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In this paper we want to set out a number of perspectives on materials design which focus on learning outcomes other than those relating to the acquisition of the second/foreign language. The idea of looking beyond the immediate, stated objectives of educational materials is not a new one. Dewey, for example, remarked in 1938:





Perhaps the greatest of all pedagogical fallacies is the notion that a person learns only the particular thing he is studying at the time.


(1938: 48)





More recently, however, Jackson (1968) has introduced the idea of a 'hidden curriculum' within teaching, referring to learning outcomes apart from those intended in the 'manifest curriculum'. Similar ideas have been expressed by a number of other writers, who see a 'sub-surface' (and frequently pernicious) element to teaching or teaching materials. Freire (1972), for example, is in no doubt as to the 'philosophy of man' projected by conventional approaches to adult literacy.





We begin with the fact, inherent in the idea and use of the primer, that it is the teacher who chooses the words and proposes them to the learner. Insofar as the primer is the mediating object between the teacher and the students, and the students are to be ‘filled’ with the words the teachers have chosen, one can easily detect a first important dimension of the image of man which here begins to emerge. It is the profile of a man whose consciousness is .spatialized', and must be 'filled' or .fed' in order to know. 


(1972: 23) 





   This point has been developed by a number of educational sociologists and psychologists who see important implications of a hidden or ‘.latent’ curriculum. Writers such as Bourdieu and Passeron (1977), Apple (1979, 1981) and Giroux (1983) (discussed in Auerbach and Burgess, 1985) argue, like Freire, that a curriculum is not neutral but reflects a particular view of social order, implicitly or explicitly. According to Bloom (1972: 343), this hidden curriculum is far. more effective than the manifest, planned curriculum because “it is so pervasive and consistent over the  many years in which our students attend schools”.


   One of the main problems in making claims for the impact of a hidden curriculum is the determination of a direct link between any teaching and learning outcomes. Within the field of language education, the existence of a gap between 'teacher's input' and 'learner's intake' is already well acknowledged (see Corder, 1981) and various theories have been developed to account for this mismatch (for example Krashen's notion of an 'affective filter', 1982). If such problems beset an analysis of the impact of the manifest curriculum then one needs to approach with even greater caution the suggestion that it is possible to discover other 'non-language learning' learning outcomes within materials.


   The key variable in arguing for additional learning outcomes is the unpredictable nature of each student's interpretation of a set of materials and their own personal reaction to it. In attempting to account for why aspects of the hidden curriculum are seemingly not 'intaken' by learners, writers such as Apple (1981, quoted in Gordon 1984) have introduced the idea of student 'resistance' to any aspect of teaching or teaching materials:





Schools are not .merely' institutions of reproduction, institutions where the overt and covert knowledge that is taught molds students into passive beings . . . Student reinterpretation, at best only partial acceptance and often outright rejection of the planned and unplanned meanings of schools are more likely. 


(Apple, 1981: 30)





It seems clear, however, that although one cannot specify with any degree of confidence what may  actually be learnt from a specific set of materials, it should be possible to argue for a particular view of what may be available to be learnt, suggesting a broader basis of 'input' from which 'intake' may result. As has been indicated above, this broader basis will relate to a number of areas, to which we now turn.








Areas available for learning





Exactly what may be available for learning will, of course, vary from materials to materials, learner to learner, classroom group to classroom group. In examining materials, however, we have found it useful to focus on six main areas. These are: 1 'general' or 'subject' knowledge offered in the materials; 2 views of what 'knowledge' is and how it is acquired;


 3 views of what is involved in language learning; 4 role relations within the classroom; 5 opportunities for the development of cognitive abilities;


 and 6 values and attitudes presented in the materials.








General' or , subject' knowledge offered in the materials





One of the most obvious ways in which materials may offer opportunities for additional learning is in the 'carrier content' that is used as a basis for language work. Most frequently, this carrier content is fictional in nature, involving imaginary characters in imaginary situations. Materials may, however, serve as a vehicle for several different types of content, such that they address wider 'educational' goals. A common way of doing this is through the inclusion of texts which offer information about some aspect of the natural or social world or about famous people, as the preponderance of passages about volcanoes, wild animals and Elvis Presley in ELT materials shows. Cook (1983), however, outlines wider possibilities for 'real content' in materials, including i) another academic subject;  ii) student-contributed content; iii) language itself; iv) literature; v) culture; and vi) 'interesting facts'. To Cook's list there would seem to be at least two other potential categories which we may add. The first is 'learning itself' and the second is 'specialist content'.


   Little has yet been made of 'learning' as content for FLT materials but it seems likely that in the wake of the currently popular notion :on of 'learner training' we will see an increasing number of texts and tasks in course materials which deal with aspects of the learning process. An example of such a task is from one recent course book, where an attempt is made to integrate 'learning to learn' into 'learning English'.





Learn to study





Everybody loves to hate homework, but it's important when  you're learning a language It gives time to think and to experiment There are basically three types of homework learning for a test, reading or listening to prepare for the next lesson, writing of some kind to practise writing letters etc in English, or to revise words and grammar





1 Look at the suggestions below.  They are about homework. Tick those items in each box that you do, and cross (x ) those that you don't do





1 Learning 


a Check you understand what you're learning





b Learn a little often: don't learn everything at once





c Find ways of learning that suit you (Not everybody learns in the same way )





d Learn with the help of clear notes





e Don't learn when you're tired





f Work with a friend, ask each other questions





In the case of 'specialist content', however, there exists a wide selection of 'specific purposes' materials which include texts and tasks concerned with 'professional topics'. The principal problem with much of these, however, is that they are 'frequently of such a conventional or simpleminded nature as to fail to interest the learner' (Hutchinson and Waters, 1984. 1 12). In other words, they generally present learners with aspects of their profession with which they are already familiar and therefore offer no opportunities for additional, non-language, learning. To remedy this, Hutchinson and Waters argue for the use of content about which the learners have 'a reasonable background knowledge, but with a new or unusual slant to it' (ibid.). Just how 'new or unusual' the material is will, of course, depend very much on each individual's own experience, but greater opportunities for additional learning outcomes may be provided through the design of materials which involve the learner in working with both the language and the content.


   An example of an attempt to offer additional , special purpose' learning is a recent course book for developing abilities in business correspondence through simulations. During the simulations, learners, working in groups representing companies, are required to make business decisions and then write letters to the appropriate 'company'. The following is an example of a role card from one simulation which the learners receive after their company (a soft drinks manufacturer) has decided to scrap their existing bottling machinery due to maintenance costs and order a new disposable bottle system.





�


You have just seen this article in the newspaper





NEW LAW AGAINST  DISPOSABLE BOTTLES


The government has passed a new law forbidding the use of disposable bottles for soft drinks from the  year. The new law aims to reduce the amount of pollution caused by bottles thrown away wi….





  Decide what you are going to do now and then:


  - send letters or emails to make sure you have a working bottling system;


  - send any necessary letters to cancel an order you have made.





Tasks like these aim to not only improve the learners' ability to communicate in the foreign language but to also increase their understanding of the complexities of the target language situation, dispelling the myth of an unproblematic, clear-cut world which FL materials often seem to inhabit. 








Views of what ‘knowledge’ is and how it is acquired.





Stubbs (1976: 94, drawing on Young, 1971) points out that the selection, classification and relative weighting given to subjects in the school timetable may define for the pupil what counts as legitimate educational knowledge and what boundaries are held to exist between subjects. In this respect, one may view the publication of FLT materials in discrete, self-contained textbooks as both a consequence and reinforcement of established subject divisions since, generally speaking, FLT must not be seen to cross into the domains of other school subjects. This fact alone explains why much FLT material appears bland and contentless.


   It is not, however, only in respect of boundaries between school  subjects that the nature of FLT materials may be significant for a definition of knowledge. In connection with the study of teacher-pupil dialogue, Stubbs (cited above) argues that we can see how knowledge is divided up into topics and presented to the pupils as discrete 'facts' or as more open-ended suggestions or hypotheses. In that teaching materials may be held to frame what goes on in the classroom, therefore, the organisation of the materials themselves, as well as the kinds of activities and tasks found within them, will contribute towards forming the pupils' perception of the nature of school knowledge and how this knowledge is arrived at.


   Nowhere is this more , evident than in the teaching of grammar. Despite  the fact that grammarians typically feel unhappy about making definitive statements about what constitutes a , correct' grammatical explanation, the image certainly held by most learners and probably most teachers is that it is indeed possible to make clear, unequivocal statements of grammatical rules. This image almost certainly derives from the tone and organisation of most grammar books, which, in the main, admit no suggestion that the 'rules' given are but mere hypotheses. The following extract, taken from a popular grammar book, illustrates this:





Conditional sentences


Conditional sentences have two parts : the if-clause and the main clause. In the sentence If it rains 1 shall stay at home 'If it rains' is the if clause, and '1 shall stay at home' is the main clause.


There are three kinds of conditional sentences. Each kind contains a different pair of tenses. With each type certain variations are possible but students who are studying the conditional for the first time should ignore these and concentrate on the basic forms.





This contrasts quite markedly with another grammar reference book, which seems untypical in its lack of confidence and its admission that no system c)f categorisation is watertight.





   A common simplification is to say that there are three types of conditional sentences, based on three ways of combining tenses in the if-clause and main clause - namely. 1 'future'. <If 1 see Tom, 1 will telI him.> 2 improbabIe/unreal: <If 1 saw him, 1 wouId telI him.> 3 'unfulfilled past'. <If 1 had seen him, 1 would have told him.> But this arbitrarily suggests that all other tense combinations are exceptions, which they are not.


 Another way of looking at conditionals is to consider them in terms of:


Open (or real) condition (6.22) - open because the events described are a real possibility, already or in the future.


Hypothetical (or 'rejected') condition (6.24) where the condition is 'rejected' as unreal now - although in some cases they could happen later (see below).





   'Factual' views of knowledge, as in the first grammar extract above, are  found quite extensively throughout a number of contemporary course books <organised according to a functional syllabus. Here the suggestion given is that it is possible to make definitive statements about the meaning and value a particular sequence of words will have. This extract is taken from a widely used book for advanced students.


�



�
Here are some useful ways of- requesting. They are marked with stars according to how polite they are.�
�
*�
Hey, I need some change for the phone.


Oh, dear, I haven’t got any change for the phone.


I don't seem to have any change on me.


�
�
**�
You haven’t got 10p, have you?  


Have you got 10p, by any chance?


�
�
***�
You couuldn't lend me 50p, could you?


Do you think you could lend me 50p?


I wonder if you could lend me 50p?


�
�
****�
Would you mind lending me £1?


If you could lend me £1, I'd be very grateful.


�
�
****�
Could you possibly lend me your typewriter?


Do you think you could possibly lend me your typewriter?


I wonder if you could possibly lend me your typewriter?


�
�
*****�
I hope you don't mind my asking, but 1 wonder if it might be at all  possible for you to lend me your car?


�
�



   Surveying the organisation and content of most language teaching materials one is reminded of Freire's comment (quoted above), which suggests that, in literacy materials at least, man is seen as something which needs to be 'filled'. Certainly the view of knowledge presented in most language teaching materials, with their emphasis on rules, patterns and definite statements of meaning, seems to rest on what Popper (1972: 61-2) has called 'a bucket theory'.





Our mind is a bucket which is originally empty, or more or less so,  and into this bucket material enters through our senses . . . and accumulates and becomes digested . . . The important thesis of the bucket theory is that ... Knowledge is conceived of as information consisting of things, or thing-like entities in our bucket .. . Knowledge is, first of all, in us: it consists of information which is in us and which we have managed to absorb. 





 If 'knowledge' in language learning is seen largely as consisting of 'thing-like entities' it is not surprising that the most frequently occurring exercise types in FLT materials focus on the accumulation and manipulation of items. Gap-filling exercises, pattern practice drills and grammatical transformations would all seem to relate in this respect to the same underlying view of knowledge as built up through conscious absorption and manipulation. Indeed, this view of how knowledge is acquired would seem to be so strong that any methodology which emphasises a non-analytic route to a foreign language may be deemed unacceptable. Referring to Krashen's (1982) distinction between 'acquisition' (characterised by exposure to and use of the language) and 'learning' (characterised by the study of grammatical rules), Ager (1985: 14) says:





 . .. if we 'acquire' language we do not exercise the intellect; only  when we 'learn' is the intellect engaged. And if we equate 'learning' with 'education', then language acquisition, as opposed to language learning, would have no place in the schools. 





 The important point to make here is that it is not the efficiency or otherwise of , acquisition-based' or 'natural' approaches to foreign language teaching which is in question. It is simply that, within the context of the established view of knowledge and how that knowledge is to be attained, such approaches are literally 'uneducational'.





Views of the nature of language learning


The discussion above of how materials relate to a view of knowledge has already outlined some ways in which language learning may be similar in nature to other subjects in the school curriculum. Depending on the materials concerned, an image may be projected of, for example, language learning as largely a matter of item accumulation (lexis, idioms, etc.) and the manipulation of rules of structure and/or use. It is likely, however, that the actual procedures of classroom work and the topics involved will be instrumental in defining for the learner what 'learning English' involves. In that most FLT materials are normally organised into 'units' or 'lessons' with a repetitive pattern of sub-sections labelled according to the content or type of activity involved, learners may see learning a foreign language as involving the development of abilities in the specified content areas or activity types. Their perception of what is easy or difficult, enjoyable or unenjoyable, boring or interesting about learning a language may thus be expressed in terms of what they are required to do in each sub-section.


   One useful way to get a picture of what view of language learning a set of materials may project is to read through the sub-section headings in each unit and to look closely at the kind of things which learners are required to do. As an example, below are the section headings and rubrics from one ELT course book, together with brief notes of description in italics.





Reading 1  


   episode of a continuing story 


Comprehension Questions 


   A Choose the correct answer. multiple-choice 


   B Complete each of these sentences with a word from the passage. gap-filling 


Drill Exercises 


   A model 'prompt and response' on a grammar area 


   Now answer in the same way.


   further prompts given  


   B model 'prompt and response' on another grammar area 


   Now answer in the same way.


   further prompts given  


Reading 2 


   passage related to the theme of Reading 1 


   Now answer these questions.


   Writing Exercises  


   A model sentence 


   Now write sentences similar to the model sentence using the key words given below.


   B Make 5 sentences from this table.


   substitution table


Punctuation  


   punctuation rule given 


   Put the (apostrophe/comma/full stops etc.) in the following sentences.





   Assuming that classroom work is restricted to use of the material in the above book in the manner intended, one can hypothesise as to what the likely effect will be for a learner's definition of what learning English involves. At its simplest level, the picture that may be presented by the above sequence of sections is that learning English involves reading texts in detail, attending to items of vocabulary, rules of grammar and punctuation, and writing isolated sentences. At a deeper level, however, it can be seen that each time the learners are required to do something, the activity involves closely following a model or referring back to a text. One can say, therefore, that an underlying message being transmitted to the learners is that to learn English one must complete a series of short, controlled exercises that require reproduction of already presented linguistic facts with little in the way of personal creativity, expression or interpretation.


   A slightly different view of what learning English involves is presented by another course book. In this book, there is no consistent sequence of sub-sections in each chapter. Below are the headings from a sample chapter, together, once again, with brief notes of description in italics.





Dialogue  


    a girl offers a sweet to a boy and a girl 


1 Offer and accept.


    model 4 line substitution dialogue between 'You' and .Friend'  followed by labelled pictures of sweets 


2 Offer and refuse.


    as 1 but this time 'Friend' refuses  


3 Offer and accept or refuse.


    as 1 and 2, but this time 'Friend' can accept or refuse  


4 Thank you for the ice cream, the crisps and the chewing gum.


    as 1-3, but 'You' thanks 'Friend' for the items in the picture  


5 Write and thank a friend for the following:


    Referring to the pictures of sweets, learners complete the  sentence: 'Thank you very much for the . . .'





   In contrast with the first course book headings and rubrics, the above chapter headings suggest no element of 'grammar' in language learning, nor any overt concern with vocabulary and punctuation. The suggestion in this course book is that learning English essentially involves learning fixed phrases into which one can slot different items. For the learner in the classroom, the material may distinguish itself from the first course book by its emphasis on pairwork throughout, but underlying the series of exercises we have a similar view of language learning as largely involving reproduction of the material presented in the book, working  within the strict guidelines of each exercise type. Popper's 'bucket' image and Freire's 'spatialised man' would seem to be relevant here.


   A quite different picture emerges from looking at a third course book, this time aimed at a somewhat higher language level. Once again, the units have no consistent pattern, but here the sub-section headings do not relate to any overt language syllabus and are merely instructions and/or topic information. Here are the rubrics, with a description in italics, from part of a unit.


1 Read this newspaper article carefully. Then complete the map on the next page.


newspaper article, giving details of how a kidnapping took  place, followed by a map 


2 Listen to the news report on the tape and then, from the following photos, choose the one that fits the description of the man and woman. When you have finished compare your ideas with your partner.


4 photos of a man and of a woman supplied  


3 The following is the interview between the police and a witness.


.. . Work with a partner and complete the policeman's  questions.


text with answers to policeman's questions  


4 On Tuesday . .. Lady Blything received a recorded message.


Listen to it carefully and make notes of all the things Lady Blything must do to satisfy the kidnappers.


tape to be played  


5 On Tuesday morning, a note addressed to Lady Blything was found blowing along County Street . .. The message was in code, but the police quickly understood it. Can you ?


 text in code





   As the authors themselves point out, this course book aims at providing 'language exposure' so that learning will take place 'naturally'. The view of language learning that is projected is thus quite different from the first two course books since it would appear that in order to learn one simply has to do things with the language, i.e. to resolve a series of problems or tasks. This view is notable for its absence of specified language areas with which learners must consciously get to grips grammar, punctuation, vocabulary and so on.


   Depending on the prior experience of the individual learner, the view of language learning projected by material can be of central importance since it may shape learners' perceptions of their own abilities and of the steps they need to take to progress further. Learners using course books 1 and 2, for example, may see their problems lying at the 'item' level of lexis or set phrases, whilst learners using course book 3 may rather be concerned with the extent to which they can accomplish 'whole tasks'.  Each of these views may affect the kind of strategies learners use to learn.


Vocabulary lists, punctuation and grammar rules, and exact translations would seem to be suggested by the first two course books. Extensive reading or writing and the need to find , real' opportunities to use the language might be suggested by course book 3.





Role relations within the classroom


In our consideration of the above three areas, we have already stressed  that learner interpretation is the key variable in determining actual, rather than possible, learning outcomes. In turning to an examination of how materials may relate to classroom role relations, however, one needs to consider a further level of complexity; this is the extent to which materials may account for the ways in which teachers and learners interact with each other. It requires no great insight to acknowledge that there are numerous factors which influence how teachers and learners perceive each other, and most of these are well beyond the nature of a particular set of materials. The crucial factor is thus not only how learners interpret what is provided in the materials, but also what actually happens in a particular classroom. Nevertheless, since the construction of teaching materials is a deliberate attempt to bring about certain kinds of interaction in the classroom, we believe it is important to consider materials in terms of what they may suggest for the learning of classroom roles.


   One useful concept with which to examine role relations suggested by materials is Bernstein's (1971) notion of a 'frame', which refers to the actual relationship between teachers and pupils and the range of choices which they have over what is done between them. Thus a strong frame will 'reduce the power of the pupil over what, when and how he receives his knowledge'. Whilst Bernstein himself does not consider either classroom interaction or teaching materials, Stubbs (1976: 97-9) relates the concept of a frame to Sinclair and Coulthard's (1974) identification of a teacher initiates/pupil responds/teacher feedback (IRF) discourse structure in many teaching situations. Stubbs argues that, in the IRF structure





   the pupil's role is passive: he must respond. It is the teacher  who initiates and then evaluates, before asking an<>ther closed question. . . . the assumption is that it is the teacher who has control over who talks when; and that education consists of listening to an adult talking and answering his or her questions. 





 In terms of language teaching materials it is not difficult to find numerous instances in which this kind of discourse structure is suggested for classroom work. One device widespread in materials is the drill, which would seem to exemplify the kind of passive learner role which Stubbs depicts. This example, taken from a recent , communicative' course book is not untypical :





DRILL





1 Yes, it (be) very good.


Did you see the 6lm on  television yesterday?


Yes, it was very good.





2 No, he (be) British.  


Was the spy Russian? 


No, he was British.





3 No, the Professor (shoot) James Bond.


4 No, Selina (find) the  formula.


5 No, Melissa (jump) from  the helicopter.


6 No, Melissa (help) Bond!


7 No, Rocky (search) for Selina!


8 No, Melissa (lose) the formula!


9 I don't know, I (not see) the end!





   Stevick ( 1976) provides another analysis of drills suggesting an additional source of learning: classroom roles as a parent-child relationship. Drawing on Berne's (1964) theory of Transactional Analysis in which adult relations are seen in terms of ego states labelled Parent, Child, and Adult, Stevick (1976: 78) says:





 In a drill, ... the learner is in the sheltered position of a child, or  even unborn foetus. It is therefore only natural that his ego state ...should be that of the Child. 





Stevick's most important point, however, is not in respect of roles in the classroom, but in terms of what may get learnt: “ego states are stored along with the basic sentences and structural automaticities” such that  “subsequent attempts to speak the language will inexorably revive this ego state along with the words and phrases” (ibid.). For Stevick, this explains the common feeling amongst many FL learners of an unwillingness to speak for fear of making mistakes and a consequent attempt to avoid FL situations.


   A similar passive role for the learner is found in another procedure  widely advocated in accompanying teacher's books, choral repetition.  The following example is taken from the teacher's notes for a course for eight- to twelve-year-olds, published in 1984.


�


Stage 2 - Teaching the language in focus


Pictures, words or visual aids from Stage 1 become prompts for this stage.





(1) Say the model sentence clearly for Ss two or three times.


(2) The whole class repeats the sentence three times, groups repeat  it once each and finally three or four individual Ss repeat it.


(3) Using a prompt from Stage 1, try to get the first substitution  on the model sentence. A good S should be able to give this new example.


If a S cannot make the substitution, give it exactly as with  the model sentence above.


(4) The whole class repeats the substitution sentence three times,  groups repeat it once per group, and three or four individual Ss repeat it.


(5) Using the other prompts, Ss make further substitutions on the  original model sentence.


(6) Ss practise these new substitutions as (2) and (4) above.


 








Following the above procedure, pupils will hear the 'model sentence' and each substitution somewhere between 15 to 20 times, depending on the way the class is grouped. It is difficult to resist the idea that it is not simply the foreign language that is being taught here. For the pupils, the experience of simply repeating sentences after the teacher's prompts would appear to demonstrate clearly that their role in the classroom is largely a powerless one in which they mechanically follow instructions.


The fact that this is done in chorus adds the sense of anonymity and being 'one of the mass' upon which much social control - inside and outside the classroom - seems to rest.


   Perhaps mindful of the implications of chorus repetition and drills, recent materials include a considerable amount of pair or group work.


Whilst much of this would appear to be essentially the same in terms of Stevick's analysis of Parent-Child roles (see for example the rubrics for the second course book analysed above), some materials offer opportunities for learners to work more freely. This often implies that the teacher's authority over the class is weakened, and certainly, the more the learners are encouraged to work things out for themselves and to practise without the constant supervision of the teacher, the more the balance of power within the classroom changes. The following extract from a course book illustrates the extent to which the role of the teacher can be altered from that of 'Parent' to that of 'Adult', with much of the decision making of classroom procedures handed over to the learners themselves.





�


  


   One important point to remember, however, when discussing role relations, is that even the most adventurous materials writer is limited in devising materials which imply a redistribution of power and control in the classroom. Materials must comply with the orthodox view of the nature of classrooms, or they will simply fail to sell - the fate of the material extracted above. That the language teaching profession as a whole is unsure about giving up the role of teacher as .possessor of knowledge' is evidenced by the fact that publishers frequently produce.


 two versions of a student's book: one with an answer key and one  without. As has already been suggested, to a great extent, language teaching materials reflect wider notions of what education is and how it should be carried out. We should thus expect changes in the classroom roles which language teaching materials project to follow developments in other areas of education.








Opportunities for the development of problem-solving  abilities


   The discussion above has shown how language teaching materials are  frequently based on a 'bucket theory' of knowledge (Popper, 1972) and a view of teaching as 'filling' (Freire, 1972) through the emphasis on feeding items of linguistic knowledge to learners for them to absorb and accumulate. At the task level of materials, we can find evidence of this in the preponderance of exercises such as repetition, drills, gap filling, and comprehension questions. The significance of this is that, in the main, materials tend to develop the reproductive and mechanical abilities of learners, neglecting the wider possibilities - and perhaps desirable aims of language teaching.


   We have already seen how language teaching may be used as a vehicle  for 'general' or 'subject' knowledge since it is not specifically tied to any content area. In a similar manner, language teaching materials may offer the opportunity for developing 'problem-solving' abilities, by avoiding an emphasis on closed, item-level exercises and instead providing 'whole tasks' which require learners to consider a number of factors at the same time. In recent years, this opportunity has been taken up by a number of authors, although the total proportion of materials which aim to include a genuine problem-solving element is still extremely small. One example of this is the material already cited in our discussion of , subject' knowledge which provides business simulations as a context for developing writing skills. The following example, this time taken from a book for schoolchildren in the Middle East, is particularly interesting because it attempts to link focused work on an area of grammar with the resolution of a mathematical problem. The aim, then, is not only to improve the learner's abilities in the foreign language but also to develop generalisable skills in problem solving. 





�








On one level, then, the insistence on reproductive and mechanical tasks in language teaching materials can be viewed simply as a lost opportunity to capitalise on the unique position of language teaching. On another level, however, the frequent use of such closed tasks can be seen as having a constraining influence on the abilities of learners. In our earlier discussion of views of the nature of language learning, we suggested that the organisation of materials may influence the kind of learning strategies which learners adopt. Bruner ( 1960), however, suggests another aspect to this. This is that particular classroom procedures may actually inhibit other ways of working:





 we emphasise algorithmic (rational) thinking at the expense of  holistic (creative) thinking land in doing so may thus handicap the development of problem solving abilities. 





   Recent developments in language theory view language use as involving the negotiation and interpretation of meaning, seeing communication as problematic (see Breen, 1987). This view challenges many of the basic assumptions of conventional approaches to language teaching materials, which, in the main, emphasise control o f the surface element of language. In the past, materials design has generally responded to innovation in language theory by simply supplementing the existing stock of exercise types and syllabus approaches (for example, the absorption of functionalism). It seems likely, however, that if a negotiation/interpretation view of language use becomes more widely accepted, we will see a basic change in materials away from 'language learning as reproduction' and more towards 'language learning as problem solving'.








Values and attitudes presented in materials





One way to view claims about what may be learnt from a particular set of materials is to consider whether the learning would be brought about experientially (i.e. through what learners are required to do) or referentially (i.e. through the content of the material itself). Contemporary views on education suggest that one may make stronger claims for a learning outcome that is arrived at experientially than for one arrived at referentially (see for example Holt, 1976; Postman and Weingartner 1969. Freire, 1970; Stenhouse, 1975). In this respect, the first area we discussed, general or 'subject' knowledge offered in materials, distinguishes itself from areas two to five in that the first area is principally concerned with referential learning whilst the remaining areas involve experiential learning. The sixth area of possible learning outcomes is, however, similar to the first area, since it concerns how far learners may integrate values presented in materials into their own value system simply through contact with the text.


   The doubt over arguing for the transmission of values presented in texts makes all the more interesting recent studies which claim a direct relationship between the values and attitudes learners expressed and those found in the texts with which they work. Porreca (1984) reviews a number of studies concerned with sexism in teaching materials.  In one study (Jenkins, cited in Nilsen, 1977) found a direct correlation between the length of time spent using the Alpha One Reading Program (which apparently portrayed girls as ‘stupid, dependent, whining and fearful’ and boys as “active and aggressive” and the degree to attitudes matched those in the materials. Another study by Bem and Bem (1973) found that when jobs were described using the female generic pronoun women were significantly more likely to aspire to those than when the male generic pronoun was used. 


   Porreca's own study details fairly thoroughly the extent of sexism in American ESL materials and suggests implications similar to those in the studies described above. Sexism in language teaching is however, just one of an infinite number of areas which one may look for. Others might be ageism, racism, elitism, heterosexism, pro- or anti- smoking, pro- or anti-alcohol and so on, and it is not difficuly to identify instances of each of these in LT materials. This example from a unit on the superlative form, would seem to present a particular view of Arabs:
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   Similarly, a recent course book, containing hundreds of colour of these fit the stereotype image: one is a muscular athlete and the  a manual worker. Another very popular course book contains over thirty references to smoking or drinking in the first 25 pages, thereby, some would argue, legitimising and sanctioning such behaviour.  The rights and wrongs in international politics are not neglected either, as this shows.
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In order to begin to argue that such features of materials may bring about particular kinds of learning outcomes, however, one needs to show that specific values or attitudes are pervasive throughout the text (Gordon, 1984), in the way that Porreca has been able to show with regard to sexist bias in ESL materials. Without this evidence, one may simply object to the inclusion of certain items on the grounds that they offend our own moral sensibilities.








Conclusion


  In this paper, we have surveyed some alternative perspectives on materials design which look beyond the goals of language learning itself. We have been able to identify the various ways in which materials may contribute to learners' perceptions (of knowledge, language learning, and roles), to their affective and cognitive development, and to their general stock of information about the world. At various points in our survey we have suggested aspects of materials which, as a profession, we may consider undesirable. Certainly, in citing specific examples from course books we have probably suggested learning outcomes which the individual authors in question would consider unintentional. But materials hold such a significant place in language teaching that it would seem important for us to 'get it right'.


   In examining a specific set of materials - either already published or under development - there would seem to be a number of basic questions which we can use to focus our attempt to look beyond language learning. Each of these questions relates to the areas discussed in this paper, and we offer them here by way of a summary of the issues we have touched on. They are: 





1  Do the materials extend the learner's 'general' or 'specialist'  knowledge?


2 What view of knowledge do the materials present? What implications might this have for how learners attempt to learn?


3  Do the materials develop the learners' understanding of what is involved in language learning and how they may help themselves?


4  How do the materials structure the teacher-learner relationship? What  'frame', if any, is placed on classroom interaction?


5  Do the materials develop the learners' general cognitive abilities? Is  language learning presented as reproduction or as problem solving?


6  What social values and attitudes do the materials present?





   It is, of course, up to each individual to determine what he or she sees as  appropriate and desirable 'non-language-learning' learning outcomes from classroom work, but the process of looking at materials from a number of different perspectives should sharpen our understanding of their complex nature. At the design stage, it is a salutory experience for authors, publishers, advisers and curriculum developers to look at materials under development and consider what overall impression they create. This will almost certainly identify aspects of the materials which need rethinking, supplementing or abandoning. It would, after all, seem unlikely that those features of materials which are unintentional will match the conscious, expressed philosophies of their designers.


   For those involved at the implementation stage of materials (teachers, course designers, learners) 'raising to consciousness' the underlying nature of the materials they are using will probably necessitate similar courses of action. A frequent step taken by teachers when they find materials lacking in some way is to supplement them with other materials, either their own or published. This would seem one possible course of action in respect of the issues discussed in this paper, but there are at least two further possibilities.


   One possibility is the obvious one of rejecting or abandoning the materials, in favour of using other materials or no materials at all. The other possibility is less obvious and involves retaining the materials but, as it were, 'turning them on their head', making the materials themselves the object of critical focus in the classroom. Of the examples we have given, the view of Arabs projected by illustration is one clear case where the materials themselves could be challenged. Much the same action could, however, be taken in respect of all the areas discussed in this paper by encouraging learners and teachers to reflect on how materials influence what they do in the classroom. We have cited Freire a number of times in this paper and his work would also seem relevant here. One of the key features to Freire's approach to education is that it should be 'problem-posing', aiming to question and analyse the reality in which we live. For language classrooms, such an approach would free teachers and learners from the values, views and ways of working imposed on them, however unintentionally, by the materials they use.
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