

Activity B 
(40 minutes)

Specific Aims

Collect a set

Procedure

Note:

1 To put students in a situation which requires them to make use of the 
expressions describing spatial relations that they have been exposed 
to so far.

2 To familiarize students with some ways of realizing the functions of 
thanking and requesting.

You have an important role to play in motivating students to win this 
game. Impress upon them that the activity aims at providing them with 
an enjoyable situation in which to practise language skills. The game is 
based on the Happy Family card game.

Presentation

1 Distribute a deck of cards to each group.

2 Explain to the students how they should play the game (see p. 128).

3 Follow up the explanation with a demonstration. Assume the role 
of the first player, choose any student and ask for a card. Get other 
students to ask each other for cards. Make sure that the game is 
correctly played. Stress that it is essential for a student to listen 
to the Others in the group during the game in order to find out which 
students possess the cards he needs. Highlight the appropriate language 
structures. Write these on the blackboard.

4 When the students have understood the rules, allow them to play the 
game in groups.

5 The groups which finish early can start a new game.

No additional material is provided for this lesson as the game can be 
replayed.



Lesson 35

Rules for Collecting a Set

Student1 s Book

The group leader shuffles and deals out all the cards. Each player should 
get nine cards.

*
Each player examines his cards, and groups them according to sets.

*
If any player has a complete set of four cards, he places -it face up on 
the table.

*
The group leader begins the game.

^
He chooses any player and asks for a card. He says: 
"1 need the card which has . . . (description)." or "Do you have the card 
which has . . . (description)?"

If the second player 
has the card, he says: 
"Yes, 1 do."

*
The first player then asks: "May 
1 have it, please?" or "Please 
may 1 have it?"

*
The second player gives the 
card to the first player.

The first player says: "Thank 
you."

+
If the first player now has a set 
of four cards he places them face 
up on the table.

4
The first player keeps the turn.

If the second player does 
not have the card, he says: 
"Sorry, 1 don't."

i

The turn passes to the second 
player.

If the first player forgets to say 
"Thank you", he returns the 
card to the second player.

The game can end either when one of the players has no more cards 
or when all the cards are collected into sets. Decide beforehand 
which you prefer.

Penalties. If a player misinterprets a description and gives a wrong card, 
the other player keeps the card. If a player deliberately withholds a 
card, he loses that card plus the other cards in the same set which he has.



Student's Book

Lesson 39 Giving and Following Instructions

The aim of this lesson is to give you practice in giving and following 
instructions accurately. The tasks require you to be very specific when 
giving instructions and to ask questions when instructions are not clear 
or adequate. This is to ensure that instructions are correctly followed.

Activity A 
AO

Leam to describe and construct figures

You will be given two sets of cardboard pieces (Sets A and B). You must 
be familiar with each piece and be able to describe it accurately.

Study each cardboard piece carefully. Learn the names of the angles and 
the lines. Then follow your teacher's instructions carefully to construct 
certain figures. Ask questions if you do not understand anything.

Activity B Construct figures (1)____________________________ 

* You will use Set A and a set of diagrams for this activity.

Study each diagram and then construct the figure shown using the card 
board pieces in your set. Use the numbers and letters on the cardboard 
pieces as a guide. Then give your partner suitable instructions to enable 
him to construct the figure. Now reverse roles with your partner, this 
time using one of his figures. Proceed in this way to the end of the 
activity.

Activity C Construct figures (2)_____________________________ 

You will use Set B and another set of diagrams for this activity.

Follow the procedure used in Activity B. Note that the cardboard pieces 
have neither numbers nor letters on them.
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Lesson 39 Giving and Following Instructions

Materials

General Aim

Activity A 
(10 minutes)

Specific Aims

Procedure

Student's Book: pp. 252-253.

Auxiliary Material: Student's Book: Appendix 10 (pp. 433—535) 
Appendix 17 (pp. 449-451}, and 
two sets of cardboard pieces (Sets A and B)

Cross-references: Lessons 4,12,34 and 35.

To give students practice in giving and following instructions accurately, using 
the terms of spatial relations generated in earlier lessons.

Learn to describe and construct figures

To provide students with practice in following oral instructions. 
To encourage students to ask questions if they do not understand 
instructions.

This activity requires precise instructions.

Presentation

1 Before the activity, draw the outlines of the four pieces on the 
blackboard.

2 Generate the use of the following terms:

four-sided piece 
five-sided piece 
acute angle 
right angle

diagonal line 
horizontal line 
vertical line 
base

Give each student Sets A and B. Draw their attention to the following
characteristics. The cardboard pieces in both sets have one brown
and one white surface. In Set A, the brown surface edges are labelled
with numbers, and the white surface edges are labelled with letters.
Set B is not labelled.
Next give a demonstration along these lines.
(a) Instruct the students to construct an L -shaped figure. (See

diagram)
Suggest that they start with the bottom piece and move upwards.
Point out that the bottom piece has the longest line as a horizontal
base.

An L-shaped figure
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Activity B
(20 minutes)

Specific Aims

Procedure

Construct figures (1)

Activity C
(20 minutes)

Specific Aim

1 To allow students to practise giving specific instructions and to follow 
them.

2 To put students in a situation where asking questions for clarification 
and checking are integral to the task.

Ideally, the pairs should not be allowed to see the instruction sheets or what 
the performer is doing. The instructor should only look at the performer's 
figure after the latter has followed all the instructions. Do not allow the 
instructor to touch the performer's pieces or to use gestures.

Presentation

1 Make sure the students use Set A and the correct sections in their books.
2 Also make sure that the students sitting side by side are working with 

identifical instruction sheets.
3 Help pairs to give instructions or ask questions whenever necessary.
4 Get the instructors to tell their partners to jumble up their pieces 

before they begin with the next figure.

Construct figures (2)_______________________________

To give students further practice in giving precise instructions in a more 
difficult situation. Here students use unlabelled sets which require them to 
rely on greater descriptive skills.

Procedure 

Lesson 39

Make sure pairs use the correct set. Weaker students may need more attention 
and help. The procedure is the same as the one used in the previous activity.

(b)

(0

(d)

Stress the use of words that signal sequence, e.g.

first after this

next finally

then
Build in checking points as you go along, e.g. 

Make sure that Line D is at the bottom and is horizontal.

Join ... so that the angle formed by Joining lines 6 and D is 
a right angle.

Conclude the demonstration by drawing the figure on the blackboard.

5 Next, choose a student. Brief him on how the figure below is to be con 
structed. Suggest that he starts from the left and moves to the right. Draw 
the correct shape on the blackboard at the end. Tell him to instruct the 
class.

A rectangular-shaped figure

Take the role of performer yourself by checking and asking questions 
that seek clarification, ejg.

Is it the larger or smaller four-sided piece?

Does the acute angle now point to the left?

Do I have to turn it upside down?

Is there a right angle at the bottom on the right?

Which side should face upwards — brown or white? 
Feedback 

Monitor the students' progress. Provide help where necessary
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Lesson 39 Student's Book 
Appendix 10: for Student I

Activity B

Make sure that you are working with Set A. The cardboard pieces on 
this set have numbers and letters on them.

1 House-shaped figure

2 Rocket-shaped figure
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Lesson 39 Student's Book

Appendix 10: for Student I 

Activity C

Make sure that you now work with Set B. The cardboard pieces in 
this set have neither numbers nor letters on them.

1 Double-rectangle

2 V-shaped figure
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Lesson 39 Student's Book

Appendix 17: for Student 11 
Activity B

Make sure that you are working with Set A. The cardboard pieces in 
this set have numbers and letters on them.

1 T-shaped figure

te

2 Arrow-shaped figure
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Lesson 39 Student's Book 

APPENDIX 17: for Student II 

Activity C

Make sure that you now work with Set B. The cardboard pieces in 
this set have neither numbers nor letters on them.

1 Step-shaped figure

2 Diamond-shaped figure
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THE ROLE OF TESTING IN UMESPP

ENGLISH FOR SPECIAL PURPOSES PROJECT
Tan Soon Hock

Testing was a crucial component of the Project, the outset of which was sig 
nalled by a Reading Attainment Test administered to a large sample of the 
undergraduate population. The consequence of this test, together with a 
host of other small-scale diagnostic tests, guided the project team in pre 
paring the blueprints for the teaching materials and helped the writer in 
constructing a Reading Proficiency Test which was to be the evaluative 
instrument of the programme. Since then a testing process has been 
continuously maintained.

To provide an idea of what the component involved, this paper will attempt 
to trace, in brief, the development of testing in UMESPP, from the start to 
the present, in three sections:

1 The initial testing programme
2 The development of the Reading Proficiency Test
3 The evaluation of the project materials.

The Initial Testing Programme

1 READING ATTAINMENT TEST

Devised in May, 1975, the test was administered to approximately 2,000 
undergraduates from the Faculties of Arts, Economics, Law and Science, 
with the following aims:

Aims

a to provide a basis for the design of an objective global measure of what 
it is reasonable for the project designers to take as the initial reading 
level of the target students;

b to point out broad areas of difficulty so that more sensitive diagnostic 
tests could be devised to assess the exact nature of the students' diff 
iculties in tackling academic texts;

c to identify the pertinent variables that affect reading comprehension 
among our students through factor analysis; and

d to provide a global measure of comprehension against which further 
tests of knowledge of grammar, rhetorical purpose, vocabulary etc may 
be correlated to see how important each of these sub-components is in 
overall reading attainment.



Test Design and Functions:

The test had two parts comprising the following elements: 

Part 1

1 four extracts from academic texts with ten multiple-choice objective 
questions each, testing broadly the following skills:

literal comprehension centring on rephrases of apparently difficult 
syntactic items and process descriptions;

responsiveness to rhetorical structure and purpose;

vocabulary related to notions common in academic study;

ability to make inferences based on given texts;

ability to perform study operations such as selection and classification;

ability to interpret conversions of prose information into other channels.

2 Three operational tests where students translate the information given in 
prose form into a non-verbal mode using such communicative universals 
as graphs, diagrams or number.

Part II - Cloze tests based on Bahasa Malaysia translations of the original 
four texts.

The primary purpose of this section was to assess students' ability to recall 
shown by research to be an important constituent of comprehension and 
learning. The secondary purpose of these tests was also to give students an 
opportunity to express their understanding of the original texts in their 
native language should the question forms of the original comprehension 
have confounded them. A further purpose was to test the responsiveness of 
students to linguistic cues (given the fact that the content was familiar) in 
their native language. This was to see if there was an L± competence here 
which could be utilised in teaching the L,.
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Findings;

Based on a stratified sampling of 740 students from both English and Malay 
Mediums some of the more pertinent results were as follows:
1 Table 1: Mean Scores of Students according to Medium

Mediurn^^Test

a. 4 University-level 
type passages

j. 3 operational tests

c. Whole test

English Malay

22.47 12

19.15 6.7*

41.43 16.85

Significance

p 0.01

p 0.01

p 0.01

Max.Score

40

30

70

Comparing the means of the two mediums, the stark contrast between the 
two was evident. The performance in the entire test was indicative of the 
low level of proficiency in the sample, with the English medium scoring 58% 
and the Malay medium lagging behind at 24%.

2 Table 2: Mean Score of Multiple-Choice and Cloze Items of Malay- 
Medium Population only

Test

a.

b.

4 University-level type 
passages in English

Cloze of Bahasa Malaysia 
translations of the 4 
passages in (a)

Mean

12

34

Maximum Score

40

SO

Performance in the Cloze test was equally poor. The statistics pointed to a 
possibility that the original four passages in English might have been too 
difficult for students to have had anything to remember (the English pass 
ages were not available for the Cloze tests in Bahasa Malaysia). Any further 
linguistic cues, therefore, even in Bahasa Malaysia, were not of any great 
advantage. It might have also reflected a poor ability to read in the native 
language. One might have expected the Bahasa Malaysia context to both 
stimulate recall and generate understanding even independent of the original 
English texts to a greater extent than it did. This might suggest that stu 
dents were not as alert to context/linguistic clues in their mother tongue as 
they should be. If this were true, then the automatic transfer of sensitivity 
to context from Bahasa Malaysia to English that is often assumed to exist, 
may have to be learned.
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3. Table 3: Distribution of Scores on 4 University-Level Type Passages in 
English

Percentages of Test

0-10

11 - 20

21 - 30

31 - 40

41 - 50

51 - 60

61 - 70

71 - 80

81 - 90

91 - 100

Percentage of Students 
obtaining these scores

0^27

12.1

22.7

17.8

12.4

15.1

14.1

4.05

0

0

The score proficiency shows poor dispersion with the majority of students 
performing below par on skills viewed by the test designers as important to 
comprehension. The mean for the sample was 16.63, the median 15, with a 
standard deviation of 6.96. The majority of students scored 8-14 (total = 40) 
and only one student scored 32.

Diagnostic Testing

Following the analyses of the Reading Attainment Test, more pointed diag 
nostic tests were devised to investigate into further linguistic weaknessses 
of Malay-medium students. The selection of items to test was based on in 
tuition of experienced language teachers of what the problem areas might 
be, for example, testing students' knowledge of cohesion in text, implicit 
discourse structures, the ability to derive meanings of unknown words from 
contextual clues using nonsense words etc. Examples of such test items are:

Item 1 The children went to the concert and I went ______________
(too, so, besides, beside).
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Item 2 The police found a number of clues on the scene of the crime to 
help them in their hunt for the robber. Moreover,

i. at least one person had seen the robber escape and thought 
he could help identify him.

ii. nobody had actually seen the robber so that they had no 
witness to help them.

iii. they had not been able to trace the car in which the 
robber escaped.

Item 3 The last hundred years have provided many new forms of trans 
portation. People who have the money can fly or travel by car. 
People who are not so well off can flerg.

i. walk
ii. become bus drivers

iii. stay at home
iv. ride a bicycle.

Findings of these tests were sufficiently significant to incorporate these 
items into lesson plans.

The Development of the Reading Proficiency Test 

1 Preparation of the Test

Following Dr Alan Davies1 recommendation in 1976, the instrument for 
evaluating the UMESPP materials was to be a reading proficiency test. A 
test of this nature would be forward-looking in that it would plan to test 
the terminal behaviour of a proficient reader. Several reasons contributed 
to this option for a proficiency-type test rather than an achievement test, 
namely:

a The test was to be developed alongside the writing of the materials. As 
such the syllabus was not yet available for a test to measure clearly de 
fined outcomes that were in harmony with instructional objectives;

b A proficiency test would by its very nature, be a more effective evalua 
tive instrument of the materials. Achievement testing, in the form of 
progress checks, would have its place in the course.

c It was clear from the beginning that UMESPP methodology would be 
innovative in approach. Achievement tests based exclusively on exer 
cises required by the Project might be of limited validity. It seemed 
preferable to develop a proficiency test using established techniques 
which, while capable of evaluating novel elements in the course, would 
reflect more generally recognizable terminal objectives.
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2 Determining Levels

Having decided that the test would be a proficiency type, one major finding 
of the Reading Attainment Test held an important implication for the de 
velopment of the Reading Proficiency Test. It was evident that pitching 
tests at target levels requesting terminal behaviour right from the start, 
would not yield useful results. Instead a proficiency test utilising a levelled 
approach with passages in ascending order of difficulty might produce more 
useful data. In this way Malay-medium students might be better able to dis 
cover their entry reading level among the range of level difficulty.

An investigation into reading proficiency levels in residential secondary 
schools in Malaysia, where the medium of instruction was Bahasa Malaysia, 
interestingly supported the findings of the Reading Attainment Test. With a 
series of cloze tests of graded readers and using a proficiency index of 5-100 
the following results were obtained:

Table 4: English Profiency Index of Residential Secondary Schools

Class 
Medium

English

Malay

Form 2

56.5

29.5

Form 3

58.9

30.5

Form 4

59

29.6

Form 5

62.5

30.8

As expected, the English-medium student had a consistently higher level of 
proficiency in English than his Malay-medium counterpart. Improvement, 
however, from Form 3 onwards through to Form 5 for both groups was neg 
ligible or even absent. As Malay-medium students after Form 5 did not 
attend any English language classes, one might expect a stagnation, if not a 
deterioration, in proficiency score upon entry to the University two years 
later.

This study together with the tentative results of the Reading Attainment 
Test pointed to the need to be realistic in determining the base level of the 
Reading Proficiency Test. In such a test there would be a chance for stu 
dents to spread out in pefformance. It would seem futile to set them a task 
beyond their capabilities right from the start.
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According to the minimum target set in the Teacher's Handbook to the Eng 
lish Syllabus for Forms 1-5 in Malaysian schools, students should be able to 
read confidently at a good speed and with full understanding at the 2,200 
word level by the end of Form 3. By the end of Form 5 they should be able 
to read unsimplified materials. A more detailed breakdown of minimum tar 
get level according to school levels is as follows:

End of Form 1 - Level E - approximately 750 words
End of Form 2 - Level C - approximately 1,500 words
End of Form 3 - Level A - approximately 2,200 words
End of Form 4 - Abridged - 3,500 words
End of Form 5 - Unsimplified

In reality the level of reading proficiency was far below that of the minimum 
target. A rough guide is provided for the reading level of the Proficiency 
Index:

55-6* - Reading Level A - 2,200 word count
45 - 5* - Reading Level B - 1,800-1,900 word count
35-44 - Reading Level C - 1,500 word count
25-34 - Reading Level D - 1,200-2,000 word count

An average Malay-medium fifth-former seemed capable of reading at the 
1,200 word level. The same test administered to a matriculation class (Form 
Lower 6), representing the best of the Malay-medium students, with top 
scorers being ex-English-medium students, yielded an index of 35.6, setting 
it at Reading Level C with a word count of approximately 1,500.

Bearing in mind the levels of reading proficiency attained in schools, it was 
thought that the UMESPP Reading Proficiency Test could aim at four 
distinct levels of difficulty, namely:

Level 1 - 600 word count
Level 2 - 1,000 word count
Level 3 - 2,000 word count
Level 4 - authentic University texts

Attempts at simplifying authentic University-type texts were not altogether 
successful. In most cases, then, passages were derived from basal readers. 
In passages that were simplified, technical terms were glossed at the end 
of the passage.
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3 Determining Texts and Items

In text selection there was a deliberate attempt to ensure that passage con 
tent would be of general interest, and would not favour any one particular 
discipline. This was essential as the test was envisaged to be used by the 
entire University.

A total of 12 passages with questions representing the four levels of diffi 
culty were initially tried out to arrive at the final seven. The structures of 
questions and vocabulary used were, as far as possible, graded, except for 
words which were part of the testing apparatus. The feasibility of framing 
questions in Bahasa Malaysia was investigated. But the consultant team of 
Workshop 1977 decided to retain only the rubrics in Bahasa Malaysia, besides 
English, with the comprehension questions remaining in English. (For a 
further discussion and findings on this topic refer to article by Tan Soon 
Hock and Ling Chu Poh, The Performance of a Group of Malay-medium Stu 
dents in an English Reading Comprehension Test", RELC Journal, Vol 10, 
No.l, 3une 1979, p.81-89.)

The possibility of employing various testing techniques was also explored - 
the traditional multiple-choice, the cloze (automatic) versus cloze (rational), 
both with multiple-choice, and cloze (without multiple-choice) versus cloze 
(multiple-choice). A procedure of testing recall in reading comprehension 
was also tried out. The findings were as follows:

a Recall and inferential skills were two decidedly important skills to be 
included in a reading comprehension test. However, on testing recall, 
students should not have the text with them. Administration of such a 
test is tedious and standardization of procedure cannot be guaranteed 
if the number of testees is large, and venues are spread out. In view of 
these practical considerations testing of recall was left out.

b The rational cloze test had a correlational coefficient of .7 with the 
traditional multiple-choice test. This is to say that the overlap in vari 
ance between the two measures is to the extent of approximately 50%. 
This might have been due partly to inadequate number of items. On the 
other hand, it could be said to be generally agreeing with research find 
ings of a high correlation between multiple-choice and cloze technique. 
In view of this it was decided at the 1977 Workshop that the two test 
ing techniques - the traditional multiple-choice and the rational cloze - 
would be used in the Reading Proficiency Test.

4 Trials

The final seven passages with extra questions were administered in April, 
1977 to three schools in Kuala Lumpur (one English-medium and two Malay- 
medium, N - 292). From this extended version of the test, 100 questions 
based on an item analysis were chosen to form the pilot version which was
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administered in June 1977, to the Faculties of Arts, Economics, Science, and 
to Pusat Asasi Sains students. Since then there has been close monitoring of 
the test in 1978 and 1979, with a view to amendments and modification, if 
needed. The test also underwent a further step of being answered by a set 
of native speakers and 15 Language Centre teachers of English to eradicate 
any lingering doubts as to the lucidity of the questions and the key.

In a proficiency test with graded passages it would be ideal to devise items 
testing identical skills at each level. In practice, this was not possible. In 
stead, items testing various skills were spread throughout the test. The 
fifty-item multiple-choice section based its taxonomy of reading skills 
broadly on Barrett's, with minor additions. They were:

1 The ability to extract factual information or understand sentences re 
phrased;

2 The ability to recognize the use of referential devices;

3 Vocabulary;

4 The ability to reorganize materials in a passage in a specified manner;

5 The ability to make inferences regarding information using either local 
contexts or when larger units of prose are involved;

6 The ability to evaluate information either in the passage or about the 
passage or to recognize or infer the main theme.

The following table provides a breakdown of the skills tested according to 
levels:

Table : Specification of Skills Tested

Skills 

Level
1. Level 1

2. Level 2

3. Level 3

4. Level 4

Total

A-D

2

10

9

13

34

E-F

5

4

5

2

16

Total

7

14

14

15

50
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Test Design

The diagram below lists the test components, test form and scores. 

Diagram 1: Test Components, Test Form and Scores

Test Component

Passage One 
(600 word-level)

Total of Passage One

Passage Two 
(1,000 word-level)

Total of Passage Two

Passage Three 
(1,000 word-level)

Total of Passage Three

Passage Four 
(2,000 word-level)

Total of Passage Four

Passage Five 
(2,000 word-level)

Total of Passage Five

Passage Six 
(authentic University Text)

Total of Passage Six

Passage Seven 
(authentic University Text)

Total of Passage Seven

Total of Multiple-Choice 
Total of Cloze 
Grand Total

Test Form

A Multiple- 
Choice 

B Cloze 
A + B

A Multiple- 
Choice 

B Cloze 
A-t- B

A Multiple- 
Choice 

B Cloze 
A + B

A Multiple- 
Choice 

B Cloze 
A + B

A Multiple- 
Choice 

B Cloze
A + B

A Multiple- 
Choice 

B Cloze 
A + B

A Multiple- 
Choice 

B Cloze 
A + B

No of 
Items

7 
7 

1*

7 
7 

14

7 
7 

1*

7 
7 

14

7 
7 

14

7 
7 

14

8 
8 

16

50 
50 

100

Scores

7 
7 

14

7 
7 

14

7 
7 

14

7
7 

14

7 
7 

14

7 
7 

14

8 
8 

16

50 
50 

100
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Time recommended: The test is at present divided into two parts - Part 1 
has four passages and Part 2 the remaining 3. Each part should last for at 
least one and a half hours. A separate answer sheet is provided to facilitate 
marking.

Reliability coefficients of stability and equivalence range from .84 - .88 for 
one group of students at the Pusat Asasi Sains. The other three groups as a 
whole registered r = .69 - .93. The higher reliability coefficients for the for 
mer group of students might have been due to such factors as higher motiva 
tion in test-taking, fewer absentees and more complete answer scripts. 
There was some evidence to show that the low-ability students contributed 
to lowering the reliability coefficient as their performance at the more 
difficult levels was due more to guessing and chance. An initial validation 
of the test with the students' achievement scores in the fifth-form English 
subject paper produced a correlation coefficient of .7. Validation with end 
of year result is expected to be carried out.

5 Plans for further development:

Plans for the future include the following:

a Devising equivalent forms of the test; 
b Building up an item bank;
c Standardizing the test and arriving at norms based on all undergraduate 

population in the country;
d Devising an achievement test;
e Devising a separate test for the discipline-related branch of the 

UMESPP materials, namely, Reading Projects.

The Evaluation of the Project Materials

In 1977 the pilot version of the Reading Proficiency Test was used as a pre- 
and post-test measure partly to evaluate the pilot materials used in class. 
Findings were based on two populations - that of the Arts, Economics and 
Science students, and that of the Pusat Asasi Sains students. These last 
were a more stable group, well-motivated, and presented least disruption to 
test administration in terms of completing test scripts and attendance. Data 
for the first group was confounded by the fact that the number of hours of 
English varied, absenteeism for the post-test was startling. All in all, the 
most significant finding of the pilot material seemed to be that it appeared 
to be more suitable for the average scorer in the Reading Proficiency Test. 
Low scorers did not seem to have benefited from the programme. This im 
plied a need for a stepping-stone programme bridging the entry level of the 
students with the starting point of the pilot materials. This has been



promptly attended to in the final version of the UMESPP materials. For a 
more lengthy discussion, refer to:

1 Tan Soon Hock and Ling Chu Poh, 'A Study of the Performance of Arts, 
Economics and Pre-Science Students in a Reading Proficiency Test and 
its Implications for the Formulation and Evaluation of a Reading Com 
prehension Programme1 , UMESPP Occasional Paper 2, 1978, Language 
Centre, University of Malaya.

2 Tan Soon Hock and Ling Chu Poh, 'Performance Levels of Pusat Asasi 
Students in a Graded English Comprehension Test. Some Issues and Im 
plications for the University of Malaya English for Special Purposes 
Project1, UMESPP Occasional Paper 4, 1979, Language Centre, 
University of Malaya.

The academic session of 1978/79 saw the use of the first of the series of 
UMESPP books, Reading for Academic Study, Book 1. Before its introduc 
tion in class, the Reading Proficiency Test was again administered to stream 
students into homogeneous groups according to test scores in order that 
their performance might be later evaluated through the test.

Alongside test evaluation, students and teacher fill out evaluation sheets 
for every lesson. This is to ensure that any further revision of materials 
would be closely scrutinized, objectively and subjectively. The same rigour 
will be adopted for the rest of the books.

Conclusion

This paper, as can be seen, is not exhaustive. It is only an attempt to high 
light the various aspects of the testing programme, the stages it underwent, 
and the tentative results obtained. Much remains to be done in order to 
create a suitable instrument by which the efficiency and effectiveness of 
the UMESPP materials can be measured with sensitivity. Indeed, the task of 
testing is an on-going process.
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THE REVISED VERSION OF THE UMESPP MATERIAL: A RESUME
Nesamalar Chitravelu

Introduction

Skills for Learning, the course which finally emerged from the pilot ver 
sion of the UMESPP material, still upholds the same pedagogic principles 
and still uses the same methodological devices as the pilot version. The 
brief for the Revision Workshop which was convened in Aprill978 was too 
conservative to allow the students the benefit of classroom tested methods 
and texts instead of pursuing the endless search for 'better' aims and 
devices, however beguiling these may be. Except for the changes in Read 
ing Projects: Science, a large measure of the changes made to the material 
were therefore more in the nature of refinements and adjustments to 'get 
the right fit1 than drastic overhauls of pedagogic design. Most of these 
changes in the lessons were within the terms of reference of the Units of 
which the lessons were constituent parts. The aims and pedagogy of each 
Unit and the revisions made to them have already been discussed in the rest 
of the papers in this publication. This paper will, therefore, confine itself to 
describing the nature of the revisions which affected the course as a whole. 
These will be described under four main headings: 1. Integration, 2. Ration 
alization, 3. Standardization, 4. Rectifying Inadequacies.

Integration

The Students' Books, Teacher's Notes and Course Books of the four units in 
the pilot version came to a phenomenal 26 volumes. This caused much con 
fusion among students and foreign experts asked to review the material and 
great administrative and storage problems for the teachers. In the pilot ver 
sion marketability was not a major factor in the packaging of the materials. 
Now it is. In view of all this, it was decided during the Revision Workshop 
that the three common-core units would be integrated and published under 
one cover. Reading Projects, because it would differ with each faculty, 
would remain a separate, though still complementary, component. The 26 
volumes of the original pilot version have now been collapsed into 6 volumes, 
organised in this way:

SKILLS FOR LEARNING

READING FOR ACADEMIC STUDY READING PROJECTS
(Formerly Units 1, 2 & <0 (Formerly Unit 3)
Students' Book 1 & 2 Students' Book
Course Manual 1 & 2 Course Manual
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Rationalization

MAINTAINING THE RIGHT BALANCE OF SKILLS

The decision to integrate involved the bringing together of disparately pre 
pared material. A large degree of freedom was given to the designers of 
each of the Units in deciding on the content of the units for which each was 
responsible. This sometimes meant overlaps. Admittedly, overlap, when it is 
in the form of reinforcement of a skill taught in one unit through a different 
mode and at a different time in another unit, is beneficial. But overlap some 
times also means "overkill1 . When we viewed the course as a whole and found 
this kind of imbalance, then we have systematically pruned off the unnecess 
ary bits.

Re-Sequencing

Maximizing effectiveness of the course has also involved taking into account 
the results of integration in terms of its effect on the company each lesson 
of the originalunits now kept as a result of the changed environment of the 
integrated course. A mechanical sandwiching - one lesson of Strategies for 
Reading, followed by one lesson of Reading for Meaning, followed by one 
lesson of Spoken Interaction and back again to Strategies far Reading - 
would have destroyed the coherence of the course. Certain lessons needed 
the original company they kept for maximum effectiveness. Each of the less 
ons had already been revised within the terms of reference of the Unit to 
which it originally belonged. In putting together the integrated course, the 
aims of the original unit and the needs of the new integrated course had to 
be balanced and a new compromise arrived at. This largely meant grouping 
of related lessons within the original units and then positioning them in rela 
tion to other groups of lessons from other units for maximum mutual bene 
fit between lessons of different units and greatest internal coherence of the 
new integrated course.

Simplification and Standardization of Rubrics

Pilot testing showed that the instructions given in the Students' Book left 
much to be desired. Metalanguage difficulty was often in excess of task dif 
ficulty and a task which involved a 5-line text sometimes had a 10-line rub 
rics to precede it. An extensive standardizing and simplifying exercise was 
carried out on rubrics across the whole range of the UMESPP materials in 
order to minimize confusion or uncertainty on the part of the students. Stan 
dard formats were used for recurring exercises and activities in an attempt 
to reduce the amount of time and energy the student spends deciphering un 
necessarily complex and lengthy rubrics which divert his energies from the 
main task before him. Specific instructions were physically separated from 
related information or explanation through the use of different typefaces.
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Unnecessary verbiage was cut out through the use of imperatives in prefer 
ence to such chatty forms as "Now see if...," "Try and...". The manner in 
which the answer was to be expressed was also clearly indicated. The stu 
dent was told to "Tick the correct box", or "Note down your answer", or 
"Match the items".

Elimination of Coursebooks

In the general exercise to cut down the number of books in the UMESPP 
course one of the first things to go was the Course Book. Each of the orig 
inal four units had Course Books but each defined the role of the Course 
Book differently according to its own pedagogic needs. This added to the 
general confusion which arose from the sheer numbers and types of volumes 
of UMESPP material.

A close look at the opportunity lost involved in forgoing these Course Books 
showed that they were dispensable. The reasons for which they existed 
could be realised through alternative means.

In Reading for Meaning and Reading Projects, the Course Book was 
mainly an answer book and since answers were already given in the Course 
Manual for teachers, they were really redundant.

In Strategies for Reading, the Course Book was used as a resource book 
for two reasons: (a) to 'hide' texts which, for some pedagogic reason, should 
not be seen by the student until he has finished an activity, (b) where con 
stant reference between a set of texts and a given number of tasks was re 
quired, the texts were put in the Course Book to avoid unnecessary turning 
of pages. The first aim is now realized by 'hiding' the text in an appendix 
given at the back of the Students' Book. The page in which the text is to be 
found is only given in the Course Manual for teachers. For the achievement 
of the second aim two devices have been used. The texts which were orig 
inally in the Course Book have now been put in the appendix and the activ 
ities which involve these kinds of texts have paired work as their mode of 
operation. One student of each pair is instructed to keep his book open where 
the tasks for the activities are given while the other student has his book 
open at the page or pages where the texts are given. In this way the need 
for constant turning of pages is avoided.

In Spoken Interaction different Course Books contained complementary 
material required by Student A while the other Course Book contained mat 
erial required by Student B in activities where it was necessary that Stu 
dent A or B should not see the material the other had. This aim was again 
achieved through putting the material for Student A and Student B in diff 
erent parts of the appendix at the back of the Students' Book. Again, only 
the Course Manual for teachers carried information regarding the location 
of each set of materials.
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Elimination of a Confusing Range of Labels

Rationalization for maximum educational economy also took the form of 
elimination of confusing labels. In its original form, the Course had an un 
necessarily complex labelling system. There were Units, Ports, Sections, 
Phases, Lessons, Steps, Activities and Exercises, and the conceptual or 
pedagogic boundaries each demarcated were often nebulous. A systematic 
attempt was made to eliminate all unnecessary labelling with the result that 
the present Students' Book only contains the labels Lesson and Activity and, 
in those lessons which absolutely require it, Step.

Standardization

The relative independence of the course designers of the pilot versions of 
each of the Units also resulted in unnecessary difficulties in styles of pres 
entation of the material. In the integrated form this called for standardiza 
tion. The most effective features in the layout and system of signposting 
used in the original four Units were sieved out and with these as guides, a 
model layout for the Students' Book and Course Manual was prescribed. The 
kind of material which should go under each sub-section of the Course Man 
ual too was standardized. Some lessons in the pilot version had introductions 
which told students what skills they would learn in that lesson. Some did not. 
As pilot testing showed that involving students in the achievement of aims 
was a sound pedagogic practice, all lessons now carry student introductions. 
Banner headings and lesson titles too needed standardization. Now they re 
flect the main skill taught in the lesson or activity. Formerly, only some 
Units gave the mode of operation for each activity in the margin. Now all 
activities in all lessons indicate this through specially devised symbols.

Rectifying Inadequacies 

Introductory Course

It was found in the pilot run that the considerable novelty in the UMESPP 
approach stunned some students into non-participation. The change from 
their usual expectations and style of learning in the language class and the 
assumptions that the UMESPP course imposed on them were rather drastic. 
An easier transition was required. This has been attempted in a new 28— 
lesson introductory phase with the specific aim of orientating students grad 
ually to all that is new in the course: what they are expected to learn as well 
as how they are expected to learn. Many of the lessons for this introductory 
phase were obtained by re-gearing existing material. Some, however, had to 
be newly written.

Finale

With all the common-core materials now under one cover, the need for a cul 
mination which expresses the stated terminal behaviour of the Course became
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apparent. A new Finale of 12 lessons now requires students to syn 
thesize all the skills they have acquired during the Course. They are required 
to research and - through group discussion and teacher consultation - 
to write up a paper on the theme of Conservation. A bibliography and an 
anthology which reflects all the different kinds of texts which have formed 
the corpus of this Course are given to start the student off on the research 
project.

Additional Help for the Teacher

Although the amount and quality of help to teachers in the original Teacher's 
Notes was, by and large, sufficient, some points which would have improved 
the efficiency of the teacher were overlooked. The original Units left it to 
the discretion of the teacher to choose activities as checks of student pro 
gress. This led to one of three things: there was no check kept on progress 
at all or there was inconsistency in the number and type of activities chosen 
or the activities chosen were inappropriate. Now, activities which can be 
used as progress checks have been picked out for the teacher and indicated 
in the Course Manual through the use of an asterisk*. As recycling in the 
Course is unconventional, is not always obvious, and is dependent to a large 
measure on the initiative of the teacher, cross-reference to related lessons 
is given for each lesson in the Course. Reminders regarding special equip 
ment for oncoming lessons too are provided to ensure the smooth running of 
the lessons.

Self-Study Vocabulary Exercises

Classroom testing of the UMESPP material showed that the students' know 
ledge of vocabulary was even poorer than the Reading Attainment and diag 
nostic tests indicated. Despite repeated attempts by the UMESPP materials 
and teachers to make the student forget his habit of regarding the number 
of words he learns per lesson as a measure of the amount of learning he had 
done in that lesson, and therefore indiscriminately copying down the mean 
ings of as many 'hard' words as he could, he still continued to do so. It was 
obvious that the strategies taught to decode word meanings had to be com 
plemented by actual building up of the students' recognition repertoire of 
the meaning in context of subtechnical and other important lexical items 
which occur in academic texts. As time is precious in the UMESPP class 
room and the particular advantages of group, paired and class work are not 
really necessary for vocabulary acquisition, it was decided that any vocabu 
lary exercise that is given should be prepared for self-study outside class 
time. Each lesson now ends with a self-study multiple-choice vocabulary ex 
ercise. The words for the exercise are selected from the text for the lesson 
and then put into a different context for the exercise. Two distractors are 
given and many of these are taken from previous lessons so that students 
can reappraise them and thus reinforce their understanding of their meaning.
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Provision for Variation

The pilot material did not sufficiently take account of variations between 
individual students and between groups of students. Each main lesson of 50 
minutes is now followed by material for another 25 minutes. In the introduc 
tory 28 lessons, this additional material is intended for use by faster students 
or for use on a longer course or for recycling skills when necessary for 
weaker groups of students. In the subsequent lessons, this material provides 
alternatives to activities in the main lesson. This additional material also 
enables the course to accommodate differences between faculties. The 
Centre for Foundation Studies in Science, for instance, works on a semester 
system and requires material for 32 weeks at 4 lessons per week per aca 
demic year. The Arts Faculty requires material for only 25 weeks at 4 
lessons per week while Law and Economics require materials for 25 weeks > 
at 6 lessons per week.

Conclusion

As was pointed out earlier, the brief for the workshop that was convened to 
revise the UMESPP materials was to be conservative in the changes made to 
the material so that the advantages of pilot testing the material would not 
be lost. However, we have not regarded the whole exercise of writing the 
material and pilot testing them as merely an attempt at producing the re 
quired number of lessons. We have also treated the experiment as an explora 
tion of the determinants of viability within the range of possibilities that our 
intuitions, imagination and knowledge made available to us. This has, to 
some extent, given the material a semblance of being overbold. It appears 
to throw overboard many time-honoured principles in language teaching and 
substitute in their place a course whose pedagogic roots dig into grounds 
which for years have been the subject of educational polemics.

On paper and viewed purely theoretically, the semblance of boldness appears 
valid. In practice, however, the materials have stood up very well against 
the test of the classroom. For this alone the material is worth serious con 
sideration by all those institutions which, like us, face the serious danger of 
attrition of academic standards if an answer to the problem of access to 
knowledge through the reading of academic textbooks in English is not 
solved. Even if all our needs are not exactly the same, there is a remarkable 
similarity in the characteristics of the target populations our materials are 
written to serve. Our approach is worth adapting even if regional variations 
prevent a total adoption. If it is not worth adapting or adopting, then it must 
be at least worth quarrelling with because the answer it gives is to a ques 
tion which has engaged the best minds and greatest expertise in the field; 
because the answer it gives works in the classroom; and because any serious 
attempt to reconcile what appears to be the theoretical implausibility of the 
course and its empirical viability must surely be revealing. And somewhere 
in the process of adopting it, adapting it or rejecting it someone must be 
learning.
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Letter to the Editor

Dear Sir

ESP and TENOR

ESP

My recent article on ESP (ELT Documents 103) was largely a catalogue 
of questions, and may have been lacking in general coherence. Certainly, 
Mr Kennedy (ELT Documents 106) at times argues about points that I did 
not intend to make. I would therefore like briefly to respond to his 
welcome continuation of the discussion.

Mr Kennedy does say much that I would agree with, and makes some 
points that I would carry even further. For example, he observes that it 
is EFL (and not merely ESP) that has been 'driving on regardless of 
unsolved problems': I would extend this to teaching in general and even 
life itself. Again, the fact that there exists 'no suitable system for 
storage and retrieval of materials produced worldwide' also applies to the 
teaching of all subjects and to a great deal besides. I was after all 
writing not about EFL or teaching in general, but about ESP only; to say 
that one lemon is bitter is not to imply that other lemons are not.

What led me to write about ESP in the first place was my uneasiness 
about the whole business of 'satisfying the learner's needs' - a phrase 
which smacked of hedonism when I first met it, but which now I find 
arrogant. It seems to me that an 'I-know-what's-best-for-you1 attitude 
has developed; and Mr Kennedy has said nothing that dispels my unease. 
That the learner's own wishes should be taken into account he concedes 
only grudgingly; and he adds

However, there can be pitfalls ... A learner's notion of 
proficiency in English may be naive or based on inadequate 
educational experience.

Well, I know of at least three applied linguists of high repute who have 
also been known to exhibit naive notions based on inadequate teaching 
experience. I do not wish to suggest that the customer is always right; I 
do suggest that the supplier may in certain respects be wrong. It may 
well be, for example, that there is no great merit in concentrating on 
study skills when dealing with the overseas university student in Britain; 
it is possible that a 100% oral interaction course would increase social 
confidence so far as to change both the on-duty and the off-duty habits 
of the student in such a way as to increase his exposure to spoken English 
immensely, thereby making it much easier for him to understand 
lectures, participate in seminars, seek help, and so on. It is possible that
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such an increase of confidence in using the spoken language would 
transfer positively into his reading and writing skills. It is possible. I 
would just like everyone involved in the ESP industry to be more ready to 
admit that its processes are full of uncertainties, and to be less prone to 
constructing pseudo-scientific justifications. Again I did not mean to 
imply in my previous article that because of the uncertainties we should 
do nothing until we have the results of relevant research. God forbid. I 
value accounts of average trial-and-error teaching every bit as much as 
the results of average research. Mr Kennedy mistook my drift here.

To conclude this first part: while we hear of learners who (despite claims 
that their needs are being satisfied) are apathetic about or even 
antagonistic towards the instructions they are receiving, we should 
question the bases upon which ESP courses have been constructed. In the 
rest of this article, I want to comment on one puzzling suggestion that 
Mr Kennedy makes.

TENOR

A few years ago I half-jokingly coined this acronym for the sort of 
situation in which a learner finds himself studying EFL simply because it 
is a compulsory subject: the Teaching of English for No Obvious Reason. 
Most of the world's school children perceive no particular set of purposes 
to which they will put any English that they learn; and the younger the 
learner, the more remote the prospect of ever using English at all. (I am 
not here dealing with those countries where English still has a national 
function, eg use as a medium of education).

Perhaps the most worrying part of Mr Kennedy's article is where he 
suggests 'approaching all English language teaching situations from an 
ESP viewpoint1 . I cannot see how this could be done in TENOR situations 
other than by imposing specific purposes upon the learner. For instance, 
given a group of Spanish eleven year-olds, we might decide that since 
tourism is one of Spain's largest sources of income and since the British 
form one of the largest tourist nationality-groups, the children should be 
given a course in 'English-for-dealing-with-tourists1 . But this would be to 
impose our own specific purposes. The result would be a mockery of 
educational practice, for we would be limiting the children's roles instead 
of opening up a range of possibilities for them; but if we were to provide 
for a range of possible uses we would be dealing with the range of 
Englishes associated with them and would consequently no longer be 
dealing with ESP as it is usually understood.

Mr Kennedy is nearer the mark when he cites the teaching of immigrants 
in Britain. This is a case of the sort that I excluded from TENOR - a case 
where English has some clearly specifiable functions, perhaps the most 
important of which is its use as the medium of education. Teaching a
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child the sort of English that will help him in his studies could perhaps be 
regarded as ESP (or rather, EAP). Indeed, in anglophone Africa it has 
been regarded as such in all but name, for some decades. Nevertheless 
Inspectors and teachers do need continually to be reminded of this 
function.

There are other points that I could make, and further contentions; but I 
do not wish to seem ungrateful to Mr Kennedy for responding to my 
queries. I hope his remarks will elicit a fruitful response from other 
readers.

Gerry Abbott
English Language Advisor, Sarawak
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