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Introduction

Any discussion about course design involves questions about curriculum and syllabus planning. The
terms ‘curriculum’ and ‘syllabus’ are used in different ways by different education scholars and
practitioners in general and foreign language education writers and educators in particular. One goal
of this Unit is to identify the most common uses of these terms in foreign language education
discourse.

Task 1:
Read Section 1 and answer the following questions:

e What is a foreign language curriculum and what kinds of information is it likely to contain?

e In what ways is a syllabus different from a curriculum and what kinds of information is the
former likely to contain?

e What purposes do curricula and syllabi serve?

e Which are the most appropriate equivalent words used in Greek for the terms curriculum and
syllabus?

1. Curriculum and syllabus: towards a definition

In her book, “The EFL and Ideology”, Bessie Dendrinos (1992: 145) notes that there is a general
confusion over what is meant by the term “curriculum” and the term “syllabus” partly because the
terms are used differently in American and British English. The British commonly use the term
“syllabus” to refer to the content of an individual subject, whereas the term “curriculum” to refer to the
totality of content to be taught and of aims to be realised within one school or educational system. In
other words, the British place syllabus in a subordinate position to curriculum. Americans, on the
other hand, see the two products as different in orientation — not in hierarchical terms. However,
there are a number of points that both agree upon:

1. Curriculum planning involves decision making in relation to:

a. the identification of pedagogic goals and objectives to be achieved during a whole
course

b. possible identification of a group of learners’ needs and purposes

c. the selection of content and perhaps its grading in very broad terms.

2. Syllabus planning involves the selection, the detailed organisation and/or grading of content
to be dealt with in a class for a specific period of time.

In using the terms “curriculum” and “syllabus”, Dendrinos makes a three way distinction. Specifically
she distinguishes between:

e The general curriculum of the educational institution, which she defines as all the teaching
and learning which is planned and guided by the school, whether such learning is carried
inside or outside the institution.

e The subject-specific curriculum, which is concerned

— with the structure, content and organisation of a particular course to be offered (for
example, over a three year period in lower secondary school), as well as
— with the content to be included, disseminated and evaluated.

e The syllabus, which is concerned with the content; that is, WHAT is to be taught and learned
in a particular class, as well as the way the object of knowledge is to be dealt with. That is, it
also involves the HOW, regardless whether this is spelled out in detail or not (whether it is
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stated directly or implied in the way the syllabus is organised for and implemented in a
particular class).

In making the above distinctions, she makes the point that the subject-specific curriculum should not
be viewed as some type of super-syllabus. The two are different and their differences are quantitative
and qualitative.

Others, informed by current ELT discourse, make a two way distinction and define the concepts as
follows:

e Curriculum: It entails a broad description of the general aims/goals to be realised within an
educational institution. A curriculum may also include the content, processes, and means of
evaluation of all the learning experiences planned for pupils through classroom instruction.

e Syllabus: It entails a more detailed and operational statement, which refers to the content or
subject matter of an individual subject.

2. Official FL knowledge: international and local experiences

Policy and decision making about what is to be taught and learned in schools, and perhaps how,
may be done on a national level, which means that there is a national curriculum, or on a local
level, which means that there are local curricula developed by individual states, boroughs or
schools.

Task 2:

Look at the different policies for school (official) knowledge planning and think about the ideological
and political underpinnings and social effects of each.

1. Inthe U.K., up until the 80s, curriculum development was a school project. It is not until
recently (about 15 years ago) that a national curriculum was introduced for the first time ever.
The national curriculum of England and Wales in particular entails a broad description of the
general aims/goals to be realised within the school. It also includes:

a. broad descriptions of the content or subject matter of individual subjects, in the form of
“can-do statements” which imply processes of teaching and learning,

b. broad descriptions of evaluation of all the learning experiences planned for pupils
through classroom instruction.

There is a certain degree of “freedom” of choice where decisions regarding syllabus planning
are concerned. Such decisions are made at a school level, by teachers who are in a subject
specific department (maths department, English department, science department, etc.). Each
Department’s teachers are also responsible for choosing textbooks available in an open
market and for designing support teaching and learning materials.

2. The U.S. follows a totally decentralised educational system and offers different opportunities
to different groups of learners. There is no national curriculum. Curriculum and syllabus
development is a school project, only sometimes following the general guidelines of the state
and sometimes the municipality. Guidelines for what is to be official knowledge in schools
differ quite significantly in this educational system, and so do curricula and syllabi in different
states, cities and schools. Here too, many decisions are made at a school level, by teachers
who are in a subject specific department and also decide what textbooks to use, how to use
them and when. Department teachers are also responsible for designing support teaching
and learning materials in accordance with the assumed needs of particular groups of learners.
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3. Greece has a centralised educational system aspiring to ensure that all students in Greek
schools receive the same quantity and quality of education. Therefore, the school curriculum
[oxoAiké TTpoypapua] is developed by order of the Ministry of National Education and Religion
so that schools throughout the country follow exactly the same programme that specifies
which subjects are to be taught, when and in what pedagogic circumstances. There are also
central decisions to be implemented nationwide regarding particular subjects (i.e. history,
Greek, maths, biology, etc.). For each subject to be offered in primary school [6nuoTIKd], in
junior secondary school [yupvaoio] and in senior secondary school [AUkel0], there is usually a
national subject specific curriculum [eviaio TTpdypauua Tou yabAiuarog] with a detailed
specification of the pedagogic goals to be achieved during a period of time. There is always a
national syllabus [avaAuTikd TTpdypauual, published in the government gazette [E@nuepida
NS KuBepvroewg]. The national syllabus provides a very detailed description regarding the
content of the knowledge to be transmitted during the school year and sometimes the way
that this knowledge is to be disseminated and evaluated. Finally, there are centralised,
national decisions as to textbooks to be used for each subject in school. Textbooks are
written by groups of educators at the order of the state and are provided to the students by
the state itself. In case that it is decided that a selection of textbooks from the market be
permitted (as is the case sometimes with foreign language courses), there is a central
decision regarding the textbooks to be included on the state list. That decision is made on the
basis of centrally defined criteria, the main one being to what degree the textbooks submitted
for consideration help the implementation of the syllabus.

3. Society, FL teaching/learning and the curriculum

It has undoubtedly become evident, from discussion stimulated by the information presented in
previous units, that different theories of language and language learning inform different FLT/L
approaches and methods which are at the basis of curricula and syllabi that lead to different
teaching/learning practices and assessment technigues in FL programmes. However, it must now
become clear that there are also other essential factors that are to be taken into account when
planning foreign language programmes and developing FL curricula —factors that relate to the wider
educational and social context in which FL teaching and learning takes place. In recognising this, it is
understood that, just as language operates within a social context used for the expression of social
meanings, in the same way language teaching and learning cannot be separated from the
educational and social environment in which it takes place. Figure 1 shows the hierarchical nature of
these factors and their interrelationship.

Task 3

Study the figure and reflect on how important the role of each of the contextual factors is and how it
may impact FL programmes in general, curriculum development in particular.
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Figure 1: Contextual factors in language teaching from Stern (1983: 274)

4. Course planning: requirements and organising principles

The development of any foreign language course (or any other subject in school for that matter)
presupposes planning which is based, as discussed in previous Units, on particular assumptions
about the object of knowledge (i.e., its nature and purpose), as well as on assumptions about ways of
transmitting and acquiring that knowledge. Foreign language planning, as practiced in FLD, follows a
number of requirements as well as certain organising principles.

Task 4:

Read the requirements proposed by Breen (1987) and Brumfit (1984) and, on the basis of the
information you have available, think about whether there are also any other requirements and
whether any single curriculum or syllabus can respond to all of them at the same time.

Table 1. Course planning requirements.

1. The course plan should provide an accessible framework of the knowledge and skills on which
teachers and learners will work.

It should offer a sense of continuity and direction in the teacher’s and learners’ work.

It should represent a retrospective account of what has been achieved.

Pl e DN

It should provide a basis on which learner progress may be evaluated.

5. It should be sufficiently precise so that it may be assessed through implementation as being
more or less appropriate for its purposes and users.

6. Itis a document of administrative convenience and will only be partly justified on theoretical
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Table 1: Course planning requirements.

grounds, and so is negotiable and adjustable.

7. It must harmonise the three contexts within which it is located:
e the wider language curriculum,
¢ the language classroom and the participants within it,

¢ the educational and social reality that the course-plan is supposed to serve.

Task 5:

Read the organising principles of a course plan listed below and, on the basis of the information you
have so far, think about whether there are also any other principles one can use for organising their
course plan.

Table 2: Organising principles of a course plan.

Principle Details
Focus Focus on particular aspects of target language knowledge or capability.
Selection Given a specific focus, the syllabus designer selects particular items, i.e.,

language elements (grammar and vocabulary, notions and functions of language,
etc.) for teaching and learning.

Subdivision | This involves breaking down selected content into manageable units. This is often
hierarchical with superordinate categories and subordinate categories defined on
the basis of a theory of language, a theory of language learning and a theory of

pedagogy.

Sequencing | Involves marking out of content along a path of development. Deciding the order
in which the items should be taught.

Task 6:

Below is a list of basic steps to follow when planning a FL course. Think about whether these steps
are always necessary and therefore taken.

Table 3: Steps to planning a FL course

Step Description
1. Carrying out needs Collect objective data to find out who the target group learners are
analysis. and why they want to take the course. That is, information about

the learners who will be taking the course, as well as information
about learners’ perceptions, goals, priorities, about reasons why
they are in the course and about the type of classroom activities
they prefer.

2. Carrying out means Consider carefully which the constraints in the particular
analysis. teaching/learning situation are (e.g., what type of infrastructure
there is in the school, what types of instructional materials will have
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Step

Description

to be used, what types of learning aids might be available).

3. Formulating the Write down what the basic objectives of the course are (see
objectives of your Section 5 below) and, if there is a specified curriculum, see how
syllabus. these fit in with it.

4. Designing the syllabus. | See Section 6 below.

5. Selecting the Create a checklist that you can use for the evaluation of
instructional materials. | instructional materials (an issue to be discussed later on in the

course).

6. Planning for additional | Decide what additional materials you might need for your own
materials to be written reference, learner instruction (particularly materials from authentic
or designed. sources), for support to groups of ‘weaker’ students, and for testing.

7. Using appropriate Make a checklist of the techniques which seem to be appropriate
techniques. for the specific group of learners.

8. Assessing learner Decide and plan how you will be assessing learner performance
performance. and what types of assessment tools you will be using, as these will

provide you with feedback on your course plan.

9. Assessing teacher Plan for ways of assessing your own performance as an instructor
performance. and facilitator.

10. Evaluating the Plan for ways of evaluating the syllabus and its implementation by

syllabus.

reflecting upon pedagogic practices.
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5. Articulating the objectives of a curriculum or syllabus

Articulation of the objectives depends on a number of factors, including whether the curriculum
and/or syllabus planner focuses on the product or process of teaching and learning. As such, they
may be articulated as either product objectives or as process objectives.

Table 4: Product objectives

Having to do with:

Example 1:

Example 2:

The language awareness
learners are expected to
develop as a result of
instruction.

Learners should be able to use (or
omit) the definite and the indefinite
article according to the
linguistic/social context and the
discourse/ genre of the text.

Learners should know how to
introduce someone (formal and
informal introduction).

The communicative skills
learners must develop as
a result of instruction.

Deducing the meaning and use of
unfamiliar lexical items in written
and oral texts, through contextual
clues.

Producing a contextually
appropriate summary of a written
text.!

What learners are
expected to do with
language as a result of
instruction (or
acquisition).

Can read with a large degree of
independence, adapting style and
speed of reading to different texts
and purposes, and using
appropriate reference sources
selectively.

Can give a simple description or
presentation of people, living or
working conditions, daily routines,
likes/dislikes, etc. as a short
series of simple phrases and
sentences linked into a list.

Table 5: Process objectives

Having to do with:

Example 1:

Example 2:

Individual learners will collect

Learners will take part in
role plays in order to
appreciate how language
choice is affected by the
setting, participants,
topics etc.

The experiences the learners will
undergo in the classroom. They are
designed to develop language
awareness, communication skills
and/or make possible the achievement
of other product objectives.

information for a monthly
class newspaper and, in
groups, write short articles
and other texts to be included
therein.

Task 6:

Now think of one additional example for each of the product objectives and for the process
objectives.

6. Designing the syllabus

It has become obvious that a syllabus is a plan for the content to be dealt with during a specific
period of time, say, a school year. In Unit 3, the possibility of drawing from different categories of
linguistic and sociolinguistic knowledge was discussed. It is of course possible that it may also draw
from categories of situational context, communication skills and/or can-do statements, as in Table 6
below.

! Munby (1981) developed a taxonomy of skills, part of which is included in this section of the Reader as
Appendix 1.
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Table 6: Different categories of linguistic and sociolinguistic knowledge

Use of Language Social Communication Can-do
language form context skills statements®
Functions/ of Grammar Topics Reading Statements
language comprehension regarding
skills performance
Concepts / Lexis Roles Listening Statements
notions comprehension regarding
skills listening
comprehension
performance
Pronunciation Settings Speaking skills Statements
& intonation regarding
oral performance
and interaction
Text types Writing skills Statements
(genre, register) regarding writing
performance

However, once syllabus content lists are developed, they are ordered in terms of difficulty and
complexity —from what is thought to be simple and easy to what is thought to be difficult and
complex— so that the lists are sequenced and have graded manifestations.

Task 7:

On the basis of what you know so far, think about how one coordinates different categories in a
syllabus. Table 7 that follows will help you. It is the plan for a syllabus to be developed, on the basis
of: Situations (situational contexts); Topics (areas of language use); Notions and functions (language
use); Grammar (form of language relevant to the context and area of language use); Vocabulary
(relevant to the context and area of language use).

You will see that in each row one of these is filled in. Can you fill in some suggestions for the others?
Note that pronunciation has been omitted, since any specific aspect of pronunciation and intonation
can be linked to a very wide range of other categories, and the decision about which to concentrate
on will be to some extent arbitrary. In the vocabulary column put only a sample of the kinds of words
and expressions you would teach, or a definition; you do not have to list them all. You may work with
a partner and you do not have to fill in every single box; but try to fill in as many as you can. Then, try
to compare your table with a colleague’s. If you need help for the Notions/Functions category, see the
footnote®. If you need more help see Appendix 2, which contains this list completed by someone.

% For the Council of Europe ‘can-do’ statements see: Reader Supplement, Annex 1.

® The functions in the list would be: offer, request, promise, advise, threat, instruction, apology, remind,
expression of opinion. The rest are notions. Of the functions, the obviously binary ones are: offer (followed by
acceptance or rejection); request (followed by positive or negative response); instruction (usually followed by
acknowledgement). Promises, advice, reminders and threats may or may not be followed by explicit
responses: in any case these may vary widely in nature. Expressions of opinion in writing are often not
responded to at all; in speech, they may be followed by further expressions of (different) opinions.
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Table 7: An incomplete plan for a syllabus to be developed.

Notions/ Grammar Vocabulary

Functions

Getting to know
someone

Road accidents

Making requests

Future tense

Farmer,
secretary, etc.
(jobs)

The suggestions above are for language content as it is planned by a course book writer rather than
by a course planner or teacher for his/her class. Curricula and course syllabi are devised with explicit
or implicit statements as to the techniques and, also, the methodology to be used, as it can be seen
in the 1984 Greek ELT syllabus (see Appendix 4).

However, even when teaching techniques are associated with these lists, the job of the syllabus
designer does not end. There are a number of other issues to consider, for inclusion depending on
the approach and method to be employed in our course plan, because choosing particular language
categories, objectives, ‘can-do’ statements, etc., to include in the syllabus means nothing of its own
accord. It has to be linked to pedagogic objectives that are determined by the theories of language
learning that inform the syllabus designer’s approach and method —an issue to be discussed in the
next Unit.

Task 8:

Compare the 1977 Greek ELT syllabus (Appendix 3) with the one of 1984 (Appendix 4). When you
have completed your task, look at Appendix 5, which presents a chart with recorded differences.
Then compare the two older syllabi with the 1997 Greek ELT 6-year comprehensive curriculum
(Reader Supplement, Annex 2).*

6.1 A-priori syllabi

Discussion about a course plan has so far focused on what is referred to as an a-priori syllabus.
This kind of syllabus, which is the most common and familiar to teachers, is a syllabus that
determines in advance what is to be taught or learnt and how on the basis of what the language
planner assumes or deduces that is important for learners. An a-priori syllabus is, therefore, a kind of
deductive syllabus (see Figure 2 below) and a pre-pedagogic plan of action in the classroom.

* Interested parties can also visit the website of the Pedagogic Institute in order to access the new curricula for
primary and secondary school.
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CURRICULUM

CONTENT CATEGORIES

Select

APPROACH / METHOD l

< Sequence >

a priori syllabus
(deduced)

Figure 2: A-priori syllabus
Task 9:

Think of the advantages of a-priori syllabi, especially for teachers who are not highly trained. Then
read the subsection below and think of the advantages of a-posteriori syllabi. Compare the two.

6.2 A-posteriori syllabi

Whereas a-priori syllabi determine not only what but also how teaching will be done, assuming that it
will result to learning (though it is not to be taken for granted that teaching will produce learning —
teaching is not equivalent to learning and vice-versa), a-posteriori syllabi are often developed on the
basis of process objectives regarding pedagogic practices that involve learners in communicative
activities that require interaction through the target language. The methodology is pre-conceived but
may be reshaped, and the syllabus is a result of what occurs in class, indicating what forms of
language learners need to practice, as can be seen in diagrammatic form in Figure 3 below.
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APPROACH

CURRICULUM

Process Objectives

Natural communication in the
classroom setting and simulated

communication in context.

Use of language in
structured activities
and tasks,

METHOD

Content Syllabus

Figure 3: A-posteriori syllabus.

Those in favour of a-posteriori syllabi claim that they turn educators’ attention away from the ‘what
‘and ‘how’ of teaching and focus it on the processes of language learning, so that participants in the
FL course get to grips with the centrality of communication. This may best be achieved, some argue,
by giving priority to examples of and opportunities for the learners to take part in tasks and projects
involving language in use. Such work should involve them in interaction with spoken or written texts
and problem-solving. The important point, according to this proposal, diagrammatically presented in
Figure 4 below, is for the task or project to come first and the syllabus to be induced from the task or

project performed.

APPROACH

TASKS / PROJECTS
invalving language In use

SYLLABUS
(induced)

practice of language usage
and use as necessary

METHODOLOGY

Figure 4: the syllabus is induced from the task or project performed.
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As can be seen in the diagram, the task or project comes first, the syllabus second, induced afterwards
(a-posteriori from the language created within the task or project).

To criticisms that the language which emerges in such a syllabus is haphazard and difficult to organise,
its promoters claim that a certain amount of control over the language is possible by choosing tasks that
are likely to give rise to particular forms of language. And they add that such a model, which allows the
FL teacher:

a. to take a very pragmatic view of what category of language matter learners need to practise and
b. to encourage fluency (in relation to the task or project), requires a grading of tasks and projects,
not of language and text, so that one does not altogether lose sight of accuracy.

Through an induced syllabus it is indeed possible to make explicit those categories of language that
learners are expected to have control over. And it will depend on learners’ communicative success or
failure that will alert the class teacher to any need to foster greater accuracy and still have a whole array
of techniques that can be applied as necessary. In this way, problem-solving, task-based learning and
project activities can happily co-exist with drills, while both types of material will be providing opportunity
and practice of language in use.

Page 14



7. References

Breen M.P. (1985). The social context for language learning: a neglected situation. Studies in SLA.
7(2). 135-58

Brumfit C.J. (ed.) (1984). General English Syllabus Design. Oxford: Pergamon.
Dendrinos, B. (1992). The EFL Textbook and Ideology. N.C. Grivas Publications.
Munby, J. (1981). Communicative Syllabus Design. Cambridge University Press.

Stern, H. H. (1983). Fundamental concepts of language teaching: Historical and interdisciplinary
perspectives on applied Linguistic research. Oxford University Press.

Page 15



Appendix 1

Munby’s Communication Skills Taxonomy

A. PERCEPTION SKILLS (LISTENING AND READING)

The groups of skills below are mostly motor-perceptual skills, receptive, for the spoken medium.
The target level values for delicacy and speed, and for tolerance of error, repetition and hesitation,
will be reflected in the selection of these skills.

1. Discriminating sounds in isolate word forms (for instance, phonemes, phoneme sequences,
allophonic).

2. Discriminating sounds in connected speech (strong/weak forms, stressed/unstressed
vowels, assimilation, allophonic variation etc.).

3. Discriminating stress patterns within words( accentual patterns, compounds)
4. Recognising variation in stress in connected speech.
5. Recognising the use of stress in connected speech.

The skills below are concerned with understanding meaning, especially attitudinal meaning, mainly
through intonation.

Understanding intonation patterns: neutral position of nucleus and use of tone.

6. Understanding intonation patterns: interpreting attitudinal meaning through variation of tone
or nuclear shift.

7. Interpreting attitudinal meaning through pause, tempo, pitch range.
The skills below are motor-perceptual skills, receptive, for the written medium.

8. Recognising the script of a language (discriminating graphemes, understanding
punctuation).

The ability to handle the skills below will save the non-native participant a lot of time spent in
unnecessary resource to a dictionary.

9. Deducing the meaning and use of unfamiliar lexical items through word formation.

Skills such as these below involve operating at a lower level of delicacy than that of skills that
involve, say, interpretation. Their pedagogic treatment cannot be taken for granted, however.

10. Understanding explicitly stated information.
11. Understanding information in the text, not explicitly stated.

Below is an illustrative set of important areas of conceptual meaning (more can be added when
necessary) which can be handled at different levels of delicacy.

12. Understanding conceptual meaning, especially quantity, comparison, degree, time etc.

Skills below concerned with understanding the illocutionary force of an utterance which overrides
the propositional content contained in the explicit reference and predicate.

13. Understanding the communicative value (function) of sentences and utterances with or
without explicit indicators.
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The relations covered in category 14 below are intra-sentential and structural; those of 15 and 16
are inter-sentential and semantic. The former is a select list, whereas the latter is an attempt at
indicating all the relations of that type which might be required.

14. Understanding relations within the sentence.
15. Understanding relations between parts of a text through lexical cohesion devices.

16. Understanding relations between parts of a text through grammatical cohesion devices of
reference, ellipsis, substitution etc.

The skills below involve relating information in the text to information not contained in the text.
Reference is exophoric.

17. Interpreting text by going outside it, using exophoric reference or knowledge of the world.

The skills below operate at the level of discourse coherence, and are especially pertinent for
activities involving the reception of long spans of text.

18. Recognising indicators in discourse for introducing, developing, moving to another idea,
emphasising a point etc.

19. Distinguishing the main idea from supporting details.

All the skills below are concerned with different aspects of summarizing for different purposes.
20. Extracting salient point to summarise the whole text, a specific idea in the text.
21. Selective extraction of relevant points from a text.

22. Basic reference skills: understanding and use of graphic presentation, table of contents,
cross referencing etc.

23. Skimming.
24. Scanning.

B. PRODUCTION SKILLS (SPEAKING AND WRITING)

The groups of skills below are mostly productive motor-perceptual skills for both the spoken and
the written medium.

25. Articulating sounds in isolate word forms.
26. Articulating sounds in connected speech.
27. Articulating stress patterns within words.
28. Manipulating variation in stress in connected speech.

29. Manipulating the use of stress in connected speech.
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Appendix 2

Situations Notions/ Grammar Vocabulary
Functions
Getting to Tastes, hobbies | Inquiring, Interrogative forms | Swimming, sports,
know Informing, of verb (e.g. enjoy) | etc. (pastime and
someone Greeting +-ing leisure activities)
Reporting Road accidents | Time past Past tense Road, car, drive, etc.
an accident Narrating (to do with street
Describing scene or accident)
Shopping Clothes Making requests Modals would, Clothes, adjectives of
could, might colour, size, etc.
Planning a | Travel, Future time Future tense Train, plane, etc.
holiday accommodation | Predicting (transport) hotel,
Suggesting camping, etc.
(accommodation)
Asking Professions Requesting Yes/no questions Farmer, secretary,
about or Activities information Present tense etc. (jobs)
describing a | Equipment Describing activity
profession
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Appendix 3

TO ANAAYTIKO MPOrPAMMA AITAIKHZ 'YMNAZIOY (1977)°
A. ZKONnoz

2KOTTOG TNG dIdaokaAiag TG AyyAIKAG oTo MUpvAoIo gival va dWoEl 0TOUG HaBNTEG Ta BACIKA OTOIXEIO
NG YAwooag, wvoAoyia, doun Kai ebxpnoTo Ae€IAdyI0. MakpoTTpdBeoun (aTTwTEEN) TTPOOTITIKN
QUTAG €ival va TTPOC@PEPEI OAA T ATTOPAITNTA OToIXEIA TTOU Ba atToTeEAécOUV BEUENIA yIa EupUTEPN
AVATITUEN, EUTTAOUTIONG KAl OAOKARpwaon ThG ayyAoudBeiag Twy TTaidiwy, 600 gival duvatd Katd Tn
d1dpkela Tng TTapauovng Toug oTo Nuuvaaio. EidikéTtepa, 1o pdbnua Ba cival €101 dlapBpwuévo WoTeE
Ol JaBnTég

Na ptTropouv va kataAafaivouv Tnv ayyAikr yAwooa, éTav TNV aoKouv.

Na mn iAol ocwoTd, 600 To Ae€IAOYIO TOUug 0€ KABE doouEvN OTIYURA Ba ETITPETTEL.
Na diaBalouv kal va kataAapaivouv Ta atrAd ayyAIKa Keipeva.

Na ytropouv va ypa@pouv cwoTd ayyAIKdA.

Na apxioouv va yvwpifouv Tov TTOMITIONO Kal TO TIVEUUA TwV ayYAOQWVWVY AQWV.

arMwdpE

B. AIAAKTEA YAH
TA=H A" (wpeg 3)

Ae&IAOyI0: To AeCINOyI0 TTepIAauBavel 500-600 AEEeIg TNG AUEONG ETTOTTTEIAG, TOU TTEPIBAAAOVTOG Kal
TWV eVOIOPEPOVTWY TwV PHaBnTwv. OI AECeIg ETTIAEYOVTAI JE KPITAPIO TN CUXVOTATA XPNOEWG, TN
XPNoIuéTNTA Kal TRV KATAAANAGTATA TOUG yia T SI6a0KAAId.

Mpog@opd: Eival avaykn va yivovral CUOTNUATIKEG QWVNTIKEG OOKNOEIG, Yia va €8iCovTal Ta QwvNTIKA
opyava Twv JabnTwyv oTn woTh TTPOPOPA TWV AYYAIKWV ¢BAYYWY, wVNUATWY, AAAOQPUWVWY AEEEWV
Kal @pdoewv. Me TIG aOKAOE€IG auTéG Ba PTTOPEDElI O HABNTAG VO AKOUCEI KAl VO TTPOQEPEI CWOTA TA
TTOPATTAVW QWVOAOYIKA OTOIXEIO UE TO XOPAKTNPIOTIKG TOVO TNG ayYAIKNG YAWOOAG.

Mpo@opikég aokNoelg: Ppaaeig TTPOEPXOUEVES OTTO TO HABNua TG NUEPAG, aTtd To AuECO
TePIBAANOV, aTTd TIGC KOIVWVIKEG EKONAWOEIG Kal YeEVIKA aTTd BEuaTa TTOU £vBIAQEPOUY TOUG UaBnTEéS Ba
atroTteAoUV Baaikd UAIKG yia TN GUCTNUATIKI) GOKNGN Twv JabnTwy oTn cuvodiAia atrd Ta TpwTta
o1adia TnG di1daokaAiag. Oa yivetal Aoknon Twv HabnTwy oTn oUvOeon aTTAWY TTPOTACEWV,
KATOQATIKWY KAl ApVNTIKWY, WOTE VA JTTOPOUV VA ATTOKPIVOVTAI O€ ATTAEG EpwTHOEIG. H
ATTOPVNHUOVEUON TWV MIKPWYV TToINUATWY 0Tn @Aon auTr] Ba gival TTOAU Xproiun.

Avdyvwon: H avdyvwaon Ba apxioel oiyd-oiyd, onAadr TpwTta e OUVIONES PPATEIG KAl TIPOTACEIG
atro Tov Tivaka f atmd katdAAnAa emoTimiké péoa, 1.X. Flash-cards i GAAa ©a eTTekTaBei £TTEITA UE
aT1TAéG aPNyYNOEIG, TTEPIYPAPES, OUVTOUEG I0TOPIEG OTTO TO EYKEKPIUEVO OXOAIKO BiBAio. To BiBAio TouTo
Ba TePIEXEI KEiEVA TTOU Ba ava@EpovTal 0TO OXOAEi0 Kal aTn oxoAIkA {wr, Toug aplBuoug, aTo
AvOPWITIVO WA, OTNV OIKOYEVEIOKA (Wi, OTIG YIOPTEG. Oa TTEPIEXEI £TTIONG ATTAA TTOIRUATA ATTO TNV
TTaIdIKr) AoyoTexvid.

Fpappatiki: Ta KUpIOGTEPQ OTOIXEIQ OTTO TO TUTTIKO TNG YPAUMATIKAG Ba atmoTeAéoOUV TOV TTUPAva TNG
di1daokaAiag. EidIkoTepa, Ba didaxTouv: Ta ApBpa (OPIOTIKO KAl AdOPICTO), TO OUCIACTIKO, TO ETTIOETO
(ko atTAd, OJaAG TTAPABETIKA), AVTWVUUIES (TTPOOWTTIKEG, OEIKTIKESG, EPWTNHATIKEG), APIOUNTIKAE,
TTPOBETEIG, ETTIPPAUATA, TTPOOTAKTIKEG EKPPATEIG, Ta BondNTIKA Kal Ta TTI0 EUXPNOTA EVEQYNTIKA

® E@nuepida Tng KuBepvrioewg (PEK 270/1.A" /20-9-77)
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pruarta. @a didayxBouv eTTiong ol xpovol Tou pripatog: Present Simple kai Present Continuous,
Simple Past, Present Perfect kai | am going to... (Future of Intention).

2uvTaKTIKG: O1 paBnTég Ba di1daxBouv TN oUvBeon ATTAWY TTPOTACEWYV Kal EIBIKOTEPA Eival OKOTTIUO
va pdbouv Tn peydAn onpacia tmou €xel N B€on Twv AEGewv 0T dOWN TWV AyYAIKWV TTPOTACEWVY
(KaTaQaTIKWY, apvNTIKWY, EPWTNUATIKWY). H doknon ota BépaTta autd yivetal yéoa o€ KATAAANAO
016aKTIKO KAipa (Situation Teaching), woTe o1 HabnTéC va PUTTopoUV va XpnoidoTrololv 6ca pabaivouv
o€ OIKEG TOUG OTTAEG TTPOTAOEIG.

Aoknoe€Ig: [Na KAaAUTEPN aPopoiwaon Kal EPTTEdWON TwV dIdaxBEVTwWY Ba yivovTal TAKTIKA YPATITEG
QOKACEIG OTAV TAEN Kal OTO OTIITI. XWPIg va gival TTOANEG, TTPETTEI OI AOKAOEIG VA €ival CUOTNPOTIKEG
Kal va Baci¢ovTal atmokAeIoTIKG oTa 6oa diIddxTnKav oTnv aibouca. O1 ackAoeig gival duvaTtod va
TTAIPVOUV TIG AKOAOUBEG HOPYEG: CUUTTARPWON A TPOTTOTTOINON PACEWY 1 TIPOTACEWY A HIKPWV
TTAPAYPAPWY, QVTIKATAOTACN AECEWV KAl PPACEWVY i TTPOTACEWY 1) HIKPWV TTAPAYPAPWY,
avTikatdoTaon Aé€cwyv Kal QpAcEwY O€ TTPOTACEIG, UETATPOTT) KATAPATIKWY TTPOTACEWV OE GPVNTIKES
1 EPWTNMATIKES, ATTAVTACEIG O€ EPWTHOEIG KTA.

AvTiypa@n: Zuxvd 6a avaTiBeTal GTOUG HaBNTEG va avTIYPAPOUV PEPIKOUG OTiIXOUG, 4-5, KOAAYpa@IKA
o€ €10IKO yI' auTdV TO OKOTTO TETPADIO, YIA va ouvnBifouv 0Tn CWOTH yPaAP TWV AATIVIKWV
YPOUMATWY Kal va £EOIKEILVOVTAI PE TNV IOTOPIKN YPAPr Twy ayyAIKwy Aé€ewv. H doknon otnv
opBoypagia KaAo Ba cival va apxicel atrd 1o B TETPANNVO Kal TTAVTWGS dIEUKPIVICETAI OTI OKOTTOG AUTHG
NG Aoknong givail va €6iovral o1 pabntég oTn ypagr 1ng YAwooag, 6xi va BabuoloyouvTal pe Baon
TO OTOIXEIO QUTO.
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Appendix 4

TO ANAAYTIKO NMPOrPAMMA AI'TAIKHZ N'YMNAZIOY (1984).6
A. TENIKOZ ZKOMMOz.

2KOTTOG TNG dIdaoKaAiag TG AyyAIKAG OTO YUUVAGIO €ival va avaTtrTUgel OTo padnTr) TNV IKAvoTnTa va
avTIAapBAveTal Kal va TTapayel auBevTIKO TTPOPOPIKO Kal yPaTITO AOYO TTPOKEINEVOU VA JETEXEI
ETTOIKOOOUNTIKA 0€ KABNUEPIVEG KATAOTACEIG ETTIKOIVWVIAG e AAAQ ATopa TToU PIAGVE TNV E€vn
YAWOOO — KUPiwg 0To BIKO TOU KOIVWVIKO Xwpo. Mo ouykekpipéva, étav Bpebei o€ TTpayuaTikn
KATAOoTOON ETTIKOIVWVIAG, 0 HaBNnTAG TTPETTEl (a) va avTIAauBAaveTal Ta unvUuuaTta TTou Tou petadidovral
YyPOTITA 1} TTPOPOPIKA, (B) va Tapdyel Ta ynvuuata autd TTou eEUTTNPETOUV 600 TO duvaTd
TTEPIOTOTEPEG AVAYKEG ETTIKOIVWVIAG OTO KOIVWVIKG XWpo. ETTeIdA duwg, N TTIKOIVWVIOKT IKAvOTNTA
aTtaitei yvwaoelg (usage) g YAWooag Kal xpnaigoTroinang (use), n didackaAia oTo yupvdacio
oToXeUEl Kal oTa dUo. To atmoTtéAeoua Ba gival va TTapdyel 0 abntnS YAWOOIKES TTPAEEIS (Speech
acts) trou eival KataAANAeG yia Tnv KABE KOIVWVIKA TTEPICTACN KAl TTOU Eival ApKETA CWOTES ATTO
atrown YPANUATIKOOUVTAKTIKA (WOTE VA NV TTAPEPTTODICETAI N ETTIKOIVWVIA.

B. EIAIKOI ZTOXOlI.

o H didaokaAia TNG AyYAIKN G OTO YURVACIO KUPIO OTOXO €XEI VA avVATITUEEI OTOV aBNTA KATTOIEG
TIVEUMOTIKEG KOl KOIVWVIOYAWGCOIKEG BECIOTNTEG, £€TOI WOTE GTADIAKA VA ATTOKTACEI TN
duvaTtoTnTa va KataAaBaivel:

1. Mikpd, atmrAd auBevTIKA Keipeva OTTwG ol ayyeAieg, QUAAGSIA, ONUEIWPATA, TTIPOCWTTIKEG
ETMOTOAEG, OTAAEG ePnUEPIOWYV (EIBIKG OTAAEG Wuxaywyiag, KOUIKG, MIKPES ayyeAIeg),
YPOTITH €idNon, €TIKETEG TTPOIOVTWY, dlaPnUicElg, agioeg, odnyieg xprnong, KataAdyoug
KATT.

2. ATTAS TTPOoPOpPIKG AdYOo OTTWG EUKOAOUG SIOTTPOCWTTIKOUG BIAAGYOUG, €10M0EIG TO DEATIO
KalpoU, dIa@nuicElg, avakoIVWOEIG, ayyeAieg, odnyieg Xpriong, KATAOKEUAG Kal AsiIToupyiag,
TTapayyEéAuaTa, Tpayoudia KATT.

o E&ioou onuavtikdg o1éx0¢ TNG S1d6aCKAAIag 0TO YUPVACIO €ival va ATTOKTHOEI O JaBNTAG
oTadIoKd TNV IKAVOTNTA VO TTAPAYEL:

1. Tpo@opikd AGyo pe Tn pop®r diaAdyou (o€ BEuarta TTou Tov evOIoPEPOUV), avTaAAayng
OUYKEKPIPEVWY TTANPOPOPIWY, BIATUTTWONG ETTIBUKIWY i AVAYKWY TOU, 0BNYIWYV,
AVOKOIVWOEWV KATT.

2. [pamtd Adyo yia va JTToPEl va GUPTTANPWOEI £va EVTUTTO, va YPAWEl Eva onueiwpa n éva
OUVTOMO QIAIKO ypduua, va Kavel hia AioTa, va onuatodoTACEl, va dwaoel TITAOUG 0€
€IKOVEG, VA KAVEI KATTOIO TTPOYPANMA, Va dWwaoEl 0dnyieg Xpriong, AsIToupyiag Kai
KOTOOKEUNG KATT.

Emikoivwviakég Se810TNTEG

e [1a va kataAaBaivel kal va Tapdyel ypatrté Kal TTpo@opikd Adyo, 0 uabnTtig Tou yuuvaaoiou
TIPETTEI VO QVOTTTUEEN TIG TTAPAKATW BEEIOTNTEG:
1. Na kaTtaAafaivel TNV TTANPOPOPIa TTOU PETABIOETAI APECO XWPIG TTEPIPPATEIG KAl VA
MTTOPEI 0 iDI0G VO EKPPACTEI PUE TOV TPOTTO AUTOV.
2. Na kartaAaBaivel Tnv TTAnpo@opia TTou  PeTadIdeTal EUUETA, ME KATTOIO UTTOVOOUEVQ,
KAvovTag UTTtoBEoeIg Kal BydalovTag KATTOIO CUPTTIEPACTHATA OTTO Ta CUP@PACOUEVA, aAAG
KAl VO JTTOPEI O idI0G VO EKPPACTE E TOV TPOTTO AUTO.

® EQnuepida Tng KuBepvrioewg M.A. 81/84, GEK 35.
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3. Na kataAafaivel kal va ek@palel apnpnuéveg évvoleg, dnAadn: ToodTnTa Kal TToodV,
OpIOTIKOTNTA KAl aopIoTia, oUykpion Kal Babuo, Xpoévo (€18i1ké TTooOV Kal TTOIOV EVEPYEIQG),
Béon kai TOTTO, KATEUBUVON, NECA, OpYyavo, AITia, ATTOTEAECTMA, OKOTTO, KATAOTAON,
avTIOIOOTOAN.

4. Na karoAaBaivel Kal va ek@pddel TV ETTIKOIVWVIOKA agia Twv gpdocwyv (language
functions).

5. Na kataAapaivel kal va ekQpAadel TIG OXETEIG TTOU UTTOONAWYVOVTAl HECA O€ HIa QAo Kal
avapeoa o€ PACEIG PE AEEIAOYIKA KAl CUVTAKTIKO-YPANPATIKA OCUVEKTIKA OTOIXEIO
(coherence/cohesion devices).

6. Na avayvwpicel Kal va JTTOPEi va ONUEIWVEI TNV OUCIACTIKOTEPN TTANPOYOPIA, ] T TTIO
onuavTikd onpeia evég kelpévou, opiliag, diaAdyou.

7. Na avayvwpicel Ta AeKTIKA/QwvNTIKA oriuata TTou uTTodNAWVouUV TNV apxr, Tn dIdpKEIa Kal
Ta TEAOG MIOG oUCNTNONG OAAG va PTTOPET KAl VO TA XPNOIJOTTOINTEL.

EidIka yia va utropei va Trapdyel ypattd Kal TTpo@opiké Adyo, 0 uabnTrg Tou yuuvaaiou

TTPETTEI AKOPA VO avaTITUEEl TIG €E1G DECIOTNTEG:

8. Na Aéel j va ypdgel TV TTANPO@OpPIa TTou Tou PETadIdETAI, e AANa AdyIa, atTodidovTag Tov
id10 1} O10POPETIKO TOVO.

9. Na avauetadidel TNV TTANPOPOPIa TTOU TOU PETABIOETAI, £iTE EUBEWG KAVOVTAG HI ATTAR
ava@opd (o€ €uBu i TTAAGyIo AdY0), €iTe EUPETA KAVOVTAG KATTOIO GXOAIO.

10. Na oxediddel kal va opyavwvel TIG TTANPoQopieg TTou BEAEI va JETadWOEI KAl va UTTOPE va
TIG GUVOEEI UE HIa AOYIKE O€Ipd £TGI WWOTE VA £€XOUV OUVOXI] METAEU TOUG.

EIDIKA yIa va UTTopEi va KaTavoei ypatrtd Kal TTpogopikoe Adyo, o uabnTrg Tou yuuvoaoiou

TIPETTEI AKOPA VO avaTtrTugel TIG €€N1G eCIOTNTEG:

11. Na oupTtrepaivel To vonua mrap’ 0An Tnv Utrapen ayvwoTwy AEEEWV KI EKPPATEWV.

12. Na kdavel geTakwdIKoTToinon €701 WOTE N TTAPOUCiacn TNG TTANPOQOpIag TTou PeTadideTal
YPATITA 1] TTPOPOPIKA va YiveTal o€ Jop@n diaypdupaTog, XapTn, oxediou, TTivaka,
YPOQAHUATOG KATT.

13. Na kavel TpoAEWeIg Kal va ByAadel CUPTTEPAOUATA OTA OTTOI0 TOV 0dnyouV Ol
TTANPOYOPIES KAl TO OAUATA TTOU TOU PETadidovTal EUPETa ) Aueaa.

14. Na gppunvelel Ta 60a Tou PETABIdOVTAI XPNOIUOTTOIWVTAG KAl TIG YEVIKOTEPEG TTANPOPOPIES
TTOU €XEI ATTO TOV KOIVWVIKO XWPO.

EidIkd yia va katavoei 1o ypatrté Adyo, 0 pabnTrg Tou yupvaaoiou TTRETTEI aKOUA va avaTTTUEE!

TIG €N G BECIOTNTEG:

15. Na avatpéxel o€ KAtTola oToIxeia Tou 8a Tou JETadWOooUV TTANPOPOPNCN YIA TO KEIUEVO
Xwpic va diafdaoel 1o idlo To Keipevo (reference skills). AnAadr va emidIwKel TTAnpo@dpnon
atrd TIG ETMKEPANIDES Kal TITAOUG ) UTTOTITAOUG, OEIPA KI apiBunaon, Trivaka TTEPIEXOMEVWV
KATT.

16. Na kdavel pia guvtoun avixveuon r ava@opd oTo Keipevo (skimming), WOTE va ETTIONUAIVEI
TI €idOUG KEiPEVO gival, A va aTTOKTAEI TN YEVIKA EIKOVA TOU TTEPIEXOMEVOU.

17. Na d1aBddel TTPOCEKTIKA WOTE VA EVTOTTICEI , ME MIO ATTAR BIEPEUVNCT, CUYKEKPIUEVEG
{nToupeveg TTANPOYopIeg (scanning).

Eidiké yia va ptropei va katavoei kal va Trapdyel TTpo@opikd Adyo, 0 uabntAg TTpETTEl va

QVATITUEEI aKOMN Kal TIG EEAG BELIOTNTEG:

18. Na diakpivel kal va utropei va mapdyel Toug did@opoug pBoyyoug (sounds) Kal TOVIOHOUG
(stress) o€ pepovwpéveg AEEEIC | Kal o€ PPATEIG.
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19. Na diakpivel Tn 81300 TOU GUVOUIANTA TOU AvAaAoya PE TA TTAPAYAWOCTIKA OTOIXEIa TTOU
€KEIVOG XpNOoIPoTTOIEl, BNA. XEIPOVOUIES, HOPPATHOUG, AEITOUPYIKO TovIOUO (intonation),
OAAG va PTTOpEI KI 0 iD10G VO XPNOIYOTTOINCEl Ta KATAAANAQ TTapayAwOOIK& aToIXEia.

. ENITEY=H ZTOXQN (MeBodoAoyia didaokaAiag).
Mapouciaon kaivoUupyiou YAWooG1KoU UAIKOU:

To Kavoupylo YAWOGIKO UAIKO TTOU TTAPOUCIACETAlI OTO abnTr, cuxvda Je Tn BorBeia
OTITIKOOKOUOTIKWY PECWV, €ival 0€ auBevTIKO AOYO KI OXI @TIaYUEVO yia va eEuTTnpeTACEI (1] va
ETTEENYAOEI) KATTOIO YPAUUATIKG QAIVOUEVO, VW Eival DOOUEVO PECA OTA TTAQIOIA AQUBEVTIKWYV
KOIVWVIKWYV TTEPIOTACEWV.

To KaIvoUpylo UANIKO OKOTTIMO €ival V' avTATTOKPIVETAI OTA EVOIAQEPOVTA KAl TIG KOIVWVIKEG AVAYKEG
TWV OUYKEKPIPEVWY paBnTwy. ‘ETal, yia Tnv emAoyn Twv dISAKTIKWYV eyXEIPISiwV TTPETTEI va
AapBévovtal uttTéYwn Ta vOIAPEPOVTA KI Ol aVAYKES auTéG. Ouwg, ouxvd, Ba TTpETTel 0 KaBnynTAg va
Tpocapu6lel To UAIKO Tou gyXelpidiou, ) Kal va Kataokeuddel O1k6 Tou pe Baon To auBevTIKO UAIKO
TToU €x€1 0Tn O1A0eaT Tou. AKOUN, TTOAAEC POPEC, UTTOPEI VO TTAPOUGCIACEI AUTOUCIO TO QUBEVTIKO
YAWOOIKO UAIKO XWwpig va attaitiioel TNV TTARPN KaTavono Tou Kal avatrapaywyr], aAAd yia va
avTaTrokplBei o€ AAAoUG €181KOUG 0TOXOUG OTTWG ava@EéPOVTal TTAPATTAvVW. ToUTo OnNUaivel TTwG TO
OIOAKTIKO eyXEIPIdIO XpnaoIYoTToIEiTal WG Bordnua.

AoKnon ME TO KAIVOUPYIO YAWOOIKO UAIKO:

O1 aoknoeig TTou emBAAAETal va KAvEl 0 JaBbnTAg, TTapouacidlouv To YAwOGIKG UAIKO TTAVTOTE JECa O€
€VO OUYKEKPIPEVO KOIVWVIKOYAWGOIKO Kal TTOMITIOTIKO TTAQiCIo eV aTnVv KABE TTEPITITWON €ival
KaBopiopévo aTtrd TToIdV, O€ TToIGV KAl YIA TT010 OKOTTO TTapayeTal 0 Adyog. NMoAAEG @opég 0 pabntig
eival atrapaitnto va aoknBei pnxavika (drilling) yia va yabe 1ig Kaivoupyleg YAWOOTIKES TTIPAEEIG, AAAG
gival okOTTIWOo va odnyeital cuoTnuaTiké (guided practice) otn karavonon Kal Tnv mapaywyr Adyou
KUPIiwg HECA atrd dnUIoUPYIKEG OPACTNEIOTNTES KAl EPWTO-ATTAVTHOEIG OTIG OTTOIEG UTTAPXOUV KATTOIA
Keva TTAnpo@oépnaong (information gaps). Mevikad TTPOTIUWVTAI O AOKACEIG TTOU €ival OPYAVWUEVES £TOI
WOTE Va atraitouv atréd 1o pabntA va Tpdéel kAT (task-based exercises), 6TTwg AAAWOTE KAVEI KAl
oTnVv KaBnuepivi Tou {wr, Ki Ox1 JOVAXQ va PWTHOEI KAl VA ATTaVTACEL, va ETTIAECEI aTTO OOOUEVEG
ATTAVTACEIG ) VO avaTTapdyel CUVTOKTIKEG OOPEG KATT. ToUTO onpaivel TTwG 0 HadnTrg dev ekTiBeTal
HOVO 0€ auBevTIKO Adyo, aAAG Tou BiVETaI £TTIONG N EUKAIPia va TTPORaivel O QUBEVTIKEG EVEPYEIEG
(authentic tasks). O1 TEXVIKEG OE TTOU XPNOIKMOTTOIOUVTAI TTPETTEI VO TOU KIVOUV TO EVOIAPEPOV, VO TOU
Tapéxouv KivnTpa. ‘ETol, 0 KaBnynTtg, Kal 0To oTAdIO TG GOKNONG, 0pYavwVel (OTTwG Kal apydTepQ,
0710 OTAdIO TNG EAEUBEPNG ETTIKOIVWVIAKNG dpacTNPIOTNTAG) TTalXVidla Kal ouvaywvVvIoUoUg, dIGQOopPES
dpaCTNPIOTNTEG TTOU TOV BIOCKEDAZOUV KOl TOV WPuXaywyouv, XpNoIJOTToIEl TpayoUdIa K. ATT.

EAe00epn €TTIKOIVWVIAKK SpacTnpIOTNTA:

H emikoivwviakr TTpoaéyyion Tng YAwooag atraitei n diadikagia Tng JAnong va pn oTapaTtd oT1o
OTAdIO TNG AOKNONG TNG AOKNONG, AAAG va TTpoxXwpEei TTéEpa atrd auTiv. 'ETol, okdTIPo gival va
dlopyavwvovTal KATAAANAEG yia TIG YVWOEIG TOU OpacTnpIdTNTEG eV £XOUV OTOXO HOVAXa va
XPNOIMOTIOINOEl 0 HaBNTAG Ta KaIvoUpyIa YAWCOIKA KAl KOIVWVIOYAWOTIKA OToIxEia aAAG Kal va
EPTTEDWOEI TA TTPONYOUEVA. IdIaiTEpA ETTOIKOBOUNTIKEG OTO OTABIO QUTO £ival 01 dPaaTNEIOTNTES TTOU
¢nTouv a1oé Tov pabnThA va Taigel Katolio POAo, va UTTOKPIBE], va PIunBEi i va TTpooTToinBei OTI
BpiokeTal o€ KATTOIO KATAOTACN N OTTOIG ATTAITEI ATTO TOV MaBNTA va Bpel AUon o€ KATToIo TTPORANUA
(problem-solving activities) 0x1 povéxa Tou divouv KivnTpa yia eAeUBepn ETTIKOIVWVIAKA TTApAywYnH
XPNOIUOTIOIWVTAG TIG KATAAANAEG OTPATNYIKEG, OAAG TOU AVATITUCCOUV OKOWN TTEPICOOTEPO TIG
dIavoNTIKEG TOU IKAVOTNTEG.
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Ortav diggayovtal o1 dpacTnPIOTNTEG QUTEG, OEV TTPETTEI VA BEWPOUVTAI OaV HIA EUKAIPIa EAEyXOU
yVWwoewyv aAAd va divouv Tn duvatdTnTa oToV JadnTr yia GUTOEAEYXO KAl VA TTAPEXOUV EUKAIPIES
eEaropikeuong otnv paonon. H di6pbwaon Aabwyv atrd Tov KaBnynTA Kal atrd Ta AAAa PéAN TNG TAgNG
yivetal Kupiwg 6tav Ta AdOn autd TrapeuTtrodifouv Tnv emmKoivwvia. MNpokeipgévou de va die¢ayxBouv,
OKOTTIYO gival va dnuioupyeital To KATAAANAO dIDAKTIKO KAIUA, va OpyavwVETal N OOUAEIA £TC1 TTOU Ol
HaBNnTEG va douAsUouv o€ Ceuyn 1 OPABES, EVW 0 KABNYNTAG va TTaidel TO pOAO TOU OpyavwTH Kal
OuVTOVIOTH TNG TAENG.

A. AIAAKTEA YAH.
A’ TYMNAZIOY:

O poBbnTAG TNG A" Mupvaoiou TTPETTEN va KATAAAPBAIVEI KAl va TTOPAYEl YPATITO KAl TIPOPOPIKO Adyo
OUPQWVA JE TIG aKOAOUBEG EVVOIEG TTPOKEIMEVOU VA UTTOPET VO TTPOREI OTIC YAWOTIKEG TTPAEEIG TTOU
avag@EPOVTAl o KATW.

1. 'Evvoleg uTTapKTIKEG, OTTWG TNV UTTAPEN i ATTOUGIa ATOPWY, QVTIKEIMEVWY, TTOOOTATWY, KATT., Ol
oTroieg ekppalovTal pe 1o prida to be, there is/are +Noun Phrase (NP) rj kai Adverbal
Expression (Adv. Expression).

2. 'Evvoieg xwpou, O6TTwG Tn B€on atdpwy, GVTIKEIMEVWY, KTIPIWV, TNV TTIPOEAEUCT) TOUG Kal TN
oX€an Toug 070 XWPOo. O £VVOIEG AQUTEG EKPPACOVTAI JE ETTIPPMAUATA KAl ETTIPPNHATIKOUG
TTPOCdIOPICUOUG, aonuEia Tou opifovTa Kal eTTIBETa TTOU dNAWvouV PéyeBod.

3. 'Evvoieg XpoVIKEG, OTTWG TNV XPOVIKH IAPKEIQ, TN XPOVIKA OTIYHI, Wped, XPOVOo Kal T
OUXVOTNTA TWV YEYOVOTWY KAl KATAOTACEWV ETTiong Xpovikég évvoleg TTou dnAwvouv To
TTapov Kai To péANov. O1 évvoleg auTég ekppdalovTal he Tn Xprion Tou simple present, Tou
present progressive kal Tou ‘going to’ future, pe emppApaTa cuxvoTnTag, WPOAOYIAKA WEA,
NUEPOUNVIES, XPOVOAOYIEG KAl PE TA EPWTNHATIKA ETTIPPMAHUATA.

4. 'Evvoleg TTOOOTIKEG, OTTWG TNV apiBunon avTIKEIWEVWY, ATOPWY, TTOOOTATWY, TN
dlagpopoTroinon METAEU evog, BUO 1 Kal TTOAWYV Povadwy, KaBwg Kal ToV JEPICPO TNG UANG. O1
€VVOIEG QUTEG EKQPACOVTal HE ATTOAUTOUG Kal TAKTIKOUG aplBuoug, ue To much/many,
some/any/no, part/glass/bar of + Mass Noun, Kal e TIG EPWTNUATIKEG EKPPATEIG UE TO how
much/many, both, neither.

5. "EvVOIEG TTOIOTIKEG, OTTWG TO OXMNUA KOl TA XPWHATA QVTIKEIMEVWY, TNV NAIKIQ KAl TN QUOIKT)
KATtdoTaon atOuwV Kal avTIKEIMEVWY. O EvwoleG aQUTEG EKQPAZOVTAl JE Ta ETTIBETA OTTWG
hungry /thirsty /tired /sleepy/ hot/ cold/ wrong/ pleasant kai e EpWTNUOTIKEG EKPPATEIG YE TO
how + Adjective (adj.)

6. 'EvvoIEg pnUATIKWYV CUCXETIOPWY, OTTWG N METARATIKOTNTA A KN Twv TTPAEEWY, N EVEPYEIQ KAl N
ouvatdéTtnTa A N uttoXpEéwan. O1 évvoieg auTéG EKPPAlovTal e JETARATIKA KAl apeTARaTa
pAHATA GTNV EVEPYNTIKH QWVH — O€ HOPPA EPWTNUATIKHA, KATAPATIKN 1] apvnTIKH, KABWS
ETTIONG KOl JE TNV TTPOOTAKTIKA Kal Ta BonénTikda.

7. "EvvoIEG KTNTIKEG OTTWG O CUOXETIOUOG KTATOPA KAl KTAUATOG KAl N KATAOTACT 1810KTNCIAG TTOU
EKPPALOVTaI PE KTNTIKA ETTIOETA KaI AVTWVUNIES TO pripa have (got), Tnv TTpdBeon with, Tnv
VEVIKA KTNTIKN KAl TNV EPWTNMATIKA avTwVvulia whose.

8. 'Evvoieg deigng (deixis), 6TTwg n opIoTIKA Kal adpioTn dNAwOoN avTKEIPEVwY A TTPoowTTwV. OI
EVVOIEG QUTEG EKQPAZOVTAI JE TIG BEIKTIKEG AVTWVUHIES, Ta ApBPQa, TIG TTPOCWTTIKEG AVTWVUHIEG,
T KTNTIKG ETTIOETA, TIG EPWTNUATIKEG AVTWVUNIEG who/whom.

9. "Evvoieg AoyIkEG OTTWG N oUCeuEn, ol OTToIEG EKPPAloVTal e TOUG ouvdEéououg and, but, or.

10. O pabntAg TNG A" yuuvagoiou TTPETTEI va PTTOPET VO EKQPPACE! TIG TTIO TTAVW EVVOIEG TTPOKEINEVOU
va TTPOREI OTIG TTAPAKATW AEKTIKEG TTPAEEIG.

11. Na ¢ntdel kal va S€xeTal TTANPOQPOPIEG OXETIKA PE TO ATOUO TOU KAl OXETIKA UE AAAQ dToPa KOl
QVTIKEIPEVA TOU TTEPIBAAAOVTOG TOU, UTTNPETIEG, I0PUNATA.
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12. Na ekppdadlel diavonTIKEG DIEPYATIESG Kal va UTTOPE va TIG avTIAN@OEi 6Tav TIG eKppAalouv AAAoI
Kal I0IaITEPA VO UTTOPEI:

va TTPooPepOEi va KAvel KATI

va IATUTTWOEl — ] va pWTHAOEl — av KATI gival duvatd ) adlvaTo va Yivel.

va {nTRoel adeia va KAVEl KATI

Va JIATUTTWOEI — ) VO pWTHOElI — AV KATTOIOG €ival UTTOXPEWNEVOS VA KAVEI KATI.

13. Na ek@pdadel ouvaloBnuaTikEG KATAOTAOEIG Kal IB1IATEPA VA SIOTUTTWVEI TNV APECKEIN i
ATTOPECKEIA TOU Yia AAAQ ATOMA, QVTIKEIMEVA, OPaACTNPIOTNTEG KAl YEVIKOTEPA TA EVOIAPEPOVTA

TOU.

14. Na mrpoTpétTel 1) atroTpETel AAAa dTopa aTrd To va KAvouv KATI, va TTPOTEIVEl KATI o€ GAAOUG
Kal va atrodexBei 1 va atroppiyel TTPoTACEIG AAAWV.

15. Na autoTrapouasiaoTei Kal va TTapoucidlel GANOUG OTOV KOIVWVIKG XWPO, VA XAIPETAEI, VA
ATTOXQIPETAEI KOl VO OEXETAI EUXAPIOTIES, VA {NTAEI KOl VO OEXETAI CUYYVWHN, VO CUYXAIPEL.

AedIKoypappaTIKG oToIxXEiT

H oufeuén Twv TTapATTAVW EVVOIWY (TTOU EKQPAZOVTAl PUE YPOAUUATOOUVTOKTIKA QAIVOUEVA) KOl TWV
OUYKEKPIUEVWVY AEKTIKWYV TTPAEEWV UTTOPEI va Yivel JE TOUG TPOTTOUG TTOU QVA@EPOVTAI TTOPAKATW
evoelkTIKA. O pabnTig TnG A’ Mupvaciou PTropei va XpnolpoTrolgi To pAua to be kal To simple present
TWV METARATIKWY KOl APETARATWY PAPATWY KAl TIG TIPOCWTTIKEG AVTWVUIEG TTPOKEINEVOU VA dWOEI
TTANPOYOPIES yIa TO ATOPO TOU Kail va ¢NTria€l TTANPo@opies yia AAAa dtoua 1o fondnTiké pripa can
yia va dIaTuTTwoEl A va pwThoel av KATI gival duvaTd va yivel A yia va TTpoopepBei va KAVEI KATIT TO
priua like +gerund yia va ek@pdaaoel apECKEIQ I ATTAPETKEIA YIA KATI TNV TTPOCTOKTIKA TWV PRUATWY
yIa va TTPOTPEWEI ) VO ATTOTPEWEI KATTOIOV aTTG TO VA KAVEI KATI® TIG OEIKTIKEG AVTWVUIEG YE Ta KUpIa
ovouaTa Je A XWPIG TITAOUG yIa va TTAPOUCIACEl PIAOUG TOU OTO KOIVWVIKO XWPEO, KATT.
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Appendix 5

Differences between the two Greek ELT Syllabi.

THE 1977 SYLLABUS THE 1984 SYLLABUS

It is purely structural.

Itis a skills oriented syllabus combining the teaching
of notions, functions and of the lexicogrammar.

It aims at linguistic competence:
familiarisation with the linguistic
mechanisms and complete mastery of the
sound system, grammar and syntax

It aims at communicative competence: the ability to
communicate appropriately and effectively in a real
communicative setting.

It dissects language into 4 basic “pieces-
areas”: phonology, grammar, structure,
vocabulary that are taught “separately and
step so that acquisition becomes a process
of gradual accumulation of the parts”

It makes no reference to grammar, phonology and
structure as such. They do not appear as separate
sections but as means to develop the learners’
ability to produce oral and written discourse.

Emphasis on grammatical and syntactic
correctness and accuracy.

Emphasis on both accuracy and appropriacy.

Learners are taught exclusively rules of
usage.

Learners are taught rules of both use and usage

Learners are exposed to artificial texts
constructed to illustrate grammatical and
structural points and to introduce new
vocabulary.

Learners are exposed to authentic discourse that
they may come across in real life.

Top priority is given to grammar.

Grammar is not the end but a means to achieving
communicative competence.

Reading is a process whose success
depends on the amount of new words the
student has acquired. Full understanding of
the text is what really matters.

In order to read effectively, the learner should
understand the overall message, the communicative
value of different types of written texts despite the
existence of unknown words.

Students are taught to recognise the new
structures when they are spoken. This
process is assumed to develop the listening
comprehension skill.

Learners are guided through a slow process
whereby they develop a large number of cognitive
and sociolinguistic skills necessary for
comprehension of oral and written discourse.

Speaking is a “supplementary” activity that
helps the learners understand and practice
the grammatical and syntactic phenomena
analyzed by the teacher. The students are
asked to produce grammatically correct
sentences.

Speaking practice and free production is important
to the lesson. Learners are asked to perform
authentic tasks in order to develop their
communicative competence and be able to use
language effectively in real-life situations.

Students are asked to write down what they
say Writing is a support activity to
speaking, listening and reading. They learn
to write new structures and new
vocabulary.

Learners develop all those skills and the
sociolinguistic competence to produce a wide
number of discourse types, such as letters, notes,
telegrams, applications, etc.

It ignores the prosodic and paralinguistic

It considers paralinguistic devices and non verbal
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THE 1977 SYLLABUS ‘ THE 1984 SYLLABUS

elements superimposed upon the verbal
component of phrases and texts.

signs of communication as inseparable parts of the
whole communicative process and carriers of
meaning. The learners should be frequently exposed
to them and learn how to use them.

The coursebook is the centre of the whole
teaching process.

The coursebook is not “a master but a guide”.
Teachers adjust the materials included in it
according to the needs and interests of the class
and present their own authentic materials.

The exercises are characterised by
artificiality and lack of originality. Multiple-
choice questions, gap filling, questioned
answer modules are common type of
exercises.

The learners are asked to perform authentic tasks
that are realistic, interesting and attract their
attention. This kind of tasks contributes to the
development of the learners’ communicative skills
and motivates them to the production of authentic
language.

Teaching is teacher-cantered. The teacher
is the authority and the centre of the class.

The class is learner-cantered. The teacher takes up
the role of organiser, assistant and the facilitator.

All kinds of errors are condemned and they
should be corrected at once, otherwise they
will turn into habits.

Errors are parts of the learning process. The teacher
should correct only those that prevent
communication.

It aims at the familiarisation of the learner
with the civilisation and culture of the
English speaking societies: i.e., a sterile
kind of knowledge that has nothing to do
with language use and appropriacy. The
social aspect of language is disregarded.

The learners become familiar not with the habits and
customs of the English speaking societies but with
those sociocultural rules and values that are directly
associated with language use.

It focuses attention on cohesion of
language.

It focuses attention on both cohesion and coherence
of discourse.

The learner is expected to reach the level
of a native speaker of English.

The learner is expected to develop those skills which
are necessary for him/her to respond to his/her
communicative needs.

Mass teaching is a characteristic of this
curriculum. Each learner’s terminal needs,
interests, experiences and capacities are
not taken under consideration.

Individualisation of instruction is a characteristic of
this curriculum. Each learner is considered to be a
different individual with different personality, needs,
interests, abilities and expectations. The teacher
should do his best in order to satisfy the special
needs of each learner.
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Notes

Note on History of Published Versions:
The present work is the edition 1.0.
Reference Note:

Copyright National and Kapodistrian University of Athens, Bessie Dendrinos. Bessie Dendrinos.
“Applied Linguistics to Foreign Language Teaching and Learning. Foreign Language Curriculum and
Syllabus Design”. Edition: 1.0. Athens 2014. Available at: http://opencourses.uoa.gr/courses/ENL6/.

Licensing Note:
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ShareAlike 4.0 International license or later International Edition. The individual works of third parties
are excluded, e.g. photographs, diagrams etc. They are contained therein and covered under their
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As Non-Commercial is defined the use that:
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of the work and the license holder.
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e Does not confer to the distributor and license holder of the work indirect financial benefit (e.g.
advertisements) from the viewing of the work on website.

The copyright holder may give to the license holder a separate license to use the work for
commercial use, if requested.

Preservation Notices:
Any reproduction or adaptation of the material should include:
e the Reference Note,
e the Licensing Note,
e the declaration of Notices Preservation,
e the Use of Third Parties Work Note (if available)

together with the accompanied URLSs.
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