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ABSTRACT

It has been long established that for any English Language Teaching
programme to succeed it has to satisty the needs of the receptors. It is also
recommended, and indeed is carried out nearly all over the world, that
English Language Teaching materials have to be reassessed every five years.
The English Language Teaching course at the College of Police has been
put in practice for almost fifteen years without the necessary periodical
assessment and consequent change of needs of the cadets brought about by

the occupation of the country by English-speaking forces.

This study aims at assessing the English language teaching course
currently in use at the College of Police through its textbook (Policing
English for Iraq, 1993) in order to find out how far it satisfies the
requirements of the English for Specific Purposes framework, and to what
extent it actually corresponds with the professional and academic English
tfor Specific Purposes needs of the future Iraqi officers. Three hypotheses

are proposed for testing. These are:

It is hypothesized that the English Second Language course
Policing English for Irag currently taught at the Police College lacks
the following pedagogical adequacies:

1. proper identification of the learners’ specific vocational needs,
2. proper selection, grading and sequencing of English Second
Language material, and

3. proper and balanced development of all the target language

skills on the basis of the learners’ needs profile.



XVI

In order to fulfill the aims of the study, the researcher has made
practical use of the pedagogical implications of the most up-to-date ESP
approaches and practices by designing a functional analytical technique in
the form of a piloted and validated Questionnaire instrument administered
to a sample of two groups: English Foreign Language learners at the College
of Police and expert university educationalists and Police instructors. Data
analysis is conducted with the help of statistical formulas and frequency
counts to get at verifiable, objective results in drawing the learners' needs
profile in English for Specific Purposes materials design.

Next, the features of the needs profile are translated into an action
plan by drawing the actual layout for the general components of the
required ESP syllabus and teaching units. After specifying these components
on the basis of the learners' objective needs profile, the task of assessing the
ESP textbook is carried out by comparing the specifications of the two. The
results obtained through this comparison have been found to verify the
validity of the three hypotheses stated above. Participants' responses to the
Questionnaire's items have shown that both learners and educational experts
at the College of Police have expressed a quite negative opinion about the
content and methodological adequacies of Policing English for Iraq. None

of the respondents have stated any advantage of the assessed text-book.

The results above have been interpreted to mean that both content
selection and presentation in the studied text-book have not been based on
the actual learners' needs, but upon some highly conceived but untenable
target level and upon an imbalanced notion of the process of language
learning. In the light of these finding two sample units are constructed to
form the model and basis for any future materials. These two units are the
actual embodiment of the recommendations of the research. The study ends

with suggestions for further study.
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CHAPTER ONE

INTRODUCTION

1.1 The Problem

Being a graduate and an officer at the College of Police, the researcher
has noticed that there are serious inadequacies in the content and design of
the ESP syllabus currently taught at the College. These inadequacies lie in
the teaching approach adopted, the linguistic content selected, its
sequencing, the exercises, and target language skills. Specifically, the current
syllabus overemphasizes reading at the expense of production skills,
especially speaking. This is one reason why police officers graduating from
this college are in no position to perform effectively in communicative
events. In addition, the level of competence achieved does not match the
graduates’ occupational and academic requirements

The observation above, shared and pronounced by numerous other
colleagues, both police officers and teachers, requires methodological
investigation, a problem which this study is designed to tackle by providing

verifiable answers to the following questions:

1. Does the content selection of the current ESL course at the
College of Police satisfy the occupational needs of Iraqi police
officers by drawing its specific objective from the
communicative needs of the learners?

2. How far are the grading and sequencing of the grammatical
functions and the notional items intrinsic to the theory of

language learning?



3. Does the course avail at the benefits of modern information

processing Technology?

1.2 Aims of the Study

The aims of this study can be summarized in the following major
points:

1. defining the academic and professional needs of Iraqi EFL learners
at the Police College;

2. evaluating the current English language syllabus taught at the Police
College by matching its immediate and prospective objectives with those
defined in (1) above; and

3. presenting a replacement model of ESP designed to improve
language abilities of the students at the Police College by offering balanced

development of all the language skills.

1.3 Hypotheses

It is hypothesized that the ESL course Po/icing English for Iraq currently
taught at the Police College lacks the following pedagogical adequacies:

1. proper identification of the learners’ specific vocational needs,

2. proper selection, grading and sequencing of ESL material,

3. proper and balanced development of all the target language

skills on the basis of the learners’ needs profile.



1.4 Limits of the Study

The current study is limited to the investigation of the levels of ESP
adequacies of the ESP textbook entitled (Policing English for Irag, 1993)
currently used at the College of Police. This investigation is strictly based
upon the learners’ needs profile as identified by means of the measurement
tools presented to the sample of the study which includes learners, teachers,
educationalists, and scholars. The specifications of the contents and
methodology of an adequate ESP course for EFL learners at the Iraqi
College of Police are also limited to the results of the needs analysis based
on the data mentioned above. Model units offered as a specimen for a new
ESP course serving the requirements of learners at the College of Police will

not exceed the limit of two units.

1.5 Procedures

In order to achieve the aims of the research the following steps are

going to be taken:

1. Making an extensive survey of the field of ESP, the benefits of
adopting such an approach and the means to maximize these
benefits. The survey will conclude with a discussion of ESP
syllabuses and syllabus design.

2. Bvaluating the current materials used at the College of Police in
order to find out the pluses and minuses of the current
materials. Professional syllabus designers and materials writers
will be consulted.

3. Building up a questionnaire in order to arrive at the needs of the

cadets and their future employees.



Selecting a sample consisting of cadets of the Iraqi College of Police
and administrators of the various offices at which future
graduates are going to work for the purpose of making an
accurate and in depth needs analysis.

Carrying out a pilot administration of the questionnaire in order to
tind out its applicability, timing and reliability.

Designing the final administration of the questionnaire after making
whatever modifications seen necessary in the light of jury’s
recommendations and the results of the Pilot administration.

Analyzing the responses to the questionnaire in order to specity the
type and contents of the materials that best fit the needs of the
cadets and their prospective jobs.

Writing two sample units that answer the needs above and form a
model for the remaining units of the course.

Suggesting some related topics for further research.

1.6 Value of the Study

The value of this study can be outlined in the following points:

1.

Assessing the pedagogical adequacy of the current course of
Policing English for Irag — which is outdated;

Drawing the needs profile of the ESL learners at the College
of Police;

Modernizing the ESL process in the institution above by
designing a model teaching unit that incorporates the current
needs of the police officers plus the pedagogical implications

of the latest developments in ESP practice and theory.



1.7 Plan of the study

This thesis is organized in five chapters. Chapter One (Introduction)
gives a brief account of the problem of the research, the aims, hypotheses,
procedures, limits and value. The chapter also describes the process of data
collection and analysis, and defines the values of this study and end with
presenting the definitions of basic terms related to study.

Chapter Two presents a theoretical background of ESP and syllabus
design by describing its notions, related types, and characteristics. In this
background, the researcher reviews various approaches to ESP and relates
them to needs analysis and ESP syllabus design. The chapter ends with an
account of similar previous studies conducted in Iraq.

Chapter Three is about procedures and methodology. It describes the
analytical instrument used by the researcher to get at the learners' needs
profile. This instrument consists in a forty-item-questionnaire designed to
elicit the immediate and prospective needs of the learners and draw their
needs profile.

Chapter Four is about analysis and discussions of the results of the
measuring instruments used in the study. In this chapter, the current ESL
course Policing English for Irag (1993). PEI is assessed by describing its lay-
out, methodology, educational criteria, linguistic content, points of focus,
target-language functions and skills developed, material grading and
sequencing, exercises offered, the mechanics of its production in print and
content updating. The aim of describing these points is to convey a matter-
of-fact report about the syllabus above by presenting its merits and demerits
alike.

Finally, Chapter Five summarizes the results of the study, draws the
relevant conclusions, and offers certain useful pedagogical recommendations

and suggestions.



1.8 Definitions of Basic Terms

Hereunder are definitions of the basic terms in this study, arranged in

alphabetical order.

1. College of Police

The College of Police is the only official Iraqi academic institution
that is specialized at training and preparing secondary-school graduates as
Police Officers of all sorts after three years of study. It was established in

1936 by the Iraqi Ministry of Interior, and is situated in Baghdad.

2. Communicative Syllabus

A syllabus which lists conceptual and use categories based upon a
certain level-type inventory following a needs analysis (Johnson & Johnson,
1999: 74).
3. ESP

An acronym of English for Specific Purposes, ESP is an approach to
English language teaching and learning which has its focus on all aspects of
language pertaining to a particular field of human activity (Wright, 1992: 3).
It is based on an investigation of the purposes of the learner and the set of

communicative needs arising from these purposes (Kennedy and Bolitho,

1984: 3) (See also 2.2).

4. Evaluation

Evaluation is the systematic collection and analysis of all relevant
information necessary to promote the improvement of an ESP syllabus, and
assess its effectiveness and efficiency, as well as the participants’ attitudes

within the context of the particular institution involved (Brown, 1989: 223).



Evaluation involves the use of valid criteria in testing the empirical adequacy
of a syllabus (Ellis, 1994: 683). This term is used interchangeably with the

term ‘assessment’ in this study.

5. Syllabus

A syllabus is a statement of a program’s aims, content, and
organization in addition to some methodology and evaluation in just one
subject area. Content organization also involves ordering items for
pedagogical presentation (Johnson & Johnson, 1999: 93, 312) (See also
2.4.1).



CHAPTER TWO

ENGLISH FOR SPECIFIC PURPOSES (ESP)
AND SYLILABUS DESIGN:

Theoretical Background and Related Previous

Studies

2.1 An Introductory Note

This chapter presents a theoretical overview of the important notion
of ESP as a learner-centered approach by defining it first. Then, the survey
describes ESP’s origins, key notions and characteristics, and relatable types.
This description is followed by a discussion of the characteristics of ESP
courses, their benefits, and procedural parameters. Next, the chapter
discusses the notion and types of needs analysis in relation to ESP and
syllabus design. The chapter then describes the requirements of courses
designed in accordance with the various provisions of ESP, and offers a

survey of the related previous studies in Iraq.



2.2 ESP: Definition

By the term English for Specific (or Special, Specified, Specifiable)
Purposes is meant that type of language learning which has its focus on all
aspects of language pertaining to a particular field of human activity (Wright,
1992: 3). In other wotds, it is a way of teaching/learning English for
specialized subjects with some specific vocational and educational purposes
in mind. In ESP syllabus, the teaching content is geared to the special
language 'repertoire' pertaining to the specialized aims that are required of
the learners.

ESP is a relatively new discipline within Applied Linguistics that bids a
new learner-centered approach to English language teaching whose
methodology is based on the specific needs of the learner. Kennedy and
Bolitho (1984: 3) point out that ESP is based on ‘an investigation of the
purposes of the learner and the set of communicative needs arising from
these purposes’.

ESP is contrasted with EGP, or English for General Purposes. If
English is taught as a second language along with other subjects for
educational purposes as some useful subject to the learners in the future,
then this is EGP. In this type of learning, there is generally no immediate
requirement for the learners to use English for any real communicative
purposes. In contrast, if English is taught for specialized learners with some
specific vocational and educational purpose in mind, then this is ESP. ESP
is learning and learner oriented, with a conception and preference for

communicative competence.



Defined to meet the specific needs of the learners, ESP makes use of
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2.2.1 The Meaning of the Word ‘Special ’ in ESP

methodology and the activities of the discipline it serves by focusing on the
language appropriate to these activities. As a specific approach to language
teaching, ESP requires that all decisions as to content and method be based

on the learnet’s reason for learning (Hutchinson and Waters, 1987: 19).

LEARNER

One simple clarification requires to be made here about the two

manner:

entirely different notions of special language and specialized aim. It has
been noted that confusion arises over these two notions. Mackay and

Mountford (1978:4) explain the idea of a special language in the following

The only practical way in which we can understand the notion of special

language is as a restricted repertoire of words and expressions selected

from the whole language because that restricted repertoire covers every

requirement within a well-defined context, task, or vocation.



In order to rule out the unintended interpretation of the term
‘special’ to mean ‘unique’, many researchers prefer to replace it with the
term ‘specific’ or ‘specifiable’. The implication is that the terms ‘special’,
‘specific’, or ‘specifiable’ are not intended to qualify the language, but to
highlight the purpose of studying it. It specifies the focus on certain features
of the language that are immediately associated with the restricted use of the
target language which is required by the learner in order to achieve a

particular purpose (Munby, 1978: 2)

As mentioned above, a specialized aim refers to the purpose for
which learners learn a language, not the nature of the language they learn.
Consequently, the focus of the word special in ESP ought to be on the
purpose for which learners learn and not on the specific jargon or registers

they learn.

The notion of a language with singular characteristics began to take
root in the sixties and the early seventies, being associated with the
pioneering research of Halliday, Maclntosh and Strevens (1964). Then,
many distinguished linguists subscribed to the approach above, among them
Widdowson (1983: 10) who states that “ESP is simply a matter of describing
a particular area of language and then using this description as a course
specification to impart to learners the necessary restricted competence with
this particular area”. Hutchinson and Waters (1987: 19) second this by

insisting that ESP must be seen as an approach, not a product.

2.2.2 ESP as a Learner-Centered Approach

It is obvious from 2.2 and 2.2.1 above that ESP is a new, learner-
centered approach. This notion requires further specification, at least in
its general sense. A learner-centered approach to learning and teaching

sees learning as the active construction of meaning, and teaching as the



act of guiding, scaffolding and facilitating learning. This approach
considers knowledge as being an ever-changing process, which is built

upon the learners’ prior experience (Hutchinson and Waters, 1987: 59f).

A learner-centered approach provides opportunities for students to
practice critical and creative thinking, problem solving, and decision making.
This involves recall, application, analysis, synthesis, prediction and
evaluation; all of which contribute to the development and enhancement of
conceptual understandings. A learner-centered approach also encourages
students to demonstrate ownership of their ideas and to reflect on and

monitor their thinking as they make decisions and take action.

In the key learning area of EFL, learning experiences should be
adjusted as required to meet the abilities, needs, and interests of individuals
and groups of students. This may mean providing different amounts of
time, space or materials, and offering a range of levels and types of support
to students. Students may engage in experiences in different ways, or make
choices from a range of options so that learning is relevant and meaningful.
This approach can involve both students and teachers in the design of
learning and assessment opportunities, and requires negotiation and
flexibility (Wajnryb, 1992: 124).

It has been stated that ESP is an approach to language teaching in
which all decisions as to syllabus content and method are based on the
learners’ reasons for learning. Though the needs for using English are
varied, all learners need to use a specific area of the English language in the
shortest term possible. After identifying a target situation - the need for a
specific segment at school - the learners' needs have to be identified; and
their current situation and the target situation must also be analyzed.
Additionally, learners’ potentials require to be identified, as well as the skills
and knowledge needed to attain the target situation without losing sight of
such constraints as aptitude, time, and technical resources. With these data

in mind, a course is designed and the materials are then chosen and



organized. Finally, evaluation is a very important tool so that learning

strategies can be redefined and results improved.

2.2.3 The Origins of ESP

According to Hutchinson and Waters (1987: 5), there are three
common reasons to the emergence of all ESP: (a) the demands of a Brave
New Wortld, (b) a revolution in linguistics, and (c) focus on the learner. The
authors note that two key historical periods breathed life into ESP. First, the
end of the Second World War brought with it an "age of enormous and
unprecedented expansion in scientific, technical and economic activity on an
international scale for various reasons, most notably the economic power of
the United States in the post-war world, the role [of international language]
fell to English" (ibid. 6). Second, the Oil Crisis of the early 1970s resulted in
Western money and knowledge flowing into the oil-rich countries. The
language of this knowledge became English.

The general effect of all this development was to exert pressure on the
language teaching profession to deliver the required goods. Whereas English

had previously decided its own destiny, it now became subject to the wishes,

needs and demands of people other than language teachers (ibid. 7) .

The other key reason cited as having a tremendous impact on the
emergence of ESP was a revolution in linguistics. Whereas traditional
linguists set out to describe the features of language, revolutionary
piloneers in linguistics began to focus on the ways in which language is
used in real communication. One significant discovery was in the ways
that spoken and written English vary. In other words, given the
particular context in which English is used, the variant of English will
change. This idea was taken one step farther. If language in different

situations varies, then tailoring language instruction to meet the needs of



learners in specific contexts is also possible. Hence, in the late 1960s and
the early 1970s there were many attempts to describe English for Science
and Technology (EST). Hutchinson and Waters (1987), Swales (1980),

and Selinker and Tarone (1981) are identified among the few of the

prominent descriptive EST pioneers.

The final reason Hutchinson and Waters (1987: 18-9) cite as having
influenced the emergence of ESP is related to the psychology of learning.
Rather than simply focusing upon the method of language delivery, more
attention was given to the ways in which learners acquire language and
the differences in the ways language is acquired. Learners were seen to
employ different learning strategies, use different skills, enter with
different learning schemata, and be motivated by different needs and
interests. Therefore, focus on the learners' needs became equally
paramount as the methods employed to disseminate linguistic
knowledge. Designing specific courses to better meet these individual
needs was a natural extension of this thinking. To this day, the catchword
in ESL circles is both learner-centered and learning-centered. In this way,
teachers should follow student’s target situation needs and learning needs
by focusing on the systems, procedures, and products that are at the
heart of what the students do in English and to be able to deduce from
this knowledge the language needs of each type of learners (Ellis and
Johnson, 1994: 26).

The discussion above is meant to clarify the fact that ESP should not
be considered as a product of language analysis; rather, it should be seen
as an approximation to meet the needs of the learners. In this respect,
Widdowson (1983: 10) affirms that ‘ESP is simply of matter of
describing a particular area of language and then using this description as
a course specification to impart to learners the necessary restricted

competence with this particular area’.



2.2.4 Key Notions of ESP

The following sections present the three key issues of: i) the distinction
between the absolute and variable characteristics of ESP, ii) types of ESP,
and iif) the characteristics of ESP courses. Then the discussion describes the

benefits of ESP courses and the means of maximizing such benefits.

2.2.4.1 Absolute and Variable Characteristics of ESP

In his definition of ESP, Strevens (1988) makes a distinction between

four absolute and two variable characteristics:

I. Absolute characteristics :
ESP consists of English language teaching which is :

1. designed to meet specified needs of the learner;
2. related in content (i.e. in its themes and topics) to
particular disciplines, occupations and activities;

3. centered on the language appropriate to those activities
in syntax, lexis, discourse, semantics, etc., and the

analysis of this discourse;

4. in contrast with General English .
II. Variable characteristics :
ESP may be, but is not necessarily :

1. restricted as to the language skills to be learned (e.g.

reading only);



2. not taught according to any pre-ordained methodology
(ibid. 1-2) .

Anthony (1997: 4) notes that recently there has been a considerable
debate about what ESP actually means despite the fact that it is an approach
which has been widely used over the last three decades. At a 2001 Japan
Conference on ESP, Dudley-Evans and St. John offered a modified
definition. They have removed the absolute characteristic that '"ESP is in
contrast with General English' and added more variable characteristics. They
assert that ESP is not necessarily related to a specific discipline.

Furthermore, ESP is likely to be used with adult learners although it could

be used with young adults in a secondary school setting .

The revised definition that Dudley-Evans and St. John postulate is as
follows:
I. Absolute Characteristics:
1. ESP is defined to meet specific needs of the learner;
2. ESP makes use of the underlying methodology and
activities of the discipline it serves;
3. ESP is centered on the language (grammar, lexis, and

register), skills, discourse and genres appropriate to

these activities .

II. Variable Characteristics:

1. ESP may be related to or designed for specific
disciplines;

2. ESP may use, in specific teaching situations, a different
methodology from that of general English;

3. ESP is likely to be designed for adult learners, either at
a tertiary level institution or in a professional work
situation. It could, however, be for learners at

secondary school level;



4. ESP is generally designed for intermediate or advanced
students;

5. Most ESP courses assume some basic knowledge of
the language system, but it can be used with beginners

(Dudley-Evans & St John, 1998: 4-5).

As for a broader definition of ESP, Hutchinson and Waters (1987: 19)
theorize that "ESP is an approach to language teaching in which all
decisions as to content and method are based on the learner's reason for
learning". Anthony (1997: 3f) notes that it is not clear where ESP courses
end and general English courses begin. Numerous non-specialist ESL
instructors use an ESP approach in that their syllabi are based on analysis of
learners’ needs and their own personal specialist knowledge of using English

for real communication.

2.2.4.2 Types of ESP

Ditferent taxonomies of ESP are offered by different educationalists.

For example, David Carver (1983: 20f) identifies three types of ESP :

1. English as a restricted language;

2. English for academic and occupational purposes;

3. English with specific topics .

The language used by air traffic controllers or by waiters are examples of
English as a restricted language. Mackay and Mountford (1978: 4-5) clearly
illustrate the difference between restricted language and language with this

statement:

... The language of international air-traffic control could be regarded
as 'special’, in the sense that the repertoire required by the controller
is strictly limited and can be accurately determined situationally, as
might be the linguistic needs of a dining-room waiter or air-hostess.



However, such restricted repertoires are not languages, just as a
tourist phrase book is not grammar. Knowing a restricted 'language'
would not allow the speaker to communicate effectively in novel
situation, or in contexts outside the vocational environment.

The second type of ESP identified by Carver (1983) is English for
Academic and Occupational Purposes. In the "Tree of ELT" (Hutchinson &
Waters, 1987), ESP is broken down into three branches: a) English for
Science and Technology (EST), b) English for Business and Economics
(EBE), and ¢) English for Social Studies (ESS) (See figure 1 on page
sixteen). Each of these subject areas is further divided into two branches:
English for Academic Purposes (EAP) and English for Occupational
Purposes (EOP). An example of EOP for the EST branch is 'English for
Technicians' whereas an example of EAP for the EST branch is 'English for
Medical Studies'.

Hutchinson and Waters (1987:16) note that there is nota clear-cut
distinction between EAP and EOP since ° people can work and study
simultaneously; it is also likely that in many cases the language learnt for
immediate use in a study environment will be used later when the student
takes up, or returns to a job’. Perhaps this explains Carver's rationale for
categorizing EAP and EOP under the same type of ESP. It appears that
Carver is implying that the end purpose of both EAP and EOP are one in
the same: employment. However, despite the end purpose being identical,
the means taken to achieve the end is very different indeed. One can
contend that EAP and EOP are different in terms of focus on Cummins'
(1979) notions of cognitive academic proficiency versus basic interpersonal
skills (See 2.4.2).

The third and final type of ESP identified by Carver (1983) is English
with specific topics. Carver notes that it is only here where emphasis shifts
from purpose to topic. This type of ESP is uniquely concerned with

anticipated future English needs of, for example, scientists requiring English



for postgraduate reading studies, attending conferences or working in
foreign institutions. However, one can argue that this is not a separate type
of ESP. Rather it is an integral component of ESP courses or programs
which focus on situational language. This situational language has been
determined based on the interpretation of results from needs analysis of

authentic language used in target workplace settings.
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2.2.4.3 Characteristics of ESP Courses

Carver (1983:33) states that there are three features common to ESP
courses: a) authentic material, b) purpose-related orientation, and c) self-
direction.

If one accepts Dudley-Evans' (1997:13) claim that ESP should be
offered at an intermediate or advanced level, then the use of authentic
learning materials is entirely feasible. Indeed, the use of authentic content
materials, modified or unmodified in form, is one feature of ESP,
particularly in self-directed study and research tasks.

Purpose-related orientation refers to the simulation of communicative
tasks required of the target setting. Carver (1983: 101) cites student
simulation of a conference, involving the preparation of papers, reading,
note taking, and writing. Science program, students attended a seminar on
improving the listening skills. They practiced listening skills, such as listening
with empathy, and then employed their newly acquired skills during a
tieldtrip to a local community centre where they were partnered up with
English-speaking residents. A large component of the student evaluation
was based on an independent study assignment in which the learners were
required to investigate and present an area of interest. The students were
encouraged to conduct research using a variety of different resources,
including the Internet.

Finally, self-direction is characteristic of ESP courses in that the “...
point of including self-direction ... is that ESP is concerned with turning learners into
users” (Carver, 1983: 134). In order for self-direction to occur, the learners
must have a certain degree of freedom to decide when, what, and how they
will study. Carver also adds that there must be a systematic attempt by
teachers to teach the learners how to learn by teaching them about learning
strategies. As for the question of whether or not it is necessary to teach

high-ability learners - such as those enrolled in the health science program -
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about learning strategies, the answer is not. Rather, what is essential for

these learners is learning how to access information in a new culture.

2.2.4.4 Benefits of ESP

On the basis of what has been said before, one is now in a position to
state the benefits of ESP. Basically; these are threefold in that they help
achieve speed, efficiency, and effectiveness in learning. As far as learning
speed is concerned, ESP results in faster acquisition of required linguistic
items. This is because it follows the pattern of the native speakers’
acquisition of language for specific purposes, in which speakers learn what
they need, when they need it, in authentic, content-based contexts. ESP
does not only follow this pattern, but also improves upon it by providing an
opportunity to learn in an accelerated, intensive context (Wright, 1992: 5).

As for learning efficiency, on an ESP course, the trainees make the
maximal use of their learning resources, all of which are brought to bear on
acquiring specific, pre-identified linguistic items and skills. Obviously, the
needs analysis is of vital importance here since it enables trainers to
determine the specific requirements of trainees.

Thirdly, there is learning effectiveness. On completion of an ESP
course, the trainees are ready to use language appropriately and correctly in
job related tasks, which have been identified prior to the course by means of
a needs analysis. Accordingly, English becomes usable immediately in the
employment context. In addition, the trainees are prepared for further job-
related training in English. Such preparation will result in greater academic
performance since no time is wasted in acquiring the necessary language
(ibid.).

The benefits of ESP can be brought out further by contrasting ESP

courses with General English courses. Such courses deal with many
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different topics, necessarily at a superficial level. In addition, they deal with
many different skills, usually attempting to give equal treatment to each.

Due to the general nature of these courses, they can be extremely
useful, which is why they comprise the vast majority of English courses.
However, for students with specific learning needs, they are seriously lacking
because their scope is too wide. The trainees learn many irrelevant things.
Relevant material, if it is included at all, is treated in insufficient depth.
These deficiencies cause the acquisition of the required linguistic items to be
slow and minimal, and upon the completion of the course, the trainees are
not prepared to function effectively in the required employment contexts.

It has been shown that the central concept of ESP is that of providing
the trainees with those specific linguistic items they need, when they need
them. It has been also shown that the usual suppliers of ESP, in the form of
local language schools and existing learning materials, cannot satisfy the
requirements of this central concept. The crucial, insurmountable problem is
that in their very nature they cannot cater for the needs of particular groups
of trainees in companies and banks.

Local language schools need to attract large numbers of students and
cannot analyze the needs of particular groups, so their courses are very
general. Existing learning materials are aimed at a very general readership
also. In addition, the use of existing materials offers no accountability for
results. It is possible to spend an enormous amount of money without
achieving any improvement in the relevant linguistic ability of the trainees.

Hence, in order for training in ESP to achieve optimal success, there
must be a much closer relationship between the employees and their ESP
supplier. Firstly, the ESP supplier must conduct a comprehensive needs
analysis and hold a detailed discussion of training requirements with the
employees. Secondly, by using the results of the needs analysis, the ESP
supplier must be able to cater to the employees’ specific training

requirements at various levels of detail: programme design, course design
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and materials design. With respect to programme design, a general structure
could be developed which indicates what types of course will be offered,
their duration and scheduling. Sketches of the content of each proposed
course should be provided. Each course designed should contain the
following:

1. Course objectives

2. Analytical contents provide the logical plan for the course. It

contains such things as linguistic and non-linguistic study items

(structures, vocabulary, functions, register, and body language)

3. Schedule

4. Trainers’ notes. These contain more detailed information than

thatin the analytical contents, and provide the basis for

materials design as well as giving guidance to trainers.

5. Practice materials.

6. Placement and progtress tests (Wright, 1992: 6).

In general, in order to allow the greatest possible scope in using the
course in training specific groups, the courses should be modular. This
means that they should contain a general course syllabus plus many isolated
practice activities for different skills, which trainers can use or not,
depending upon the needs of particular groups of trainees. They should also
contain practice materials, which cater to problems in communicating

encountered by the specific nationality groups being trained.



2.3 Needs Analysis

Needs analysis involves the assessment of the needs for which a
learner or group of learners may require language. As a research area, it
started in the early 1970s along with the development of the
communicative approach, and has gone through substantial
developments in the 1970s and 1980s owing much to the work done by
Richterich (1972) and Munby (1978). Proponents of the communicative
approach argued that the selection of instructional materials should be
based on a systematic analysis of the learners’ needs for the target

language.

All authors seem to agree that it is essential to distinguish between
needs, wants and lacks. ‘Needs are those skills which a learner perceives as
being relevant to him; wants are a subset of needs, those which a learner
puts at a high priority given the time available; and the lack is the difference
a learner perceives between his present competence in a particular skill and
the competence he wishes to achieve’ (Dickinson, 1991: 91).

Some authors distinguish between the terms needs analysis and needs
assessment - which are often used interchangeably - claiming that

‘assessment involves obtaining data, whereas analysis involves assigning

value to those data’ (Graves, 1996: 12).

The rationale behind needs analysis is pretty straightforward: people
learn a foreign language for different purposes and need it to do different
things. The type of language varies along with the learners’ needs for the
language. So, to design an effective language course, it is critical to know
why a learner decides to study a second language and under what

circumstances she or he is going to use it.

Needs analysis involves “compiling information both on the individual

or groups of individuals who are to learn a language and on the use which
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they are expected to make of it when they have learned it” (Richterich, 1983:
2). A variety of data collecting methods are used in needs analysis such as

questionnaires, interviews, and observations.

2.3.1 Objective Needs Analysis: Munby’s Model (1978)

Initial "objective" needs analyses focused on identifying learners' real
world communicative requirements so that courses could be designed
reflecting these and preparing users for their intended use of the target
language (TL). Munby's model (1978) is the most well-known of this type to
the effect that it has become "an unavoidable reference point"(Tudor, 1996:
006). It contained nine components, relating to the learners' communicative
requirements  (participant, purposive domain, setting, interaction,
instrumentality, dialect, target level, communicative event, and
communicative key). A simplified view of the relevant part of the model is

shown in Figure 3.

Participant

C ommunicative
Meeds

Processor

Frofile
of
Meeds

Figure 3: Munby's Model of Needs Analysis (1978)
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At the heart of the model is the Communicative Needs Processor (C.
N. P.). Information about the learner, the participant, is fed into the C. N. P.
which consists of a number of categories. After these categories have been
worked through, we finish up with a profile of needs - a description of what
the learner will be expected to do with the language at the end of the course.

The following are the relevant categories (Munby, 1978, 154-167):
0. Participant - the learners.

Give details of the participant’s identity and language as follows:
0.1 Identity

0.1.1 Age (specify either exactly or in broad terms)

0.1.2 Sex

0.1.3 Nationality

0.1.4 Place of residence

0.2 Language

0.2.1 Mother tongue

0.2.2 Target language

0.2.3 Present level/command of the target language:

Zero/false beginner /elementary/ lower intermediate/upper intermediate
/advanced

0.2.4 Other language(s) known
0.2.5 Extent of command of other languages

1. Purposive Domain - this category establishes the type of ESP, for what
purpose.

1.1 ESP classification

Is the purpose for which English is required occupational or educational?
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e.g. Educational: social science, communications studies.

1.1.1 If occupational, will it be pre- experience or post- experience ESP?
1.1.2 If educational, will be discipline-based or school subject ESP?
1.1.2.1 If discipline-based, will it be pre-study or in-study ESP?
1.1.2.2 If school subject, will it be independent or integrated ESP?

1.2 Occupational purpose

1.2.1 Specific occupation

State the occupation for which English is required.

1.2.2 Central duty

Identify the central duty of that occupation (if it different from 1.2.1).
1.2.3 Other duties

Identify other known duties, if any, for which English is needed.
1.2.4 Occupational classification

Using the framework provided by Munby, for more details see inventories
and schedules in (Munby, 1978, 154-167). Classify the occupation by
matching, as appropriate, the type worker on the vertical axis with the field
of work on the horizontal axis (e.g. technical officer in industry).

1.3 Educational purposes

1.3.1 Specific discipline

State the specific discipline or subject for which English is required.

1.3.2 Central area of study

Identify the central area of study in which the participants will be engaged.
1.3.3 Academic discipline classification

Select, as appropriate, from the following: mathematic/physical

science/humanities/social science/biological
science/medicine/engineering/education.
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2. Setting - the time and place.

2.1 Physical setting: spatial

2.1.1 Location

2.1.1.1 Country

In which country does the participant need to use English?
2.1.1.2 Town

In which town does the participant need to use English?

2.1.1.3 En route

If English is required while en route, specify the appropriate setting:
In flight/on board ship/in train/on bus/in cat.

2.1.2 Place of work (occupational)

In which occupational premise will the participant need English?

Specity, as appropriate, from the following list, supplying the item where
necessary (hotel, restaurant, café, department store, shop, market, factory,
workshop, power station, laboratory, company office, government office,
school, university, research institute, conference room, hospital, law court,
police institutions, bank....

2.1.3 Place of study and study setting

Give the name and type of the educational institution where the participant
needs English and academic study setting is English required:

e.g. English University - lecture rooms, tutorials, seminars, library,

laboratories, art rooms, examinations.

2.2 Physical setting: temporal
2.2.1 Point of time
Where is English required most?

2.2.2 Duration



For approximately how many hours per day/weck is English required?
2.2.3 Frequency
Is English required regularly/often/occupationally/seldom?

3. Interaction - the roles in which the participants will find themselves in

terms of status, age group, social relationships etc.

3.1 Position

State the participant’s position (i.e. in which he enacts a particular role)

3.2 Role-set

Identify the target language role-set (i.e. the different people with whom he
will interact in English, by virtue of his “position’), taking account of the
physical setting, especially location and place of work/study.

3.3 Role-set identity

Identity particulars for each member/group of the target language role-set in
terms of the following:

3.3.1 Number
Select as appropriate from: individual /small group/large group/mass
3.3.2 Age —group

Select as appropriate, modifying for degree or quantity if necessary,
from: elderly/adult/adolescent /child/ mixed

3.3.3 Sex

State: male/female/mixed, modifying if necessary (e.g. mostly male)
3.3.3 Nationality

State nationality, modifying if necessary (e.g. mainly British)

3.4 Social relationships

e.g. role: student
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relationships: student-student, student-

lecturer/tutor/technician

4.Instrumentality

a. medium of communication.

e.g. spoken - receptive and productive

Written - receptive and productive.
b. channel of communication.
e.g. face to face, print

5. Dialect — taking account the relevant variables, what dialects of English

are required by the participant?
e.g. Standard British accents and dialects.

6. Target level - level of linguistic proficiency, different skills may be

different.

e.g. ELTS 7 for Law, JMB grade 3 etc.

7. Communicative event - what the learner will have to do with English.
e.g. attend lectures, take part in seminars, etc

8. Communicative key - the manner in which communication needs to be

carried out.
e.g. Formal/informal plus range of attitudes.

9. Profile - what the student needs to be able to do.
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The model implies that a needs analysis should progress from an
identification of learners' target language needs, to an analysis of the
communicative activities they will need to perform in order to achieve

those goals, and the linguistic forms by which these activities will be
realized (Tudor, 1996: 72).

2.3.2 Needs Analysis and Syllabus Design

It has been shown that learners have their own, internal needs in
addition to the external demands imposed by the teaching institutions,
which complicate the issue of interrelated needs, wants and lacks. Teachers
are not authorized to prolong or shorten the scheduled courses, but they can
foster their students' language skills by employing more effective techniques
and encouraging learners to plan their learning by setting realistic aims.

For successful ESP learning, the incorporation of learners’ future
needs — what is known as ‘real world’ needs — and the development of
learner ability to transfer language knowledge to novel situations, together
with the usage of acquired skills in real life communication are considered to
be vital parts of ESP syllabus. This is why needs analysis has focused for the
last thirty years on learners’ communicative needs. It has generally been
accepted that an initial pre-course needs analysis can aim at establishing the
structure and content of a language course.

On the whole, needs analysis is a complex process which is usually
followed by syllabus design, selection of course materials, teaching/learning
a course, and its evaluation. Learners often find it difficult to define what
language needs they have and cannot distinguish between needs, wants and
lacks. Although these three concepts are interrelated, it is important for

teachers to be aware of their impetus on successful learning. Another
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stimulus for successful learning is adjusting the course to the changes in
learners’ needs. This implies the significance of ongoing needs analysis.

An initial pre-course needs analysis is a conventional classroom
approach to start teaching a new language course to novice learners. The
common word “need” describes an item or an ability which is important to
a person, but which he does not have or is not very good at. In a linguistic
context, different authors define the term “needs” diversely, and thus
different meanings are implied. If needs are ‘understood as specific
requirements for the foreign language, then the vast majority of learners do
not have any. They are deemed to require what the syllabus offers them, and
the syllabus is likely to be closely related to the examination, which is a
highly realistic “need” for the majority of learners’ (Dickinson, 1991: 88).

The conceptions of “target needs” and “learning needs” have been
widely used in the literature. Target needs are understood as ‘what the
learner needs to do in the target situation; whereas learning needs are what
the learner needs to do in order to learn. The analysis of target needs
involves identifying the linguistic features of the target situation or learners
necessities (what is English needed for), lacks (what learner does not know),
and wants (what learner feels s/he needs) (Hutchinson & Waters, 1987: 55).

Obviously, the analysis of target situation needs is concerned with the
important area of language use, while learning needs cover circumstances of
language learning, i.e. why learners take course — optional or compulsory,
what they seek to achieve, what their attitude towards the course, etc. (ibid.
62).

Contemporary attitudes to needs analysis pose the requirements that
it must be ‘interrelated with course design, materials, teaching/learning,
assessment /evaluation” and on-going (Dudley-Evans & St. John, 1998:
121). Dudley-Evans & St. John (1998: 125) offer a comprehensive

description of needs analysis as presented in the following areas:



Y¢

A. target situation analysis & objective needs
B. wants, means, subjective needs

C. present situation analysis

D. learners’ lacks

E. learning needs

F. linguistic and discourse analysis

G. what is wanted from the course

H. means analysis

According to Dudley-Evans & St. John, the interpretation of these

points can be outlined as follows:

A includes professional information about learners: what they will be
using English for; B includes personal information about learners:
attitude to English, previous experiences. C includes English language
information about learners: their current skills and experiences in
language use; D defines the gap between C and A; E includes
language learning information: effective ways of learning the skills and
the language; H includes information about the environment in which

the course will be run.

The researcher is agreed with this notion that submitted by Dudley-
Evans & St. John. Since these information are of vital importance that the
ESP researchers, designers, and trainers have to put these information in

their consideration before starting to design any ESP course.

The main data collection methods for needs analysis are
questionnaires, discussions, interviews, observations, and assessments (ibid.
132). In other words, the main sources for needs analysis are the learners
themselves. However, relevant documentation and information received

from colleagues are also important.



Questionnaires are thought to be the least consuming ways of
collecting information, and this is why learners’ needs are usually specified
through questionnaires which enable researchers to determine long-term
aims and short-term objectives. Questionnaires can generally be used for
quantitative presentation of collected data. Small amount of data may be
easily analyzed by a simple tally system, while large scale needs analysis
requires statistical approach and use of computer software.

Another important aspect of needs analysis is concerned with
learning styles and strategies. A learner-centered approach is considered to
be a cornerstone for successful learning. The current trend in teaching is to
take into account learners wants: they might want or need to carry out a
variety of communicative tasks in the target language. For this reason,
information on the ways in which learners prefer to learn must be obtained
through the needs analysis.

Initially obtained data on needs analysis allow researchers to set
course objectives and determine scientific approach to teaching. Ongoing
needs analysis allows to revise objectives and to modify teaching techniques
and materials. In ongoing needs analysis the conclusions drawn in the initial
analysis have to be constantly checked and re-assessed (ibid. 140).

Consequently, a final evaluation allows the placing of future activities.
At this stage, learners must be given feedback which is good for Public

Relations and for the quantity and quality of future cooperation (ibid. 139).
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2.4 ESP Syllabus Design

Generally seen as indispensable units of second language
programmes, institutional curricula and syllabi can take various forms,
represent various theories of learning, and be realized in various ways.
Before reviewing language-syllabus design, it is necessary to address the
confusion in the literature between the terms 'curriculum' and 'syllabus', since
these can at times be very close in meaning, depending on the context in
which they are used (Nunan, 1988: 3).

Taba (1962) makes a distinction between goals, aims and objectives.
Goals are very general and broad. Aims are more specific, and are long-
termed. These are what Bell (1981: 50) refers to as 'key objectives'.
Conventionally, objectives are the short-to-medium-term goals that are
'critical' or have 'specific' objectives. Both aims and objectives are generally
regarded as important because, without aims to provide direction, it is
possible to become lost in the attempt to satisty a range of short term
objectives. Hooper (1971: 202) neatly summarizes the distinction between
aims through the following analogy: “The satisfaction of hunger may be an
aim. A plate of steak might be the correlated objective’. A similar distinction
is drawn by Widdowson (1983: 7) in his distinction of EGP and ESP when

he contrasts them in terms of the place of aims in type of course.

ESP specification of objectives: training: development of

Equivalent to aims restricted competence

EGP specification of objectives: education: development of
Leads to aims general capacity

By 'objectives', Widdowson means 'the pedagogic intentions of a

particular course of study to be achieved within the period of that course,



v

which is measurable by some assessment device at the end of the course. By
'aims' he means 'the purposes to which learning will be put after the end of

the course (Widdowson, 1983: 6-7).
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Figure 4: Syllabus development Model, Taba (1962)

2.4.1 The Terms: Curriculum and Syllabus

The concept of 'curriculum' has been important in second-language
programmes throughout the history of EFL/ESL, though 'curriculum
theory' as a field of educational studies is faitly new (Stern, 1983: 434). As
with other generally accepted and widely-used terms (e.g. 'autonomy',

'communicative), there is little general agreement on their actual form and
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function, though interpretations do fall into two main camps. In the first of
these, the term 'curriculum' refers to the substance of a study-programme of
an educational system. Stenhouse (1975: 17) describes curriculum as "an
attempt to communicate the essential properties and features of an
educational proposal in such a form that it is open to critical scrutiny and

capable of effective translation into practice". Allen (1984:61) proposes:

... [a@] clear distinction, similar to that which has been prevalent in
Europe, the curriculum being concerned with planning,
implementation, evaluation, management, and administration of
education programmes, and the syllabus focusing more narrowly on
the selection and grading of content.

In the second (and more recent) meaning, 'curriculum' includes the
entite  teaching/learning process, including materials, equipment,
examinations, and the training of teachers. In this view, curriculum is
concerned with what can and should be taught, to whom, when, and how.
Nunan (1988: 14) adds to his curriculum those elements that are designated
by the term syllabus, along with considerations of methodology and
evaluation. Similarly, White (1988: 19) sees curriculum to be concerned with
objectives and methods as well as content. Such a definition involves
consideration of the philosophical, social and administrative factors of a
Programme.

Definitions of 'syllabus' vary between very general definitions
that are similar to some of the definitions of 'cutrriculum'
already mentioned to very specific ones. One of the first types
of definitions is that of Breen's (Breen, 1987: 83) who sees in a
syllabus:

the meeting point of a perspective upon language itself, upon using
language, and upon teaching and learning which is a contemporary
and commonly accepted interpretation of the harmonious links
between theory, research, and classroom practice.
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On the opposite pole is Prabhu's more specific definition of syllabus as
the "specification of what is to be learnt" (1987: 89). Likewise, for Allen, the
syllabus is "that subpart of curriculum which is concerned with a
specification of what units will be taught" (Allen, 1984: 61), whereas for
Yalden (1987: 20), it is primarily a teacher's statement about objectives and
content. Nunan (1988: 6) takes a wider, non-specific view of "a framework
within which activities can be carried out: a teaching device to facilitate
learning”, and Prabhu (1987: 86) proposes "a form of support for the
teaching activity that is planned in the classroom and a form of guidance in
the construction of appropriate teaching materials". In contrast,
Kumaravadivelu (1994: 72) sees the syllabus as "a pre-planned, pre-ordained,
pre-sequenced inventory of linguistic specifications imposed in most cases
on teachers and learners", and claims that this is a "widely recognized"
perspective.

Since different educational theories and approaches differ on syllabus
goals and functions, a universal definition for "syllabus" seems impractical.
What can be said is that syllabi tend to be representations, reflecting the
originator's ideas about language learning: every syllabus is a particular
representation of knowledge and capabilities. And this representation will be
shaped by the designer's views concerning the nature of language, how the
language may be most appropriately taught or presented to learners, and
how the language may be productively worked upon during learning (Breen,
1987a: 83). As far as the researcher is concerned, the two terms under
discussion will be used interchangeably since it is always the case that when
one talks about a curriculum the suggestion is that one is also talking about
syllabus (Richards et al, 1992: 94).

Regardless of such diversity, there appears to be a consensus as to the

general characteristics of curriculum, along the following dimensions:



1. Syllabus specifies the work of a particular department in a

college or school, organized in subsections, defining the work of a

particular group or class.

2. It is linked to time, specifying a starting point and an ultimate

goal.

3. It specifies some kind of sequencing either in accordance with a

theory of language learning, or with the structure of specifiable

material relatable to language acquisition.

4. The mode of sequencing above is constrained by administrative

needs such as materials.

5. As a document of administrative convenience, it is both
negotiable and adjustable.

6. It can only specify what is taught, rather than organizing what
is learnt.

7. As a public document, it is an expression of accountability

(Brumfit, 1984 cited in White, 1988: 3).

Breen sees every syllabus to be subject to six universal requirements,
which require the designer to: i) focus upon; ii) select; iii) subdivide; and iv)

sequence the appropriate outcome of language learning (Breen, 1987: 83):

1. provision of an accessible framework of required knowledge and
skills;

2. provision of continuity for its users;

3. ability to give a retrospective account of what has been achieved;

4. evaluation - provision of accountability to colleagues, to learners,
and to the wider institution and society;

5. precision of purpose, so that it may be assessed for
appropriateness through implementation;

6. Sensitivity to the environment for which the plan is intended. (cf.

Breen, 1987: 82).
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Generally speaking, ESP syllabus design should cover the three

factors of: 1) language description, ii) learning theories, and iii) needs

analysis:
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Figure 5: Factors Affecting ESP Syllabus Design (Hutchinson and Waters, 1987)
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2.4.2 Key Issues in ESP Syllabus Design

In this section, key issues in ESP syllabus design for ESL contexts are
examined. Cummins (1979) has theorized a dichotomy between Basic
Interpersonal Communication Skills (BICS) and Cognitive Academic
Language Proficiency (CALP). The former refers to the language skills used
in the everyday informal language used with friends, family and co-workers.
The latter refers to a language proficiency required to make sense of
academic language and its use. Situations in which individuals use BICS are
characterized by contexts that provide relatively easy access to meaning.
However, CALP use occurs in contexts that offer fewer contextual clues.

The first ability required in order to successfully communicate in an
occupational setting is the ability to use the particular jargon that is
characteristic of the specific occupational context. The second is the ability
to use a more generalized set of academic skills, such as conducting research
and responding to memoranda. With the health science group, this was
largely related to understanding a new culture. The third is the ability to use
the language of everyday informal talk to communicate effectively,
regardless of occupational context. Examples of this include chatting over
coffee with a colleague or responding to an informal email message.

The task for the ESP developer is to ensure that all three of these
abilities are integrated into the syllabus. This is a difficult task due to the
incredible amount of research required.

Because ESP requires comprehensive needs analysis and because the
learning-centered syllabus is not static, it is impossible to expect that the
developer be in a position to identify the perfect balance of the abilities

noted above for any particular group of learners.
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2.5 ESP Syllabus Design: Related Previous Studies

ESP syllabus design is a very rich and productive field of study, both
in Iraq and abroad. To offer a comprehensive survey for all ESP syllabus
design studies is a massive task that falls out of the scope of this study.
Therefore, the following survey will limit itself to those studies that tackle
ESP syllabus design for the Iraqi College of Police and Military College
conducted in Iraq.

Three MA theses in English language and linguistics and TEFL
methodology have been carried out so far within the framework of ESP for
EFL learners at the Iraqi College of Police and Military College. These
studies are separately described in the following subsections in chronological
order first; then they are discussed in terms of their aims and hypotheses,

population and samples, and procedures.

2.5.1 Al-Fityan (1988)

This study offers an assessment of the English Language Program
then in use at the Police College (P. C.). It aims at 1) finding out the extent to
which the ELP is in conformity with the objective of P. C,; ii) identifying,
specifying, and formulating the above mentioned objectives; and iii)
proposing in outline form a notional-functional syllabus that answers the
communicative needs of the graduates of the P. C. in their future practical
life as officers in various police departments.

The researcher hypothesizes that ELP is inadequate owing to “its
lack of perception of the specific objective of teaching English at the PC,
and its negligence of the prospective needs of its graduates.”

The instrument of the study is a thirty-item questionnaire designed

to elicit assessment data from (166) P.C. third-year undergraduates about

“the language needed by the learners for occupational and educational
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purposes”. The number of instructors participating in data collection is not
specified, neither is the total population of learners and instructors.

Data analysis is carried out by means of statistical tables and rates.
No correlation coefficients between the responses of the learners and
instructors are offered.

The study concludes that the course it assesses observes neither
horizontal nor vertical orientation. No attention whatsoever is given to the
grammar, or the grammatical links in structure or lexicon that may exist
between each unit and the one subsequent to it. Similarly, the whole series
manifests no vertical orientation, as the language activities exercised are very
limited to reading and answering questions.

Finally, the researcher offers one model teaching unit as a specimen
for a future ESP syllabus for PC. The unit starts with three glossary lists
which include colloquialisms and technical vocabulary items, a phone
dialogue between a police officer and a mother about the arrest of her son
due to disorderly conduct, comprehension questions on the dialogue, a
reading text about a bank robbery plus reading comprehension questions,
and six exercises about morphology (noun-derivation), syntax (passive voice
and prepositions), sentence production of paired homophones and

homonyms, and single idioms.

2.5.2 Sayhood (1988)

This study has as its point of departure the conviction that reading
comprehension is of more importance than the other skills of language. No
hypotheses are proposed for experimentation. Accordingly, it aims at
conducting an assessment of the skill of reading comprehension among the
students of the Police College (P.C.) by answering the following two

questions:



1. What is the English reading comprehension standard achieved
by P.C.?
2. What is the standard achieved by P.C. students in the subskills

of each level of English reading comprehension?

The sample of the study consisted of (101) students who form
(50%) of the whole population of the third—year P. C. students. Subjects
were asked to read and answer the twelve multiple-choice items of a test
constructioned by the researcher about an unseen passage chosen from the
third—year textbook of the College. Only two reading comprehension sub-
skills are tested. These are the literal and the inferential levels. The test has
been validated and piloted, and its reliability has been estimated by using
Pearson’s Formula.

Data analysis showed that the students’ general standard in reading
comprehension is low, and that their ability in the literal level is better than
their ability in the inferential level. This result was attributed to the
deficiency of the English programme used at C.P. in covering all reading
comprehension subskills. Another important finding is that the students’
general weakness in English is due to the lack of motivation on the part of

the students themselves, and the difficulty of the inferential level.

2.5.3 Hassan (1989)

This study also aims at offering an assessment of the English Course
at the Iraqi Military College with a view of suggesting the type of language
materials to be adopted, their sequencing, and method of teaching in
replacement of the English Course used then. The hypothesis reads as
follows:

It is assumed that the current programme is not presented in

accordance with scientific principles, and that the language
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materials and subject-matter do not meet the students’ needs and

do not account for their level.

Data collection has been carried out by constructing a questionnaire
submitted to sixteen English language teachers at the Military College. This
instrument has thirty-three multiple choice questions related to various
content and language-skill aspects of the assessed course. Data analysis is
conducted with the help of (22) statistical tables outlining the rates of
respondents’ choices.

The study concludes that the assessed course is entirely inadequate
both in material selection and design. The recommendation, then, is to
design a new ESP course based on the notional/functional approach, which
is geared to the development of the learners’ communicative competence.
Detailed methodological recommendations for the presentation of each

language skill, subskill and component are also put forward.

2.5.4 Discussion of Previous Studies

The next subsections discuss the points of convergence and
divergence between the three previous studies above and the present study
in aims and hypotheses, sampling, and procedures. It is worth mentioning
here that the three studies above antedate the present study by at least
fifteen years. This temporal gap renders the results of all these studies

weakly relevant to the assessment of the PEI (1993).
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2.5.4.1 Aims and Hypotheses

Similar to the present study, the aims and hypotheses of the three
studies above are all related to the assessment of either an entire syllabus
(Al-Fityan, 1988 and Hassan, 1989) or some important aspect of such a
syllabus (Sayhood, 1988). Like the present study, Al-Fityan and Hassan
propose to test the validity of the inadequacy of the studied syllabus in
satisfying the learners’ needs, whereas Sayhood offers no working
hypothesis. Al-Fityan presupposes from the start the aim of ‘proposing in
outline form a notional-functional syllabus’ regardless of the eventual
preferences or dispreference of the majority his sample of respondents to
such a syllabus type. Curiously, Hassan’s hypothesis quoted above gives an
assumption which presupposes adoption rather than a statement that
principally admits either refutation or validation. Significantly, in all the

studies above what is hypothesized is procedurally confirmed.

2.5.4.2 Population and Sample

Sampling in Al-Fityan’s study is similar to that of the present study,
though his subjects do not include expert university educationalists. The
sample of Sayhood’s study includes only EFL learners; whereas in Hassan’s
they are only teachers, which is a serious drawback since learners’ opinion

cannot be dispensed with.
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2.5.4.3 Procedures

In Al-Fityan’s and Hassan’s studies, no reliability for their tests is
computed, and no piloting study is conducted. In these two studies, face and
content validity is presupposed without resort to second-party opinion. Like
the present study, Sayhood’s study pilots and validates its measurement
instrument.

Al-Fityan concludes his study by offering one sample unit for the
proposed syllable. No similar attempts are ventured by Hassan or Sayhood.

In the present study, two of such model units will be constructed.
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CHAPTER THREFE

PROCEDURES AND METHODOLOGY

3.1 An Introductory Note

This chapter describes the steps followed by the researcher that lead
to constructing a Q that serves as an instrument for data collection. These
steps include: i) constructing a Questionnaire based on Munby’s model
(1978), which is closely related to the target learners' communicative
requirements of ESP; and ii) estimating the validity and reliability of the
study’s instrument on the basis of the statistical formulas to secure the Q’s
measurement accuracy. The ultimate aim of this chapter is to draw a realistic
and objective needs profile for ESP learners that can serve as a basis for the
subsequent assessment of the current course of English at the College of

Police in the next chapter.



3.2 Types of Required Needs Analysis

As mentioned earlier in 2.2.2, learners' needs can be classified into
three types: those arising from the target situation, those arising from the
learning situation, and those necessitated by the process of communication.

The analysis of the target situation's needs is essentially a matter of
asking questions about the available situational options and the attitudes of
the various participants in the learning process towards each one situation.
The needs of the target situation specify those particular knowledge and
abilities the learners need for the attainment of the required degree of
competence in the target situation. In other words, the analysis of the target
situation reveals what people do with language.

The investigation of the situation in which and for which the College
of Police and prospective officers require English is of primary significance
in securing what is technically called 'the target performance repertoire'
which provides information about linguistic and other features of the target
situation . In the case of C. P. students such information should relate to the
two aspects of:

1. the students' underlying competence or background
knowledge of 'policing', which they do not prepossess, but
acquire through instruction in the other special subject courses
they take simultaneously with English; and

2. the language which they are expected to cope with, namely
that connected with policing. Background knowledge is
essential for contextualizing the new information through the
use of the lexicon and relevant to the situation (Hutchinson

and Waters, 1985: 179).
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Of the types of needs analysis specified above, those that are
expected to arise from the learning and teaching situation are felt to be of
exceptional importance, simply because this situation is unique as far as the
subjects are concerned. Therefore, it is felt here that the description of this
situation can shed a lot of useful light upon the subsequent results of the
needs analysis conducted here. Two key factors are discussed hereunder: the

vocational nature of CP and the teaching-learning situation prevalent there.

3.2.1 College of Police

CP is an academic institution belonging to the Ministry of Interior
alming at training and preparing professional Police Officers. The student is
admitted to the College according to certain conditions: to be Iraqi by birth,
to pass the special fitness examination, to be between nineteen to twenty-
four years of age, and a graduates form an Iraqi secondary schools. This
means that all College enrollers are formally instructed in English as a
foreign language for at least eight academic years. The EFL knowledge that
the students acquire during pre-college instruction is supposed to cover the
acquisition of the most basic grammar rules and lexical items of English that
enable them to pass Ministerial Examination held at the close of their sixth
secondary school grade.

At the College, students learn English for three academic years at the
rate of two hours a week. The academic year stars on the first of Octobet,
and ends on the fifteen of June.

CP students engage in actual service training at various police
departments over three years of study at a rate of three months per year
before graduation. This kind of actual job-practicing is supposed to make
them aware of the real situations in which they find themselves face to face
with foreigners with whom communication is impossible without some

knowledge of English. In other words, such type of practice makes them
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quite aware of the prospective language needs since they have acquired first-
hand experience of the settings, activities, and tasks for which practical
knowledge of English is necessary. Such factors enhance the reliability of the

subjects' responses to the questionnaire.

3.2.2 Learning and Teaching Situation at C.P.

ESP courses for learners take place in the classroom environment
which is strictly formal, dull, and noisy. Sixteen classrooms are allocated for
all the learners. The population of each classroom is not less than (50)
learners per each room. Such overpopulation limits the opportunities for
interactive communication.

Classes start at ten O'clock in the morning after breakfast, following a
two-hour-period of military and physical training. During teaching hours,
some learners may suffer from fatigue, and others may fall asleep during the
teaching period due to physical exhaustion since academic instruction takes
place a short time after vocational and physical training.

EFL courses at the police academy are compulsory. Learners'
graduation and their subsequent appointment as Police Officers in ISF are
strictly contingent upon passing all the exams including those of EFL.

Generally speaking, EFL courses at the police college are considered
as a subsidiary subject matter. Herein lays the main reason behind the
allocation of only two hours per week to teaching English. In addition, there
is no apparent relationship between the learners' future job and English. All
these circumstances make EF teachers lenient in reducing the minimal
standard required of their students' performance. However, the majority of
learners want to improve their ESP competence for various reasons

including the enhancement of personal knowledge and prestige.
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The available teaching resources are limited to three Iraqi
professional teachers of English. Teachers' attitude to ESP is encouraging,
though their attitude to the current course of English is largely negative.
Teaching aids that are in use are minimal, and there are practically no
opportunities for out-of-class activities in ESP.

Currently sued teaching styles at the CP are only those that can be
applied in formal classroom environment. They are limited to the use of
indoor blackboard, chalk, occasional over-head projection, and simple visual
aids such as pictures and posters. Learners are expected to be highly
interested in learning ESP, given that English is now a global language that

offers its learners a lot of opportunities for learning and promotion.

3.3 The Questionnaire

In order to measure the CP students’ achievement in linguistic skills
and their attitude toward current textbook, the researcher has constructed a
Q which is supposed to be valid and reliable, since there are no suitable
questionnaires have been conducted before adopting the current textbook,
to the best of researchers Knowledge.

The target learners are male Iraqi students who have unique
characteristics and certain circumstances in terms of the nature of their
programmes and methods of teaching which are given in Arabic in all
studied subjects except English. In addition, the crowdedness of the
students’ time-table with many subjects that deals with various aspects of
criminology and law demand the use of specific terminologies and

vocabulary items.
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3.3.1 Material Selection

The researcher has taken the following steps to construct a Q
suitable to verifying the validity of the study’s hypotheses and fulfilment of
its objectives of: i) reviewing the current syllabus course book (PEI), and i)
designing a needs analyses instrument that serves to identifying the learners'
real world communicative requirements based on Munby's model  (1978)
contains nine components, all related to the learners' communicative
requirements  (participant, purposive domain, setting, interaction,
instrumentality, dialect, target level, communicative event, and
communicative key). Each of these components has its own
subcomponents. The researcher constructed questions related to each of
these components, together with their relevant options. The result was a
testing instrument that contained forty multiple-choice items which

practically exhaust all Munby’s categories.

3.3.2 The Population and Sample

To achieve the purpose of the study, all the third-year college
students of the academic year 2004-2005 are its subjects. The Members of
participants consisted in a random sample of 100 from 1500 total
population undergraduate students in the final year at the College of Police.
Their representational rate is at 10%. As for experts sample, it constituted
of 20 senior police officers in ISF who have had no less than ten years of
educational and policing experience, together with all teachers who have
been teaching the current textbook (Policing English for Iraq, 1993) under
investigation.

Thirty students have been randomly chosen for the participation in

the pilot study. Another random group of thirty students are participated in
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the reliability procedures of the test. The participants in the pilot study and
reliability procedures were excluded from the sample of the final
administration of the test.

The actual sample of study for the first group (G1) consisted of 100
third year cadets who sat in the final administration of the main Q. The
reason behind selecting third year students for this study is that it is the last
year of study in the college. Therefore, the students are assumed to be able
to use the English language on their duties after they have covered Part One
and Part Two of the current textbook under investigation. They are also
expected to graduate soon as police officers after passing this year of study
in CP. Thus it is necessary to find out the level of competence they have

achieved in English at the end of such a programme of study.

3.3.3 Description of the Questionnaire

The questionnaire is intended to act as a ' language needs processor .
It consisted of forty multiple-choice and point-of-view questions designed
to collect data about the language skills and strategies needed by the learners
for occupational and educational purposes at the College of Police. Two
versions of the questionnaire have been organized for two different gruops ;
one for the learners themselves, the other for the experts. Both of these
versions aim at the identification and specification of the required language

skills and strategies on the basis of the current and target level of acquisition

based on Munby's model (1978: 154-67).

Questions about each major language skill (reading, writing, listening,
and speaking) have been formulated to elicit information about 'what'
micro-skills are lacking and 'why' learners are required to acquire a certain
micro-skill or strategy. Thus, each general Yes/No question is followed by a

battery of related sub-questions arranged to specify Munby's nine categories
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of learners' communicative requirements previously surveyed in 2.3.1 (cf.
Appendix 1 and 2).

In addition to the specification of the different types of ESP
microskills and strategies required by ESP learners, the last four items in the
questionnaire are designed to elicit both the learners and experts' assessment
of the advantages and disadvantages of the current textbook of Policing
English for Iraq (1993). The aim here is to get at a fairly objective evaluation
of this particular textbook by appealing to consensus opinion. Discussion
of the participants' assessment will be carried out in the next chapter.

Subjects were required to give their responses on the same
questionnaire's hand-out by ticking those relevant options which they
consider to be the most appropriate. The available options range from a
minimum of two yes/no responses to a maximum of fourteen ones. To
ensure that all the subjects are capable of fully understanding each question
plus all its options, an Arabic version of the whole questionnaire has been
also provided for all those subjects who expressed their inability to correctly

answer the English version (cf. Appendix 3).

3.3.4 Questionnaire Validity

After constructing all the Q items, it was submitted to the jury to
assess its validity. Jury members were selected on the basis of their
specialization and experience in the field of education, psychology and EFL
teaching. Each member of the jury was requested to point out his/hetr
remarks and suggestions about the suitability of questionnaire handouts and
its items.

The experts were:

1. prof. Abdul-Jabbar Darwash- College of Basic Education,University
of Baghdad

2. Assit.prof. Abdul-Wahid Sayhood-College of Police;
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3. Assit.prof. Khalil Rujaya-; and

4. Assit. prof. Abdullah Salman- College of Education, University of

Diala;

5. Assit.prof. Hussain Alwan Hussain- College of Arts,University of

Baghdad;

0.Assit.prof. Istiglal Al-Marsoumy- College of Education,Uneversity

of Al Mustansiray;

7. prof. 'Ayif Habib, Retired, and

8. Assit.prof. Khudyer Shahatha- College of Education,University of
Al Mustasiray.

Chi-square was used to compare the agreeable and disagreeable
responses of the experts on the each item of the questionnaire. Therefore,
the items that gained significant differences were chosen. The researcher
then analyzed the remarks and comments of jury concerning the suitability
of questionnaire handouts and retained the items that gained a higher
percentage of agreement from the jury members, and excluded the items

that gained a lower acceptance percentage.

3.3.5 The Pilot Study

This tryout was conducted in order to: i) secure the clarity of the
questionnaire and its items in addition to the instruction accompanying the
test; i) make the necessary modifications for the arrangements and
requirements of the final administration of the test; and iii) estimating the
time needed for answering the test completely.

Thirty students were chosen randomly from the four sections of the
third-year CP students by selecting seven students from each of section A
and B, while eight students were chosen from each of section C and D. The
pilot test was carried out on the second semester of the academic 2004-2005

after the researcher had prepared a room in the CP for the subjects to help
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them respond in a comfortable atmosphere. The researcher initially
explained to them the aim of the study and the way to answer the items of
Q throughout 30 minutes. In addition to that, the researcher answered all
the questions raised by the students, and explained the meaning of difficult
words and expressions. The researcher has noticed that the time allocated
(30 minutes) was not sufficient since the last student has exerted one hour
to complete all Questionnaire items. This sitting showed that the Q and its

instructions were clear for the students.

3.3.6 The Reliability Coefficient of the Q Items

Responses by the participants in G1 and G2 to the items of the
questionnaire show a partial discrepancy rate of only (4.8 %). Such a meager
rate is virtually negligible, showing a high degree of collective agreement. In
addition, the mean of the correlation coefficient value between the
responses of the two groups stands at (81.6%), which is considered to be a
high correlative value that confirms the reliability of the test. This figure was
computed using Pearson Formula (See statistical tools).

Table (1) below gives the Correlation Coefficient for each
Questionnaire item, excluding point-of-view items, which do not involve

multiple choices:
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Table 1 G1/G2 Correlation Coefficient in terms of Pearson Formula

Correlation Correlation Correlation
Coefficient % Coefficient % Coefficient %

100 46 100
90 90 74
99 50 64
78 95 90
90 97 85
57 80 94
99 -
96 77
99 50
45 -
49 71
98

©| O N of o &~ W N

99
61

In order to get to the coefficient correlation between both groups
respondents, the researcher resorted to account the statistical mean for each
statement of the questionnaire items. See tables (2-6) in chapter four

illustrate this.

3.3.7 Scoring Scheme of the Questionnaire

Individual responses to the questionnaire are then sorted out into
two groups, and their results are tabulated, and analyzed in order to process
the learner' needs as seen by the experts and students. Statistical means and
rates for each one choice are counted in order to get at the relative degree of

its preference. Then, the preferred choices for each item incorporated into



the questionnaire are listed on a scale in accordance with its rank of
preference rate among the grand total frequencies of respondents, excluding
point-of-view items, which do not involve multiple choices:

After the categories have been all worked through in accordance
with their most-preferable rank, a description of what the learners are

required to do with the language is offered as a legitimate profile of needs.

3.3.8 Final Administration of the Questionnaire

When the Q obtained its final shape after its successful tryout, the
researcher administered it to the whole subjects of the study. Two
comfortable rooms at the College of Police were prepared for Q
administration in the second semestet of the academic year/2004-2005the
third-year students of the four sections, which consist of 100 students, were
gathered at those rooms to take the test at the same time under the same
conditions.

Before the distribution Q handouts to the students, the researcher
read to the students the instructions accompanied by the test, explaining to
them in Arabic as well as in English the way of answering the Q by ticking
the most suitable answer, and telling them that the purpose of this study in
assessing their ability in English. The purpose behind that was to motivate
the students to take the (Q more seriously and to interact with the test more
effectively. An Arabic version of the whole questionnaire has been also
provided for all those subjects who expressed their inability to correctly

answer the English version (cf. Appendix 3).

Time limitation was necessary in this study. Therefore, the subjects
were allowed enough time (one hour) to answer the Q completely in related
to pilot study. The some procedures were carried out with the experts

sample in the next day.
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3.3.9 Statistical Tools

The present study has made use of certain statistical tools for the

purpose of achieving the objectives aimed at. These include the following

means:

1. Frequencies: these have been used as away of collecting and
ordering the tabulated learners’ responses to the options of the
questionnaire items.

2. Percentages: these have been used to find out the rates of
preferred answers of each level and skill among the whole
sample.

3. T-test: this was used to test the differences between the
participants’ responses in pilot study with participants in the
reliability of Q.

4. Chi-square: this was used to compare the agreeable responses of

the experts on the questionnaire handouts’ items.

(O1-E)2  (02-E)2

Where (y) is Qai square, (O)) is summation (o) is observed
frequency where as (E) is the expected frequency.
5. Pearson formula of coefficient correlation: this formula has

been used to estimate the reliability of the Q.

IR EDY DY

VnXx? = 07 [0 — )

Where (r) is the Correlation Coefficient, (n) is the sum of participants,

(x) is G1's frequency rate, (y) is G2's frequency rate, (D)) is summation

of G1 plus G2's frequency rates (See 3.3.6).



Ty

3.4 Content Analysis of the current textbook (PIE)

In this section, the current ESP course Policing English for Iraq (1993) is
analyzed by describing its lay-out, methodology, educational -criteria,
linguistic content, points of focus, target-language functions and skills

developed, material grading and sequencing, exercises offered.

PEI is organized into thirty-eight teaching units within two parts. Part
One has twenty-two units, spanning (106) pages; while Part Two has only
sixteen units, in (87) pages. The first part is designed for First Year learners
of ESP, the second part for the Second Year. Each unit has three sections; it
starts with i) a vocabulary list introduced by the instruction:” Learn the
meanings of the (following) words and phrases (below)'. 'This is
followed by either ii) a dialogue (in Part One) or a reading-text (in Part
Two). The unit ends with iii) one or two exercises under the heading of
Language Practice. In addition, PEI offers seventeen short sections entitled
“English Structure” allocated to the description of seventeen grammatical
rules, unsupported by any relevant exercises. Thus, the content of the course
as a whole is organized around a core of four material-presentation types.
The text-book starts with a seven-page introduction addressed to the
teacher, stating the type of course presented, its aims, method of material

presentation, sequencing, and organization.

In the following sections, an analysis of the contents of each of the
four sections above is supplied with a view of revealing their advantages and
disadvantages in terms of offering a useful, graded, ESP syllabus to the
target learners. The results are then juxtaposed with the aims of the text-

book pronounced in its Introduction.
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3.4.1 Technical Aspects

Hereunder are the most important points in the publication data of

the course-book under investigation.

A. Title of the Course-book: Policing English for Iraq
(henceforth: PEI)

B. Compilers:
1. Dr. Abdul Kadir M. Said El-Bettart,

and
2. Lieutenant Colonel Abdul Raheem Fityan.
. Date of Publication: 1993.
. Number of Pages: 207.

. Paper Size and Type: A5, 70mg.

o oEH DO

Print Layout: Black font No 12, in fourteen-word lines,

each page with twenty-five-lines.

)

. Visual Aids: Nine black-and-white photo-reproductions,

seven hand-drawn pictures, one set of formatted icons.

H. Publishing House: Matba’at Al-Shurta, Baghdad.

3.4.2 Unit Lay-Out and Arrangement

As mentioned in (3.4), PEI falls into two parts, the first of which is
intended for first-year students, and consists of twenty—one units. These
units vary in length, level of difficulty, and the type of exercises presented to
help learners master the key words and structures. The second part —
intended for second-year students of Police College — contains sixteen units.

These units also vary in length, level of difficulty, and number and type of
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exercises presented to learners. This gives the initial impression that the
book has consistency and balance as far as the lay-out is concerned.

When a course-book falls into two parts and each part is intended for
a different level, it is expected that there must be some sort of grading in
length of units, in the number of items presented in each exercise, and the
difficulty level of both material and exercises. However, the book has not
catered for such gradation at all. On the contrary, one can find some units in
Part One that are wider in coverage, more sophisticated in text structure,
and even present more exercises than those in Part Two. To exemplity for
such points, one can compare 'Unit 16' of Part One and 'Unit 5' of part two.
Unit 16 has two reading passages and two types of language practice
exercises, two long lists of new vocabulary items and forty-seven items in six
exercises. The unit extends over ten pages. Unit 5, on the other hand,
contains only one reading passage, one list of vocabulary items, and only
eleven items in the three exercises. The unit extends over four pages and a
quarter of a page. When one considers the list of vocabulary of the first
passage of Unit 10, one can see that its new lexical items are richer and more

sophisticated than those of Unit 5.

The comparison above, which shows the lack of material grading
between the units of Part One and Part Two, does not mean that the
sequencing of units within each part observes the principle of grading in
length, difficulty, number and types of texts and exercises introduced. In
fact, this principle has been totally ignored in the organization of the whole
book. For example, within Part One, Unit 3 introduces no new lexical items
for its twenty-one-line dialogue, whereas Unit Two introduces twenty-one
new vocabulary items for its fifty-three-line dialogue. The same case obtains
in the comparison between Unit 9 and Unit 10 within Part One, Unit 9 and
8, and Units 15 and 14 within Part Two. It is clear that such lay-out of the

units affects gradation and harms the vertical and horizontal structure of the



book. The following two Tables illustrate the discrepancies in the grading of

the contents within each Part.

Table (2) Distribution of Teaching Material in Part One of PEI

New
Vocabulary

Items No

Dialogue
No of

Lines

Language
Practice

EXxercise No

English
Structure

Note No

Reading

Text

No of Lines

Additional
Teaching
Material

10

33

2

53

1

21

32

28

24

36

O| o I &N U] K| W DN

65

—_
)

43

—_
—_

22

—
\S}

28

—_
(OV]

70

—_
o

51

—_
(O]

—_
(@)}

Second RT,47

Lines

Second RT,
25 Lines
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Table (3) Distribution of Teaching Material in Part Two of PEI

New
Vocabulary

Items No

Reading
Text
No of

Lines

Language
Practice

Exercise No

English
Structure

Note No

Additional Teaching

Material

2
3
4
5
6
7
8
9

—
o

—_
—_

—
[\

—_
(OV]

—_
~

[EN
u

O O\ DN DN W A D O DN DN DN W DN

Second Reading Text,
27 Lines

3.4.3 Printing Set

The (207) pages of the book are typed in an uneven marginal

alignment with a uniform font size which show numerous printing errors

concerning spelling, punctuation, title arrangements, and page lay-out. To

example such errors, one may consider pages (4), (5), (6), (7), (9), (10), (11)

where proper spacing, capitalization, and title arrangements are not well

observed; and pages (38), (39), (44), (49), (50), (62), (74) where printer's

errors are found. Of course these errors are cited just as a sample, for one

can spot a great number of such types of errors in almost every page.
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In addition to errors of the types above, deletions of integral textual
parts are also found without effecting page count. Thus, on pages 133-4, the
title of 'Language Practice' is missing, and exercise 1l precedes 1. Similatly,
on page 154, the number of exercise II is missing, together with three of its
items since this page opens with D and E completion items without any
specification as to what the students are required to do.

It might be also necessary to state that the book has not made use of
modern technology in printing, designing, or colouring since it is printed in
black and white and includes some humble graphics and unclear pictures as

discussed in the next section.

3.4.4 Audio-Visual Aids

When a course-book is written for teaching purposes, the authors
usually try to include within the text all the helpful pictures, graphics,
diagrams, charts, etc. It is a well-known fact that such visual aids not only
motivate the learner to learn by giving a pleasant look to the book, but can
also be quite helpful as means of presenting information in a very
economical way and train the learner in how to understand and use them
when he/she needs that. In fact using charts, graphs, etc. is a skill to be
mastered by any language user. The exercises that deal with this skill are

called "Transcoding' exercises.

When one inspects the use of audio-visual aids in the book, one may

find that:
1. There are no audio aids, though the book contains more than
tourteen long conversational passages. Therefore, topics, cassettes
and even videos can be of great help to teach police officers the

correct pronunciation of the course content.
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2. As for the visual aids, there are only 17 reproduced photos and
graphic pictures, all in black and white. Some of the photos are
not quite clear (see pages 23, 26 and 43).

3. Most of graphs are pootly drawn and shabbily reproduced, and

are quite non-illustrative (see pages 101, 104, and 191).

3.4.5 Material Preparation and Presentation

Before discussing material preparation and presentation, it might be
useful to state that listening comprehension has not been catered for
properly in the book. This creates a state of imbalance in the development
of the essential skills of language which violates what has been written when
objectives of the course have been sated at (page 2). Communication
through language dictates both encoding and decoding messages. This is

why the book has to provide exercise in listening comprehension.

3.4.6 Accuracy and Dependability

It is true that the language of the material presented in the reading
comprehension passage is accurate. This is due to the fact that these
passages are taken from sources prepared by native speakers though the
authors did not mention all the references from which they adopted these
passages.

Hutchinson (1987: 10) argues that materials for ESP should reflect
the development in idea about learning and require employing techniques
such as drama, role play, simulation, using pictures, charts, tables etc.
assigning tasks and project work. When one considers the material of book
according to the standards mentioned by Hutchinson (1987), one can say

that the material allows the use of the above mentioned techniques but the
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co-authors did not use all of them. They did not make use of drama, role
play or simulation, and did not assign any project work to the learners.

Dependability of the material is usually checked by looking up some
particular facts about the information in the book and what is generally
known or acknowledged about such information in the literature. Honestly
speaking, there is no discrepancy of any sort in the material presented in the
book. However, one can notice some element of vagueness concerning the
use of the term 'functional English' in that the co-authors have tried to give
the term some meaning which does not bear close relation with its
customary meaning. They state on page 2 that language function is ...that
dominating principle underlying the selection of language materials to
appear in the course', yet on page 3, they argue that 'such a course should
not hold the to-be police officers responsible for direct identification of the
functions ...to which a language is to be put'.

It is clear that the course is directed toward 'functional English' since
it deals with what a policeman should do with the target language he is
learning in a special context. Therefore, the learner has to know these
functions and their linguistic realizations. This gap should have been seen to

when the material for the book has been prepared.

3.4.7 Up to datedness and ESP Suitability

Though the book was published first in 1993, it has made no use of
the available modern technology both in printing and design. Up-to-date
course books for ESP should include a variety of forms and texts, i.e.
narrative, descriptive, and argumentative. Furthermore, content presentation
in the form of maps, tables, cartoons, charts, and diagrams — in addition to
having passages that have conventional forms — is highly recommended. As
for the (37) passages of PEI they invariably take the following forms:

1. An interview between two people,



2. Expository passages, and

3. Lists of instructions.

Short stories are never used, nor are jokes, or newspaper columns. In
addition, there are no language games, quizzes, and other interesting and
competitive drills.

Most of the original texts on which the dialogues and reading texts
are based belong to the seventies and eighties of the twentieth century.
Some of these reading-texts offer outdated information such as that of Unit
Seven about police cellular phones. This talks about the inherent dangers
that arise from 'the enemy plot' of turning them into scanners by bribing
their sellers. Such a situation is quite fictitious, no longer obtains, and is
irrelevant as far as the Iraqi Police officers are concerned. The same applies
to the subject of the reading text about 'Forensic Knotcraft' on pages 156-8
(See also 3.10).

In spite of what has been said against the book so far, PEI meets the
some of the vocational needs of Police Officers. The passages tackle major
issues in policing English but we must also say that ESP materials have to
cater for the presentation of some very interesting work in the area of
reading and study skills, task-based materials and simulations.

Content difficulty is perhaps the most serious disadvantage of PEI,
mainly because the many reading passages and dialogues are designed to
teach the learners about Policing science, duties, and expertise rather then
about police language. The difference is great. For example, when police
officers are taught how to recover forensic evidence from crime scenes, then
this is a highly technical subject that requires specialized courses and field
knowledge. Accordingly, the best way of teaching this subject is to use the
native language since the teacher is after mastering the subject-matter, not a
foreign language. However, this fact has been completely ignored in the
preparation and presentation of the reading passages of Unit 2 (Reporting a

Thett), Unit 8 (Explosive Vapour Detective Unit), Unit 13 (Raising Finger-
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Prints from Masking Tape) Unit 14 (Juvenile Court Judge), etc. These
subjects, and many others, require a highly technical level of lexical mastery
that can be available to English-speaking police officers, not Arabic-

speaking ones.

3.4.8 Material Authenticity and Relevance

It is stated in the introduction of the book that the materials are,
‘authentic policing materials have been selectively accummulated, most frequently adapted,
edited and rewritten' (El-Bettar and Fityan, 1993: 1). In most cases, nothing is
mentioned about the sources of the passages of the book. Therefore, it is
not certain to what extent the texts of teaching material represent real texts
used by the real Arabic police officers in real life situations.

A closer look at the teaching materials shows that many of them are
totally unrelated to Policing English. One notable example is that of the
dialogue on pages 14-5 entitled '"A reporter Interviews an FEarthquake
Survivor'. Another example is the dialogue on page 18-9 about 'A Postman's
Wish'.

Another observation is that in many cases the adapted material does
not make sense. Only two nonsensical examples are discussed in the respect.

On page (3), a policewoman gives her interviewer the following speech:

Officer Linda: But | think that's one advantage to being a female
police officer. And that is the fact that most men still
have a little respect, and they won't smack you as
easy as they would one of the group... I'd rather deal

with ten drunk women any day of the week!

Interviewer: Well why is that?
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-Because women are unpredictable. You cannot
even predict what a woman is going to do when she

is agitated emotionally.

Both the context of situation and logical reasoning require that the
underlined lexical item in the speech of Officer Linda should read "men",
not "women". This is because the unpredictability of drunken women
reactions calls for a dispreference rather than preference in dealing with
them by the dozen on a daily basis.

The second example is an extract from the dialogue entitled

"Interrogating a Suspect" on page 10, which reads as follows:

|(nspector): Where have you been at the time of the murder?

S(uspect): At the time the murder was committed, | was traveling to
London.
I Do you always catch an early train?
S Of course | do. | must be at work at ten O'clock.
My employer will confirm that | was there on time.
I Would a later train get you to work on time?

S | suspect it would, but | never catch a later train...

The interrogation above proceeds unnaturally by showing both
speakers' awareness of pieces information that are supposed not to have
been known to them. When one is questioned about his whereabouts at the
time of murder, one cannot respond by saying that he was traveling to
London simply because such an answer requires his prior knowledge about a
certain act of murder, occurring at a certain time. Given that the Suspect has
not enquired about these two important missing pieces of information, he is

in no position to respond in the way he is actually made to. Likewise, the
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Suspect's answer that he was traveling to London does not provide enough
information to the Inspector to ask immediately about an 'eatlier' and a
later' train to be caught to London since the Suspect did not specify on

which train he had actually traveled in the first place.

3.4.9 Educational Criteria

Under this rubric, the researcher discusses PEI's views of language, of

learning, and of teaching. Fach one of these three views is discussed

separately in the next three subsections.

3.4.9.1 View of Language

The authors have been keen on presenting a holistic view of language
with its use a means of communication. Unfortunately, they have not
provided enough practice that comes in line with the way the authors view

language.

3.4.9.2 View of Learning

No definite view of learning has been adopted in the presentation of
the material because some of the materials are given in the form of rote
learning as in the case of the lists of words given at the beginning of each
reading passage. Others are given in the form of pattern practice learning as
in the case some language practice. Some of the materials are meant to be
learned inductively. This can be shown in the sections where some
grammatical rules are explained (see pages 39, 46, 67, 77, etc). Such views of
language learning might not be fruitful since there is a move from rote-
learning and habit formation views of language to interactive learning in

which the learner is viewed as, 'an active negotiator of meaning'.
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Another view of ESP learning that prevails in the contents of PEI is
that once some structure or lexical item is introduced, it needs no revision
work to enhance its mastery. This is why neither revision material nor
exercises are given as a feedback to foster the establishment of what has
been learned before and make up for lost language skills and knowledge due
to the lack of daily practice. Again, this view of language learning is neither

tenable nor beneficiary.

3.4.9.3 Recommendation of Method of Presentation

Very little is said about how to present and practice the materials of
the book. This takes the form of very general rotes which do not conform
to interactive approaches to language teaching. For example, item 4 on page
VII shows that one of the aims of the text-book is 'to develop skills of
speaking' by 'making the students read aloud'. It is indeed highly doubtful
that reading aloud in the classroom can develop the learners' ability to speak.
In fact most of the items under the heading of 'meaning of teaching
recommended' impose on the learner things in which he receives no

adequate training in the book.

3.4.10 Procedural Consistency

By procedural consistency is meant that the same approach is
followed as a guideline in content presentation. A look at the contents of

PEI can readily show that such procedural consistency is not strictly

observed (See Table 2 and 3 above).



In the presentation and explication of new vocabulary items, some
reading texts and dialogues are provided with such explanations, others are
not (See Units 3, 4, and 16, Part One, for example). Still, some new
vocabulary items are explained through intralingual paraphrase, some
through interlingual translations (i.e., by providing Arabic equivalences), and
others by both paraphrase and translation. No criteria can be detected for
making use of one rather than the other strategy. Besides, the pronunciation
of some new vocabulary items is supplied via phonetic transcription, others

are not.

Some units in Part One contain dialogues, others do not. Similarly,
some units in Part One and Two have two reading-texts, others have none.
The same applies to the presence, absence, and number of Language
Practice exercises and English Structure notes. The same procedural
inconsistency applies to the use of visual aids, and the number of items in
each exercise. The majority of dialogues, reading texts, and all exercises are
not provided with visual aids. Some exercises have just two items (for
example, Exercise I on page 16); others have up to twenty-five items (e.g.,

Exercise IV on pages 74-7).
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3.4.11 Conclusion

The descriptive analysis conducted so far provide further evidence
confirming the validity of the three hypotheses proposed in 1.3 which are

already confirmed in 4.3.
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CHAPTER FOUR

ANALYSIS AND DISCUSSION OF
RESULTS

4.1 An Introductory Note

In this chapter the researcher analyzes and discusses the responses
that were elicited from both groups of respondents to the questionnaire’s
items on the basis of Munby model. The aim is to find out the sample’s
assessment of PEI’s adequacy in the selection and presentation of its various
teaching-learning aspects of ESP. These include the grading and sequencing
of its linguistic material; balanced selection, presentation, and coverage of
language skills and activities; and learners’ needs analysis. The ultimate aim is
to get at verifiable, objective data to assess the validity of the hypotheses

proposed in 1.3.
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4.2 Results of Questionnaire

Statement No. and Percentage of Respondents Total No. of | Percentage
Percentage G2 Percentage Respondents
100% Y. 100% VY. 100%
0% i 0% i 0%
0% 0% 0%
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Table (4) Frequencies of Responses Elicited by G1 and G2
(Questionnaire Items: 1-7)

Item | Statement No. and Percentage of Respondents Total No. of | Percentage
No. Gl Percentage G2 Percentage Respondents
A 93y | 7n 93% 7% 18y | 2n 90% 10% | 11lyes ano 93% 7%
A B 28y | 72n 28% | 72% 3y |17n| 15% | 85% | 31yes 89no 26% 74%
C 10y | 90n 10% | 90% ly |19n | 5% 95% | 1lyes 109n 9% 91%
D 5y 95n 5% 95% 3y |17n | 15% | 85% | 8yes 112n 7% 93%
E 5y 95n 5% 95% 3y |17n | 15% | 85% | 8yes 112n 7% 93%
q C a0 95% Y. 100% Ve 95%
B . 5% 0% . 5%
A 0% 0% 0%
Ve C vy 73% A 40% A 68%
A ‘. 20% . 50% ‘. 25%
B 7% 10% 7%
\4 Y q
' D v 30% VY 65% ¢y 36%
C A 28% N 10% ‘. 25%
A 25% 0% 21%
B Ye 17% 25% ve 18%
E VY 0% ° 0% YY 0%
)Y D 100y | On 100% | 0% 17y | 3n 85% 15% | 117yes | 3no 95% 5%
C 88y | 12n 88% | 12% 17y | 3n 85% 15% | 105yes | 15n0 87% 13%
B 68y | 32n 20% | 80% 5y | 15n | 25% | 75% | 73yes 47no 60% 40%
A Oy 100n | 0% 100% 4y | 16n | 20% | 80% | 4yes 116no | 3% 97%
'Y D 95y | 5n 95% | 5% 18y | 2n | 90% 10% | 113y 7n 94% 6%
C 90y | 10n 90% | 10% 17y | 3n | 85% 15% | 107y 13n 89% 11%
B 15y | 85n 15% | 85% 5y | 15n | 25% 75% | 20y 100n 17% 83%
A 5y 95n 5% 95% 4y | 16n | 20% | 80% | 9y 111n 8% 92%
V¢ D 88y | 12n 88% | 12% 13y | 7n 65% 35% | 101yes | 19no 84% 16%
A 80y | 20n 80% | 20% 7y | 13n | 35% 65% | 87yes 33no 73% 27%
E 70y | 30n 70% | 30% 14y | 6n 70% | 30% | 84yes 36n0 70% 30%
B 20y | 80n 20% | 80% Oy | 20n | 0% 100% | 20yes 100no | 16% 84%
C 5y 95n 5% 95% 13y | 7n 65% | 35% | 18yes 102no | 15% 85%
) A 1. 60% ¢ 20% ¢ 53%
E ‘. 30% R 45% e 32%
D 1v0% 5% 9%
C ' 0% ' 20% " 4%
B 0% ¢ 0% H 0%
F 10 % 2%

0%
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100y
98y
95y
95y
95y

On
2n
5n
5n
5n

100% | 0%
98% | 2%
95% | 5%
95% | 5%
95% | 5%

12y
18y
13y
12y
18y

8n | 60% 40%
2n | 90% 10%
n | 65% 35%
8n | 60% 40%
2n | 90% 10%

112yes | 8no
116yes | 4no
108yes 12no
107yes 13no
113yes | 7no

Table (5) Frequencies of Responses Elicited by G1 and G2
(Questionnaire Items: 8-16)

Table (6) Frequencies of Responses Elicited by G1 and G2
(Questionnaire Items: 17-26)

93% 7%
96% 4%
90% 10%
89% 11%
94% 6%

Item Statement No. and Percentage of Respondents Total No. of | Percentage
No. G1 Percentage G2 Percentage Respondents
A Qv 10N 90% 10% 4y 16n | 20% 80% | 94y 26n 78% 22%
vy B 85Y 15N 85% 15% 17y | 3n 85% | 15% 102y 18n 85% 15%
E 48Y 52n 48% 52% 5y 15n | 25% | 75% 53y 67n 44% 56%
C 55y 45n 55% 45% 15y | 5n 75% | 25% 70y 50n 58% 42%
D 30y 70n 30% 70% 12y | 8n 60% | 40% 42y 78n 35% 65%
YA D 83y 17n 83% 17% 13y | 7n 65% | 35% o6y 24n 80% 20%
C 78y 22n 78% 22% 12y | 8n 60% | 40% 90y 30n 75% 25%
B 20y 80n 20% 80% 6y 14n | %ry. 70% 26y 94n 22% 78%
A 18y 82n 18% 82% 2y 18n | 109 | 90% 20y 100n | 17% 83%
14 'E 63 63% 12 60% 75 63%
D 17 17% 2 10% 19 15%
A 12 12% 2 10% 14 11%
= 8 8% 3 15% 11 10%
C 0 0% 1 5% 1 1%
B 0 0% 0 0% 0 0%
20 B 95y 5n 95% 5% 13y | 7n 65% | 35% 108y 12n 85% 15%
C 85y 15n 85% 15% 9y 11n | 45% | 55% 94y 26n 2% 28%
A 85y 15n 85% 15% 16y | 4n 80% | 20% 101y 19n 82% 18%
YY E gy 43% Ve 50% 53 44%
A . 40% . 25% 45 38%
D 17% 0% 17 14%
B W 0% 0% 0 0%
C 0% 15% 3 2%
F 0% " 10% 2 2%
Y
23 A 92y 8no 92% 8% 16y | 4no | 80% 20% | 108yes 12no | 90% 10%
B 82y 18no 82% 18% | 14y | 6no | 70% 30% | 96yes 24no | 80% 20%
C 82y 18no 82% 18% | 16y | 4no | 80% | 20% | 98yes 22no0 | 82% 18%
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25 A 48 48% 5 25% 53 44%
E 30 30% 10 50% 40 33%
D 15 15% 2 10% 17 14%
F 7 7% 3 15% 10 9%
B 0 0% 0 0% 0 0%
C 0 0% 0 0% 0 0%
™ E 98y 2n 98% | 2% 11y | 9n 55% | 45% 109y 11n 91.% | 9%
B 95y 5n 95% | 5% 16y | 4n 80% | 20% 111y 9n 93% 7%
D 95y 5n 95% | 5% 13y | 7n 75% | 35% 108y 12n 90% 10%
C 88y 12n 88% | 12% | 12y | 8n 60% | 40% 100y 20n 83% 17%
A 65y 35n 65% |35% |5y |15n | 25% | 75% 70y 50n 59% 41%
F 45y 55n 45% | 55% |5y |15n | 25% | 75% 50y 70n 41% 59%
29 A 38yes 38% 9yes 45% 47yes 40%
B 62no 62% 11no 55% 73no 60%
30 H 100y On 100% | 0% 12y | 8n | 60% |40% | 112yes | 8no 93% 7%
G 98y 2n 98% 2% 15y | 5n | 75% 25% | 113yes | 7no 94% 6%
D 98y 2n 98% 2% 14y | 6n | 70% | 30% | 112yes | 8no 93% 7%
E 98y 2n 98% 2% 16y |4n | 30% 20% | 114yes | 6no 95% 5%
F 85y 15n 85% 15% | 14y | 6n | 70% | 30% | 99yes 21no | 83% 17%
C 35y 65n 35% 65% | 7y 13n | 35% 65% | 42yes 78n0 | 35% 65%
B 32y 68n 32% 68% | 6y 14n | 30% | 70% | 38yes 82no | 32% 68%
A 23y 77n 23% 7% | 4y 16n | 20% 80% | 27yes 93no | 23% 7%
vy C 33 33% 6 30% 39 32%
A 20 20% 1 5% 21 18%
B 17 17% 6 30% 23 19%
D 15 15% 1 5% 16 13%
E 10 10% 4 20% 14 12%
F 5 5% 2 10% 7 6%
32 B 60 60% 0 0% 60 50%
F 22 22% 0 0% 22 18%
C 13 13% 19 95% 32 27%
A 2 2% 1 5% 3 3%
D 3 3% 0 0% 3 2%
E 0 0% 0 0% 0 0%
33 C 55 55% 10 50% 65 54%
D 20 20% 2 10% 22 18%
F 13 13% 1 5% 14 12%
B 8 8% 2 10% 10 8%
E 2 2% 4 20% 6 5%
A 2 2% 1 5% 3 3%
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34 C 37 37% 6 30% ey 36%
B 33 33% 8 40% ‘) 34%
E 18 18% 3 15% 18%
A 7 7% 1 5% " 6%
D 5 5% 2 10% A 6%
F 0 0% 0 0% v 0%

35 A 68yes 68% 16yes 80% 84yes 70%
B 32no 32% 4no 20% 36no 30%

Statement

Table (7) Frequencies of Responses Elicited by G1 and G2

(Questionnaire Items: 29-35)

Table (8) Frequencies of Responses Elicited by G1 and G2

(Questionnaire Items: 36-40)

NO. and Percentage of Respondents

Percentage

G2

Percentage

Total
Respondents

Percentage

98%
80%
68%

2%
20%
32%

12y

85% 15%
60% | 40%
60% | 40%

115y
92y
80y

oOommmO @ >

104y
105y
104y
110y
107y
111y
105y

>WOO

113Y
36Y
32y
18y

wW>O0

(See 3.3.7 the way of collecting responses of both groups G1, G2 and confer each
question of Q with the above tables’ items, See also Q in Appendix 1 and 2)

Participants' responses to question one reflect their awareness of the

need of an ESP syllabus since (100%) of them have agreed in considering
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such a syllabus the needful one. However, the subjects have not lost sight of
their need of EGP material owing to the learners' low level of EFL
competence. For this reason, the researcher considers this result as the
starting point in the requirements of the teaching material in the English
course for Iraqi students at Police College. The following chart shows the

attitudes of both samples toward ESP syllabus.

The Needs of ESP
Q1

100+

90

80

70+

60 |

Percentages 50 | gA
40 EB

30 oc

20

10+

G1 G2

Statement

For example, in order to illustrate the above chart which the researcher
has given it name related to its question. The question is submitted to two
samples (G1, G2) and the question was:
ql. Do you need to learn English for the special purpose of policing?

a. Yes b. No c. I do not know
Question one consisted of three options (statements) as shown above. So
the order and tabulating of responses as statement in the chart depend on
high frequencies of responses irregardless of its alphabetically order. The

same procedures will be carried out with the rest questions.

Data analysis has revealed both groups' decision to designate the degree of

specialty required to be in the intermediate level. This decision is clearly



At

identifiable in the majority of responses since (85%) of the participants in

G1 and (80%) in G2 have opted for this level related to question 3.

q3. How far specialized is the type of ESP that you need as a student of the
Police College?
a. highly specialized b. above intermediately specialized C.
intermediately specialized d.pre-intermediately specialized

Degree of Specialization

Q3
100
80
60 oC
Percentage 1 EB
40 | OA
20 oD
0l |
G1 G2
Statements

It is obvious that learners find it hard to learn and recall ESP terms in
a foreign language within a short course of English language programme.
This is why 67% of the student-respondents plus 75% of expert-
respondents have agreed in considering 3 years of EFL study as the
adequate period of time during which cadets can acquire professionally and
vocationally desirable needs that can contribute to the development of their
conceptual understanding and overall linguistic skills. Furthermore, the
majority of both groups agree on increasing the dose of English lectures to
be no less than three hours per week ((75%) for experts and (68%) for
students) instead of the current two hours a week. The following chart

highlights the proportions of G1 percentages.



Weekly Dose of Teaching Hours

Q6

45+
40+
35+
30+
251

Percentages
oGl

mG2

15+
10+

D C E B A F
Statements

q6. How many teaching hours a week you think are sufficient in order to be
able to fulfill all the purposes you need?
a. one hour a week b. two hours a week c. three
hours a week d. four hours a week e. five hours a week
g. more (specify how long)

The use of the English language as a means of socially
communicating tool with native speakers or non-natives who use English
Language as a foreign language is importance for developing both speaking
and listening microskills. This strategy can provide one answer to the often-
recorded learning situation in which students become tense with fear of
speaking in front of competent speakers (Rivers, 1992: 41). Communicative
approach and rehearsal try-out of brief talks in pairs play positive part in
changing students' attitudes. The observation above was behind the
presentation of item (4) which incorporates the options of "socializing and
offering help to English-speaking foreigners visiting Iraq" and "answering
general questions asked by tourists and other English-speaking' foreigners in
Iraq". These two options were chosen by (95%) and (90%) of the

participants in G1 against (95%) of the participants in G2.
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The Purpose of ESP Needs
Q4

100+

90+

80+

70

60

Percentages 50+
40+

30+

20+

10+

oG1
EG2

g i k c h ] d e f a b
Statement

A foreign language is most successfully acquired when learners are
engaged in its meaningful use. Language learning and content of subject
matter could be brought together within the Content-Based Instruction
(CBI). The integration of language and content involves the incorporation
of content material and the use of visual aids, pictures, advanced processing
technology such as linguistic labs, computer into language classes, and has
become increasingly popular as a means of developing linguistic ability. The
use of computer, visual aids, and linguistic labs can provide a motivational
and cognitive basis for language learning since it is interesting and of some
value to the learner (Brewster, 1999: 84). It combines integrated teaching of
all language skills and subject matter, which makes it an appealing approach
to English for Specific Purposes (ESP) courses, as at higher levels language
can be perfected through subject contents. This tendency is obviously
reflected in the respondents' answer of both groups to item (7). In this
respect, (88%) of G1 and (90%) of G2 have opted to hold English lectures

in the linguistic lab in addition to the classroom.
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Preffered Learning Place

Q7

90+
80+
70+
60

5
Percentage Oi15G1

40+
m15G2

301 015 G2
20 1

10+
0-

C A B D
Statements

Language learners can easily and actively engage in developing their
linguistic skills when the groups of participants are a few in the classroom.
This teaching situation allows learners to work as a team under the
instructor’s supervision. This observation was behind the incorporation of
item (8) in the questionnaire which enquires about the desired way of
learning ESP and offers the small-group situation as one option. Responses
of (93%) of G1 and (90%) of G2 affirmed the necessity to have English
lessons in minimal groups under the teachet’s control. Team-teaching is not
merely a technique; it is becoming a strategy that has been growing in
importance and demand, though creating a team to bring about changes in
teaching practice requires careful thought and consideration. The following
chart shows the collective values for all the options in this item in the

responses of G1 and G2.
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BREFERRED WAYS OF ESP LEARNING
Q8

100+

80
70+
60+

PERCENTAGES 50 EG1YES

% 40 | BG1NO
301 O0G2 YES
20+ 0G2NO
101

a b c d e
STATEMENTS

The dialect of English language preferable by both groups is a
combination of British & American Standards for (73%) of students,
whereas (50%) of experts have chosen British English Standard in their
responses to item (11). These results cleatly show how the learners are more
aware of the global trend to use Americanism rather than sticking to the

conventional preference of the Standard British dialect.

Target Level of ESP Need
70+ Q11

60

50

40

30

OG1
20 .G2

10

Percentages %

d c a b e
Statements
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Speaking and comprehension skills have scored a high rate of
preferences among the respondents from both groups. Thus, (100%) of
students' responses have focused on learning dialogues in item (12). In
addition, (88%) of their responses to this item focus on their need to

comprehend what they read and hear as shown in the following chart:

Linguistics Skills lack

Q12
100 (IF 7
90 - _ - _
801 Il | _ ]
701 I |
601 I | B G1yes
Percentage 50 | I B G1no
401 |l | | O0G2 yes
3011 | 0G2 no
2071 1| B G2 no
Q et . -
D C B A
Statements

Another stereotype situation that students have long been used to at
school is that learning is exam-oriented. This situation is both hard to tackle
and indispensable with. Learners usually expect to be graded for any activity
they perform. The idea of learning for the sake of language knowledge and
its prospective usage and not for the sake of passing an exam seems to be
unthinkable to the majority of both learners and experts as revealed in their
choices of the options for item (14). That is one reason why (88%) of the
students have focused on reading and written channels of communication in
English language for the sake of passing their exams; as if the ultimate aim
of learning ESP were not the acquisition of a practical too for
communication, but to be able to pass the exam and there was nothing

beyond that point.



English Subjects Preferred
Q14

100+ ]
90
80
70
60

Percentage 50- BG2 Gl yes
40 mG2Glno

301 0G2 G2 yes
201 0G2G2no

10+

D A E B C
Statements

Participants' responses provide clear evidence of the unsatisfactory
level of the overall learners' competence in English. Both groups agree
about the learners’ needs, wants, and lacks. This is a significant point of
departure for any ESP designer. In addition, both groups designate the
learners' acquisition level in all language skills to be 'weak' as shown in the
responses to items (14), (20), (23), and (26) of the questionnaire (See Tables
4-81in 4.2).
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Linguistics Standard Needed
Q17

90+
80
70+
60+
50+ EG1 Yes
40+ B G1 No
301 O0G2 Yes
20 O0G2 No
104

O,

Percentage

A B E C D
Statements

In their responses to item (17), members of G1 and G2 have
expressed their unanimous preference (i.e., 100%) that a combination of the
following materials need be added to their syllabus: conversations and
dialogues, short stories, articles, and reports. This fact reveals that the
participants find such texts more interesting to the learners and as such their
incorporation in the syllabus adds some extra motivation to the learning-

teaching process.

4.3 Results of Participants Evaluation

Participants' responses to Questionnaire items: 38, 39, and 40 show
that both learners and educational experts at the Police College have
expressed quite a negative opinion about the suitability of PEI (See
Appendix 7). None of them has stated any advantage of this text-book. As
for its disadvantages, users' responses have agreed upon specifying the
tfollowing points:

1. Too long and incorporates difficult materials that have no

relationship with the needs of Iraqi police officers.

2. Lacks organization and proper sequencing and grading.
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3. Introduces a lot of difficult words and idioms.

4. Lacks ample grammar exercises.

5. Lacks colorful and suitable visual aids.

6. Does not satisfy all the students’ needs.

7. Does not make use of interesting short stories.

8. Does not help the student to communicate effectively in everyday
English.

9. The method of teaching presented in it is neither effective nor
interesting, and is inadequate in satisfying the learners' needs.

10. The textbook is in need of a total substitution with a better one.

The results above provide objective evidence validating the hypotheses

offered in 1.3 which read:

It is hypothesized that the ESL course Policing English for Irag
currently taught at the Police College lacks the following
pedagogical adequacies:

1. Proper identification of the learners’ specific vocational needs,
2. Proper selection, grading and sequencing of ESL material,

3. Proper and balanced development of all the target
language skills on the basis of the learners’ needs

profile.

4.4 Needs Profile

On the basis of the subjects' responses, an ESP syllabus for P. C. is
the most preferred type. In order for such a syllabus to be suitable, it should
contain both policing and general purpose material. Such a syllabus is
required to be just intermediately specialized. The most important purposes
that learners need ESP for is to answering general questions asked by

tourists and other English-speaking foreigners in Iraq, plus socializing and
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offering help to them, learning the English that allows visiting the Internet
websites and getting the needful information, and learning how to pass the
examination in English.

ESP is required to be taught for three academic years, at a dose of
three hours a week, both in the classroom and the language lab, and within
small groups of colleagues supervised by the teacher of English. The
required channel of communication for using English is both that of face to
face interaction and in print. The required target level of ESP is that of the
intermediate level with knowledge of understanding and producing both
British and American dialects. Language skills that require concentration are

speaking and comprehending what is heard or read.

4.4.1 Macro and Micro Skills

Reading: Assessment of proficiency is weak and no special strengths
are reported. Lacking proficiencies are speed in reading and understanding
what is read. Needful reading materials are the English textbook,
examination papers and policing articles. Required reading materials in the
textbook are a combination of texts that are especially made-up for police
students by Iraqi Designers and simplified Native English texts.

Speaking: Assessment of proficiency is weak and no special strength
points in reading are found. Most lacking skills are fluency and the ability to
answer and ask questions correctly.

Understanding: Assessment of proficiency is weak and no special
strength points in comprehension are found. Lacking skills are
comprehension of spoken English because of speed and accent.

Writing: Assessment of proficiency is weak and no special strength
points in writing are found. Lacking skills are spelling mistakes, and writing

definitions.
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4.3.2 Needful Curriculum Material

Grammar rules are needful. These include concentration upon the
acquisition of verb tenses and forms, correct use of prepositions and logical
connectors, passive forms, word formation and derivation rules, and
conditional clauses.

Three oral and three written exercises per unit are required. The most
effective way of learning grammar rules is to explain them in English and
Arabic together with examples and homework. Revision exercises are also

wanted. Vocabulary items in need are highly recurrent policing and ordinary

vocabulary.

4.5 Proposed Syllabus

Taking into account the results of the needs analysis outlined in (4.2-
3), the researcher has compiled two Model Units for the proposed New
Policing English Course. ESP materials are either selected from EFL
textbooks (Garton-Sprenger e al/, 1980; Murphy, 1994; O'Neill, 19972;
O'Neill and Snow, 1979; and Thornley, 1967) or are written by the
researcher himself, with the help of his supervisors. The material and
organization of each Model Unit have been presented to the staff-members
of the English Teaching Dept. at the College of Police, who approved of it
after making certain suggestions which have been taken into account.

Each Model Unit has been designed to present four major types of
activities: dialogue, reading comprehension text, grammar, and composition.
Each activity is followed by notes and exercises related to its material. The
exercises develop the students' acquisition of all the four skills of speaking,
listening, reading, and writing. Unit lay-out is typically organized in the

following manner.



1.2

2.2

2.3

2.4

3.2

3.3

3.4

Proposed Unit Design
Dialogue (related to policing activities)
Production of similar dialogue

Reading text (serial passages about 'Society and the

Criminal')
Comprehension questions about the reading text
Reading text vocabulary
Functions (related to the reading text)
Grammar (Based on Murphy, 1994)
Situation
Rule Explanation
Grammar exercises

Composition



CHAPTER FIVE

CONCLUTIONS,
RECOMMENDATIONS
(SAMPLE UNIT) AND SUGGESTIONS
FOR FURTHER RESEARCH
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5.1 Conclusions

The findings that the researcher has arrived at the end of this study

allow drawing the following conclusions about the negative points of PEI

(1993):

1. It makes no hints as to the type of methodology it adopts. However, its
material selection suggests that it is intended to be a reading
comprehension course; specifically, a topic-oriented reading

comprehension course, neither more nor less.

2. The selected topic-based texts are drawn from specialized foreign
policing sources which out of Iraqi Police culture, and are frigid and
uninteresting. The objectives evident from the topics introduced are
to impart information rather than to teach a foreign language. The
author has used foreign policing subjects, and foreign places, streets,
and persons' names throughout the dialogues and reading texts which

are not common in the activities of Iraqi Police.

3. The book has not made use of modern technology in printing, designing,
or colouring for it is printed in black and white, and includes some
humble graphics, unclear pictures, and number of such typing errors
concerning spelling, pronunciation, title arrangements, and paging lay-

out.(see Appendix 6 )

4. The book is too long and too difficult because it uses linguistic materials
out of the EF learners' general proficiency level which is low, a point
the ESP-Programme developer has to take into consideration. For this
reason the majority of the questionnaire respondents (Experts &

Students) have asserted the need to change the current textbook.
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5. Randomness dominates all the aspects of the Textbook which seems to

be quoted from foreign policing textbooks designed by native speaker
for speaking policing English, and then randomly integrated

irrespective of its grading, sequencing, and consistency and planning.

6. No concern is given to the language as speech, and no activities are

undertaken to practice the language apart from the comprehension
series which are very limited in nature and scope. This is the reason
why the police officers who graduated from this college are in no
position to perform effectively in any communicative event related to

their policing duties.

7.No scheme or plan that can be considered as the outcome of a

premeditated syllabus design can be perceived from the textbook's
general contents. There is also no indication of the course being based
on any clear criteria other than the quantitative criterion of text length,

and even this is not consistent.

8. Some of the highly recurrent language functions and vocabulary items

have either been totally disregarded or do not get adequate emphasis.
Consequently, the vast majority of both police students and officers
have highlighted in their responses to the questionnaires the need to

concentrate upon the acquisition of situational language functions.

9. The current textbook also lacks revision material and proper visual aids.

10.

It does not make use of modern teaching/learning processing

technology, and, as such, it doest not conform to ESP requirements.
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5.2 Sample Units
UNIT ONE

Excuse me. Where's
the Adelphi Hotel?

One of the things a policeman most frequently does is to help and show
the people the way. You are a traffic policeman placed at Al-Maidaan
Square.

Tourist: Excuse me, Where's Al-Baghdadi Museum?
Traffic Policeman: You go along here to Al-Rusafi Square and turn right.
The museum is one the right.It's an old building. You can't miss

it.

T: How can | get there?

TP:  You can walk. It's not very far.

T: But it's too hot to walk.

TP: Then you take the No.15 bus .The bus stop is over there.

T: Thank you very much.

TP: Don't mention it.



Now try to show the way to the following places by using the given

prompts:

1- T: Excuse me. Can you tell me where Suq Al-Safafir is?
TP: Past Al-Rusafi Square /the right.
T: reach it?
TP: Walk or take a taxi.
T: Thank you.
TP: You're welcome.

2- T: Excuse me. How can | get to Melia Hotel?

TP: drive along Al-Jumhuriya Street \ Al-Khullani Square

/right/over the bridge/right/right.
T: far? TP: 15 minutes drive /if /no traffic jam
T: Thank you. TP: you're welcome.

3-T: Excuse me .Where can | cash a traveller's cheque?
TP: You can go to any branch of Al-Rafidain or Al-Rasheed Bank.
T: Where / nearest bank?

TP: there/ right across the square.

1.2 Reading Serial: " Society and the Criminal® (1)

The struggle of society against the criminal has resulted in the
creation of police forces in all civilized countries. For centuries, there
existed watchmen to guard gates, watch streets at night, and perform
other similar duties. In the old days, the watchmen would pass along the
street at night calling out the hour: "Ten o'clock and all's well!" In fact, all
was far from well. A great many watchmen were untrustworthy, and in

England, even as late as the eighteenth century, crime was common.



Highwaymen attacked travelers, householders were frequently robbed,
and river thieves prospered on the Thames.

Sir Robert Peel founded the modern police force of London in 1829.
Policemen all over England are still known as Bobbies, a word which
comes from his first name. As is usual when some new thing is
introduced, objections were raised against the new policemen. It was said
that the police force had been formed in order to annoy the innocent
citizen, and that this force was nothing but an army for use against the
public. But it was not long before the police showed their value and
became an accepted, and indeed welcome, part of society. Soon, police
forces were formed in other parts of England, and, after the middle of the

nineteenth century, they became general.

1.2.1  Now answer the questions:

The Thames flows through London.

1. What river flows through Baghdad, Basrah, Ramadi, Hilla, Kufa?
(Write full sentences.) (the Tigris, the Euphrates, the Shatt al-
Hindiya, the Shatt al-Hilla, the Shatt al-Arab)

2. What century witnessed the founding of the modern London
Police?

3. When was the Iragi Police founded?

4. In what century is each of the following years?

1524, 2005, 1988, 787, 1122

5. What objections were raised against the new policemen in London?

6. Are police forces formed to annoy or to protect people?

7. Why did it not take people a long time to accept the police as a part
of society?

8. Who did the job of the police before the 19" century?



1.2.2 Vocabulary

A. There are three words in the text that are formed by the addition
of "-man” to the end of another word. These are:

watchman = one who watches over or guards a person or thing.

highwayman = robber who robs travelers on highway.

policeman = a member of police force.

What do we call these people?

a. One who carries letters or other postal matter?

b. One who rides on horseback?

One who sells milk?

o o

. One whose job is to extinguish fires?
e. A man who follows, engages in, or practices sports?

Can you think of more words with "-man"?

B. Notice the differences
rob (V.): (Godi jassdigl 0l oy STy e sl of Ll

The thief robbed his friend's house.
The supermarket was robbed in daylight.

robbery (n.): @ 240 J&1 s 55 5 sl sl) s 2bes
steal (V.): oKe ¥ ey ¢ Badd o 2 5l 505 5 ¢ (Cgpdd £ o2 oy ST) G
e O
*The thief stole the house.
sk b ¢ Gl 3 an g ol ot OF adaneY alll 0
The thief robbed the house.
thief (n.) thieves (plural): _=!

robber (n.): <.

burglar (n.): AU S e sy o



burglary (n.): SJ g s ol

Fill in the blanks with the appropriate form of the verb "rob" or "steal".

1. My office was----------- last night. The computer was------------- :
2. The servant was accused of -------------- money from his master
3. What he ----------- from the rich he gave to the poor.

4. When he returned at midnight he found out that someone has-----

------- his house.

pickpocket (n.) :Jus

Kidnap (V.): (Laxs) cabx
Kidnapping (n.): cakx
Kidnapper (n.): b=

hijack (V.): G5l of aye) alex

car theft (n.) : L. %,

1.2.3 Person's Names

surname/ family name : =3 v/l vt/ ll
first name :J,%1 ¥

middle name :Js¥ Vs il g s vV
maiden name: o) 13 5Ll 3 (sl

initial: v e Js 4



Example

First name Middle Initial Surname
George Bernard Shaw
Initial: G. Intial: B
Ahmad Miz'il Al-Azzawi
Initial: A. Initial: M,

1.3 Grammar

Present continuous (I am doing)
Study this example situation:

Salma is in her car. She is on her way to work. She is driving to work.

This means: she is driving now, at the time of speaking. The action is not
finished.

Am/is/are -ing is the present continuous:

I am (=1'm) driving
he/she/it IS (=he'setc.) working
we/you/they are (=we'reetc.) doing etc.

| am doing something = I'm in the middle of doing something; I've started
doing it and | haven't finished yet.

Often the action is happening at the time of speaking:

* Please don't make so much noise. I'm working, (not 'l work’)

* 'Where's Margaret?' 'She's having a bath.' (not 'she has a bath")

» Let's go out now. It isn't raining any more, (not ‘it doesn't rain")

« (ata party) Hello, Jane. Are you enjoying the party? (not ‘do you
enjoy’)

* I'm tired. I'm going to bed now. Goodnight!

But the action is not necessarily happening at the time of speaking. For
example:

Ali and Rana are talking in a cafe. Ali says:
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I'm reading an interesting book at the
moment I'll lend it to you when I've

(’ Al finished it.
f |
. Aﬁ Al is not reading the book at the time of
speaking. He means that he has started it but

not finished it yet. He is in the middle of
reading it.
Some more examples:
» Catherine wants to work in Italy, so she is learning Italian, (but
perhaps she isn't learning Italian exactly at the time of speaking)
» Some friends of mine are building their own house. They hope it will be

finished for next summer.

We use the present continuous when we talk about things happening in a
period around now (for example, today / this week / this evening etc.):

* 'You're working hard today.' 'Yes, I have a lot to do.' (not 'you work
hard today')

* 'Is Susan working this week?' 'No, she's on holiday.'

We use the present continuous when we talk about changes happening
around now:

» The population of the world is rising very fast. (not 'rises’)

* Is your English getting better? (not 'does your English get better")



1.3.2 Exercises / Written English

A. Complete the sentences with one of the following verbs in the
correct form:

come get  happen look make start stay @ try
work

1. 'You 're working hard today." 'Yes, 1 have a lot to do.’

2. b, for Christine. Do you know where she is?
3ot dark. Shall I turn on the light?
4. They haven't got anywhere to live at the moment. They.......... with

friends until they find somewhere.

5. 'Are you ready, Ann?" 'Yes, I ...... '

6. Have you gotan umbrella? It ...... to rain.

7.YOU ..oveininnnnnns a lot of noise. Could you be quieter? 1 .................. to
concentrate.

8. Why are all these people here? What................ ?

B. Use the words in brackets to complete the questions.

1. 'Is Colin working this week?' 'No, he's on holiday.' (Colin/work)

2. Why ..., at me like that? What's the matter? (you/look)
3. ‘Jenny is a student at university.' ‘Isshe? What....................... ?'
(she/study)

Ao oo, to the radio or can | turn it off? (anybody/listen)

5. Howisyour English? ...............ccceeei better? (it/get)

C. Put the verb into the correct form. Sometimes you need the negative

(I'm not doing, etc.).

1. I'mtired. I'm going (go) to bed now. Goodnight!
2. We cango outnow. Itisn'training (rain) any more.



3. 'How s your new job? 'Not so good at the moment. I......... (enjoy) it
very much.’'

4. Catherine's on holiday in France. She....... (have) a great time and
doesn't want to come back.

5. l'want to lose weight, so this week I.. ..... (eat) lunch.

6. Angela has just started evening classes. She........ (learn) German.

7. | think Paul and Ann have had an argument. They......... (speak) to

each other.



1.3.4 Composition

Use the following pictures to write a composition of six sentences.
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2. 1 Dialogue:
Reporting a Car Theft
ks \&:»,
L

\('

BERE

Mr. Brown

Police Officer:

you?
Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

Police Officer:

Mr. Brown:

u,aug

Good morning, offlcer
Good morning. Have a seat please. How can | help

Thank you officer. | want to report a car theft.
Right. Could I have your full name and address?
Brown, John Brown. I live in 29 Dove Lane, West

End. Here is my personal card, with telephone number
and everything.
Thank you. I'll file it. Now, please tell me the time and
place of the theft.

| parked my car less than half an hour ago right at the
back of my house because the telephone rang and | was
expecting an important distant call. When | came back
it was not there. It disappeared.

What kind of a car is it?

An 03 Range Rover. Dark Blue.

Did you leave the keys inside?

I'm afraid | did.

Hmm. Plate number?

LD 2045614

Have you got any idea who might have stolen it?

None whatsoever.

Is your car insurance policy valid?

Yes, of course.



Police Officer: Well Mr. Brown, I'll pass this information to our
patrols over the computer right now. | hope we'll get it
back to you soon.

Mr. Brown: Thank you officer.

Police Officer: Don't mention it.

2.2 Dialogue Vocabulary

insurance policy: b iy o aads
valid: operative, in force Jsal s
patrols: s

2.3 Reading Serial '* Society and the Criminal*'(2)

Every person has fingerprints that are entirely different from those

of everybody else. It is now accepted as a scientific fact that no two
people have the same fingerprints. The ten fingerprints of one person
always differ from the complete set of prints of another. But that is not
all. The print of each one finger of a person also differs from the prints of
all his other fingers, and from the print of any other finger in the world. In
addition, the fingerprints of one person do not change from youth to old
age.

Thus, fingerprints provide unfailing clues to personal identity once

they have been obtained. When a finger touches a smooth, or a fairly
smooth surface, it leaves its impression. This impression can be made to
appear clearly when powder is blown on it by the police. Once they have
been made visible, they are photographed, and the photographs are taken

to the criminal record office to be compared with old ones in store, or

with those belonging to all crime suspects. In this way, the criminal can

be easily identified.
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2.3.1 Now answer the following questions:
f. Are the fingerprints of a person similar for all his fingers or are
they different?
g. Do the fingerprints of a person change as he grows older or do
they always remain the same?
h. How are fingerprints made visible by the police?

I. What are the photographed prints compared with?

2.3.2 Vocabulary

A. "Fingerprints" is a word composed of the adding of "print" to
“finger". Other words with "print" often used by the police are:

Thumb-print:susy) iz
foot-print: .3 axb
tyre-print; Ly axb

B. Difference can be expressed in 3 ways:
Is different from
Differ(s) from
Unlike = be different from
Another way also used is by using the negative 'no....same:
No two people have the same fingerprints.
Notice
e.g. My shoes are 43. Your shoes are 44.
My shoes are brown. Your shoes are black.
My shoes are different from yours in size. They are also different in
colour.

My shoes differ from yours in size. They also differ in colour.



MY

My shoes are unlike yours in size. They are also unlike them in

colour.

Now do the same with the following:
The sergeant/ 170 cm tall and weighs 80 kilos.
The captain / 169 cm tall and weighs 70 kilos.
Use: height and weight.
Your watch / square and costs 25 thousand dinars.
Your friend's watch / round and costs 20 thousand dinars.

Use: shop and price.

The words "possible” and "visible" are adjectives ending with the suffix
"ible" which is a form of 'able". Other adjectives are formed in the same
way:

Comfort — comfortable

Enjoy - enjoyable

Obtain - obtainable

Advise — advisable

Can you think of other word ending with "ible" or "able"?

2.4 Grammar: Tenses

Present simple (I do)

Study this example situation:
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Ali is a bus driver, but now he is in bed asleep. So: He is not
driving a bus. (He is asleep.) but He drives a bus. (He is a bus driver.)

Drive(s)/work(s)/do(es) etc. is the present simple:

I/welyou/they drive/work/do etc.

he/she/it  drives/works/does etc.

We use the present simple to talk about things in general. We are not
thinking only about now. We use it to say that something happens all
the time or repeatedly, or that something is true in general. It is not
important whether the action is happening at the time of speaking:

* Nurses look after patients in hospitals.

« [ usually go away at weekends.

 The earth goes round the sun.

Remember that we say: he/she/it -s. Don't forget the s:

[ work.... but He works..... They teach..... but My sister teaches.

We use do/does to make questions and negative sentences:

Do I/we/you/they work/come/do?
Does he/she/it work/come/do?
I/welyou/they don't work/come/do
He/shelit doesn't work/come/do

. 1 come from Canada. Where do you come from?

. ‘Would you like a cigarette?" 'No, thanks. | don't smoke.'
. What does this word mean? (not "What means this word?")
. Rice doesn't grow in cold climates.

In the following examples do is also the main verb:

. "What do you do? (=What's your job?) 'l work in a shop.’

. He's so lazy. He doesn't do anything to help me. (not 'He doesn't
anything')

We use the present simple when we say how often we do things:

* [ get up at 8 o'clock every morning, (not 'I'm getting’)

* How often do you go to the dentist? (not 'How often are you going?’)
 Salma doesn't drink tea very often.

* In summer John usually plays tennis once or twice a week.

| promise /1 apologize, etc.
Sometimes we do things by saying something. For example, when you
promise to do something, you can say 'l promise..."; when you suggest
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something, you can say 'l suggest.... We use the present simple
(promise/suggest etc.) in sentences like this:

* | promise [ won't be late, (not 'I'm promising’)

* 'What do you suggest I do?' 'l suggest that you..." In the same way
we say: | apologize... / | advise... / l insist... /1 agree... / | refuse... etc.

2.4.1 GRAMMAR EXERCISES

A. Complete the sentences using one of the following:
cause(s) closes) drink(s) live(s) open(s) speaksy take(s) place

1. Ahmed speaks German very well.

2. I neveft.....uuuu..... coffee.

?1‘ The swimming pool .........cccecee..... at 9 o'clock and ............... at 18.30 every
ay.

4. Bad driving ............. many accidents.

5. My patrentS.....cceeeeereervenrnennn. in a very small flat.

6. The Olympic Games........ every four years.

B. Put the verb into the correct form.

1 Jane doesn't drink (not/drink) tea very often.

2 What time................ (the banks / close) in Britain?

3 'Whefte ......uuue... (Martin/come) from? 'He's Scottish.'

............. (you/do)?" 'T'm an electrical engineer.'

Tt (take) me an hour to get to work. How long............. (it/take)

N iR
N
§
—t+

| (play) the piano but L.................... (not/play) very well.
I don't understand this sentence. What.................. (this word/mean)?

C. Use one of the following verbs to complete these sentences.
Sometimes you need the negative:

believe eat flow go serew make rise tell  translate

The earth moves round the sun.
Rice doesn't grow in Britain.
The sun.......u........ in the east.

Vegetarians............... meat.
A believet.............. in God.
An interpretef............ from one language into another.

A liar is someone who ............. the truth.
The River Amazon.............. into the Atlantic Ocean.

WO NN



2.5 Composition

HIHTIIIHJH_[I_I_J %"

Look at the picture above very carefully, then answer the Questions on the next page.



No cheating! );
Don’t look! oA
\

1. What is the time?

2. How many people are sitting in the car?
3. What is the number of the car?

4. Is the thief running or walking?

5. Does the thief have a gun?

6. Which people are watching the thief?
7. Is the thief wearing a hat?

8. What is the young boy doing?

9. What is the old lady doing?

10. What is she carrying?
11. Where is the policeman standing?
12. Where is the bus waiting?

Now make a composition for your answers.
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5.3 Suggestions for Further Research

1. The most needful research-work that is required now is to make
full use of the results of the needs analysis presented in this study
and the layout of the two Model Units proposed above in order to
design a complete three-year course of ESP for the Iraqi College
of Police. This could prove to be a vital step towards promoting
EFL learning by future Iragi Police officers. Being a big task, it
requires a lot of material preparation and designing. Best results
in this respect require consensus-based ESP course, rather than an
individually imposed one.

2. Another related and beneficial area of study is to use the format
of the needs analysis developed in this study in order to assess
EFL courses in other vocational colleges and academies in order
to find out whether these courses are in need of further
modification or development or not.

A third important subject of research work is to investigate the best way
computer-based teaching and learning can be introduced, successfully
conducted, and sustained in Iraqi vocational schools in terms of lesson
planning, training, assembling communication networks, labs, etc.
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APPENDICES

APPENDEX ONE
NEEDS ANALYSIS QUESTINNAIRE, STUDENTS' VERSION
Questionnaire for Police College Students

1. Do you need to learn English for the special purpose of policing?
a. Yes b. No c. I do not know

yva



2. Do you think that the suitable syllabus you need should contain only
those specialized teaching materials that are related
a. policing material only b. general English only c.
both policing and general purpose material d. I do not know

3. How far specialized is the type of ESP that you need as a student of the
Police College?

a. highly specialized b. above intermediately specialized
c. intermediately specialized d. pre-intermediately
specialized

4. What are the most important purposes that you need ESP for? (Tick v all
required items)
a. writing police memos, summaries, and reports in English

SN D no D

b. delivering oral reports about policing yes[ ] noll

c. answering general questions asked by tourists and other English-

speaking foreigners in Iraq yes L] nold

d. explaining police rules to foreigners in Iraq yes (1 noll

e. discussing police jobs and procedures with English speaking
officers

yes[ 1 noll

t. conducting police research work in English yes[1 noll

g. socializing and offering help to English-speaking foreigners in Iraq
yes[ 1 noll

h. reading English magazines and books on policing, law, and crimes
yes[ 1 noll

i. learning the English that allows you to visit the Internet websites

and to get needful information yesL 1 noll

j. learning how to translate policing materials into Arabic

yes [ nol]

h. learning how to pass the examination in English

yes[] no[]
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5. How long do you think you need to study ESP at the Police College in
order to be able to fulfill all the purposes you have ticked in (4) above?

a. for three academic years b. for two academic years c. for one
academic year d. for less than one academic year

6. How many teaching hours a week you think are sufficient in order to be
able to fulfill all the purposes you have ticked in (4) above?
a. one hour a week b. two hours a week c. three
hours a week d. four hours a week e. five hours a week
g. more (specify how long)

7. Where do you feel that you are able to learn English best?
a. in the classroom b. in the language lab c. both in
the classroom and the language lab

8. What is the way you like best in learning ESP?
a. within small groups of your colleagues supervised by the teacher of
English
b. alone with the teacher in the classroom or lab
c. in seminars or libraries
d. within small groups of your colleagues supervised by a senior
colleague

9. Which medium of communication do you need to use ESP with?
a. spoken b. written  c. spoken and written

10. Which English dialect do you need to understand and produce?
a. Standard British b. American English c. both

11. What is the target level of ESP you need to achieve?
a. highly advanced level ~ b. advanced level
c. upper intermediate level ~ d. intermediate level

12. What are the English language skills that you need to acquire?
(Tick v all the required skills)

a. reading  yes[] noll



b. speaking  yesL] nol]
c. understanding  yes[] nol]

d. writing  yes 1 nold

13. Which of the English language skills do you lack most?

a. reading yesL1 noll]

b. speaking  yes[d noll

c. writing yes[] noll

d. understanding yes[] nol]

e. all yes[] noll

14. What would you need to be able to read in English?
(Tick + all the required items)

a. your English textbook  yes [1  no [

b. English books of literature yes [1 no [

c. magazines and newspapers yes [ no [

d. examination papers yes [ no [

e. What is written on the blackboard yes [ no [

f. policing articles, techniques, and procedures yes[] no ]

g lawbooks  yes[] no [
h. other written material (specify which)

15. How do you assess your own proficiency in reading English texts?
a. satisfactory
b. excellent
c. good
d. very good

V&Y
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e. weak
t. very weak

16. What kind of reading materials do you like to be presented in your
English textbook (Tick Vv the preferred one)

a. conversations and dialogues yes[] no [
b. short stories yes[] nol[]

c. articles yes[] no[]

d. reports  yesld  noll

e. a combination of a, b, ¢, and d. yesD no ]

17. What skills do you lack while reading English texts? (Tick v all relevant
options)

a. speed yes [ no [l
b. understanding what you read yes [ no [l
c. pronouncing only new policing vocabulary items
yes [ no [l
d. pronouncing a lot of vocabulary items yes [ no [
e. producing correct intonation yes [ no [

f. deducing unknown words

18. Which type of reading texts do you need and prefer to be included in
your English Textbook?
a. authentic Native English texts
b. simplified Native English texts
c. texts that are specially made-up for police students by Iraqi Designers
d. a combination of a, b, and ¢

19. How do you assess your own proficiency in speaking English?
a. satisfactory
b. excellent

c. good



Veg

d. very good
e. weak
t. very weak

20. What skills do you lack while speaking English? (Tick v all relevant
options)

a. fluency yes [ no [

b. the ability to ask questions correctly yes [ no [
c. the ability to answer questions correctly yes [ no [
d. the ability to choose the correct vocabulary item  yes [ no [
e. the ability to express yourself as a police officer  yes [ no [

21. What are your strengths in speaking ESP?

22. How do you assess your own proficiency in understanding spoken
English?

a. satisfactory

b.excellent

c. good

d. very good

e. weak

f. very weak

23. What skills do you lack while listening to spoken English? (Tick v all
relevant options)

a. comprehension of spoken English because of speed speech

b. comprehension of spoken English because of accent

c. deducing the meaning of unknown words or idioms

d. others

24. What are your strengths in understanding English?

25. How do you assess your own proficiency in writing English texts?
a .satisfactory
b.excellent
c. good
d. very good
e. weak

f. very weak



26. What skills do you lack while writing English texts? (Tick v all relevant
options)

a. lack of punctuation

b. spelling mistakes

c. proper paragraphing

d. describing location and directions

e. writing definitions

f. answering examination questions

h. others

27. What are your strengths in writing English?
28. What are your preferences in teaching style?
29. Do you feel that you need to study grammar rules?

30. Which grammatical problems do you particularly face?

a. singular /plural confusion yes [ no[]

b. misuse or omission of articles yes[] no[]

c. wrong verb tenses and forms yes[] nol]

d. misuse of prepositions yes [ no[]

e. passive forms yes[] no[]

t. lack or misuse of logical connectors yes[] no[]
g. word formation and derivation rules yes [ no[]
h. conditional clauses yes [ no[]

1. others (state what)

31. How much grammatical exercises do you need per unit?

a. one exercise b. two exercises  c. three exercises d. four exercises
t. more than four exercises g. none

32. What is the most effective way of presenting grammar to you?

a. learning grammar rules in English together with examples and homework
b. learning examples first followed by grammar rules in English together
with homework.

c. learning grammar rules in English and Arabic together with examples and
homework
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d. learning examples without grammar rules in English
e. other procedures (state how)

33. How much oral practice do you need per unit?
a. one exercise b. two exercises c. three exercises d. four exercises
t. more than four exercises g. none

34. How much written exercises do you need per unit?
a. one exercise b. two exercises c. three exercises d. four exercises
t. more than four exercises g. none

35. Do you need revision exercises to previously studied grammar rules?

yesD no[]

36. What type of vocabulary items do you need most? (Tick v whichever you
need)

a. only those items related to policing  yes[] no[]
b. highly recurrent ordinary vocabulary only ~ yes[] nol]

c. highly recurrent policing and ordinary vocabulary yes[] nol]
d. others (specify which)

37. What are the advantages of the current Policing English for Iraq (1993)

course?

38. What are the disadvantages of the current Policing English for Iraq
(1993) course? (Tick ¥ all items that you think to be correct)

a. too long and difficult  yes [] no []

b. lacks organization and proper sequencing and grading

yes [ no [

c. introduces a lot of difficult words and idioms yes [ no ]
d. lacks useful grammar exercises yes [ no []

e. lacks colourful and suitable visual aids yes [ no [

f. does not satisfy all the students’ needs yes [ no []
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g. does not make use of interesting short stories yes [ no ]

h. does not help the student to communicate effectively in everyday English

style yes [ no [

i. none of the above mentioned yes [ no [

39 Do you think that the current Policing English for Iraq (1993) course is
in need of any of the following processes?

a. partial revision of some units

b. rewriting of all units

c. total substitution with a better one

d. none of the above

40. The method of teaching adopted in the current Policing English for Iraq
(1993) is:

a. new and interesting

b. satisfies all your needs

c. ineffective

d. inadequate

APPENDEX TWO
NEEDS ANALYSIS QUESTIONNAIRE, EXPERTS' VERSIONS

Questionnaire for Experts in the Police College

1. Do Iraqi students of the Police College need to learn English for the
special purpose of policing?
a. Yes b. No
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2. Do you think that the suitable syllabus Iraqi students of the Police College
need should contain
a. policing material only b. general English material
only c. both policing and general purpose materials

3. How far specialized is the type of ESP that Iraqi students of the Police
College need as a student of Police College?

a. highly specialized b. above intermediately specialized
c. intermediately specialized d. pre-intermediately
specialized

4. What are the most important purposes that Iraqi students of the Police
College need ESP for? (Tick v all required items)
a. writing police memos, summaries, and reports in English
yesO noQ
b. delivering oral reports about policing yesd noO
c. answering general questions asked by tourists and other English-
speaking foreigners in Iraq yesd noO
d. explaining police rules to foreigners in Iraq yesd noO
e. discussing police jobs and procedures with English speaking
officers yesO noO

t. conducting police research work in English yesd noO
g. socializing and offering help to English-speaking foreigners in Iraq
yesd noO
h. reading English magazines and books on policing, law, and crimes
yesd noO
1. learning the English that allows you to visit the Internet websites
and to get needful information yesd no[
j. learning how to translate policing materials into Arabic

yesd noO

h. learning how to pass the examination in English
yesd  noOd

5. How long do you think Iraqi students of the Police College need to study
ESP at the Police College in order to be able to fulfill all the purposes you
have ticked in (4) above?

a. for three academic years b. for two academic years c. for one
academic year d. for less than one academic year

6. How many teaching hours a week you think are sufficient in order to be
able to fulfill all the purposes you have ticked in (4) above?
a.  one hour a week b. two hours a week c. three
hours a week d. four hours a week e. five hours a week
g. more (specify how long)
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7. Where do you feel that Iraqi students of the Police College are able to
learn English best?
a. in the classroom b. in the language lab C.
both in the classroom and the language lab

8. What is the way you like best in teaching ESP to Iraqi students of the
Police College?

a. within small groups of your colleagues supervised by the teacher of
English  yeso noO

b. alone with the teacher in the classroom or lab. yesO nod

c. in seminars or libraries  yesO noO

d. within small groups of your colleagues supervised by a senior
colleague yesO nod

9. Which medium of communication do Iraqi students of the Police College
need to use ESP with?
a. spoken b. written  c. spoken and written

10. Which English dialect do Iraqi students of the Police College need to
understand and produce?
a. Standard British b. American English c. both

11. What is the target level of ESP that Iraqi students of the Police College
need to achieve?
a. highly advanced level ~ b. advanced level
c. upper intermediate level d. intermediate level e. upper
elementary

12. What are the English language skills that Iraqi students of the Police

College need to acquire?
(Tick V all the required skills)

a. reading yesd  noO
b. speaking yesO noQ
c. understanding spoken  yesO  noQO
d. understanding written yesd  noO

13. Which of the English language skills do Iraqi students of the Police
College need most?
a. reading yesd noO b. speaking  yesO noQ
c. writing yesO noO d. understanding written  yesO
noQ e. understanding spoken yesd noQ



14. What would Iraqi students of the Police College need to be able to read
in English?
(Tick  all the required items)

a. their English textbook yesd no O

b. English books of literature yes O no O

c. magazines and newspapers yesO no O

d. examination papers yesd no O

e. What is written on the blackboard yesd no O
t. policing articles, techniques, and procedures yesd no O

g. law books yesd no O

h. other written material (specify which)

15. How do you assess the proficiency of Iraqi students of the Police
College in reading English texts?

a. satisfactory

b. excellent

c. good

e. very good

f. weak

g. very weak

16. What kind of reading materials, in your opinions do Iraqi students of the
Police College like to be presented in their English textbook (Tick ' the
preferred one)

a. conversations and dialogues yesO no o

b. short stories yesO noQ

c. articles yesd nod

d. reports yesO noQ
e. a combination of a, b, ¢, and d. yesO no O

17. What skills do Iraqi students of the Police College lack while reading
English texts? (Tick V all relevant options)

a. speed yes O no o
b. understanding what they read yes O no 0
c. pronouncing only new policing vocabulary items
yes O no O
d. pronouncing a lot of vocabulary items yes O no 0
e. producing correct intonation yes O no O
t. deducing unknown words yes O no



18. Which type of reading texts do Iraqi students of the Police College need
and prefer to be included in their English Textbook?
a. authentic Native English texts
b. simplified Native English texts
c. texts that are specially made-up for police students by Iraqi designers
d. a combination of a, b, and ¢

19. How do you rate the proficiency of current Iraqi students of the Police
College in speaking English?

a. satisfactory

b. excellent

c. good

d. very good

e. weak

f. very weak

20. What skills do Iraqi students of the Police College lack while speaking
English? (Tick V all relevant options)

a. fluency yes O no 0
b. the ability to ask questions correctly yes O no o
c. the ability to answer questions correctly  yes O no o
d. the ability to choose the correct vocabulary item  yes O no 0

e. the ability to express themselves as police officer yes O noO

21. What are the strengths of Iraqi students of the Police College in
speaking ESP?

22. How do you rate the proficiency of Iraqi students of the Police College
in understanding spoken English?

a. excellent

b. very good

c. good

d .satisfactory

e .weak

t .very weak

g . non existent

23. What skills do Iraqi students of the Police College lack while listening to
spoken English? (Tick V all relevant options)
a. comprehension of spoken English because of speed speech



b. comprehension of spoken English because of accent
c. deducing the meaning of unknown words or idioms
e. others (please state)

24. What are the strengths of Iraqi students of the Police College in
understanding English?

25. How do you rate the proficiency of Iraqi students of the Police College
in writing English texts?

a . Excellent

b. very good

c. good

d .satisfactory

e .weak

t .very weak

g . Non existent

26. What skills do Iraqi students of the Police College lack while writing
English texts? (Tick V all relevant options)

a. punctuation yes O no O
b. correct spelling yes O no o
c. proper paragraphing yes O no o
d. describing location and directions yes O no o
e. writing definitions yes O no O
f. answering examination questions yes O no O
h. others

27. What are the strengths of Iraqi students of the Police College in writing
English?

28. What are your preferences in teaching style?

29. Do you feel that Iraqi students of the Police College need to study
grammar rules?

Yes O no O
30. Which grammatical problems do Iraqi students of the Police College
particularly face?

a. singular /plural confusion yesO noQ
b. misuse or omission of articles yesO noO
c. wrong verb tenses and forms yesO noQ

d. misuse of prepositions yes O noQ



e. passive forms yesd  noO

t. lack or misuse of logical connectors yesO noQ
g. word formation and derivation rules yes O noQ
h. conditional clauses yes O noQ

i. others (state what)

31. How much grammatical exercises do Iraqi students of the Police College
need per unit?

a. one exercise b. two exercises c. three exercises d. four exercises
t. more than four exercises g. none

32. What is the most effective way of presenting grammar to Iraqi students
of the Police College?

a. learning grammar rules in English together with examples and homework
b. learning examples first followed by grammar rules in English together
with homework.

c. learning grammar rules in English and Arabic together with examples and
homework

d. learning examples without grammar rules in English

e. other procedures (state how)

33. How much oral practice do Iraqi students of the Police College need per
unit?

a. one exercise b. two exercises c. three exercises d. four exercises

t. more than four exercises g. none

34. How much written exercises do Iraqi students of the Police College need
per unit?

a. one exercise b. two exercises c. three exercises d. four exercises

t. more than four exercises g. none

35. Do Iraqi students of the Police (recycling) need revision exercises to
previously studied grammar rules?

yesO nom
36. What type of vocabulary items do Iraqi students of the Police College
need most? (Tick \ whichever you need)

a. only those items related to policing yesO noQ
b. highly recurrent ordinary vocabulary only yesO nod
c. highly recurrent policing and ordinary vocabulary yesO noQ

d. others (specify which)



37. What are the advantages of the current Policing English for Iraq (1993)

course?

38. What are the disadvantages of the current Policing English for Iraq
(1993) course? (Tick V all items that you think to be correct)

a. too long and difficult  yes O no O
b. lacks organization and proper sequencing and grading
yes 0 no O
c. introduces a lot of difficult words and idioms yes O no O
d. lacks useful grammar exercises yes O no O
e. lacks colourful and suitable visual aids yesd no O
t. does not satisfy all the students’ needs yes O no
O
g. does not make use of interesting short stories yes O no 0
h. does not help the student to communicate effectively in everyday English
style yes O no O

i. lacks essential information

39. Do you think that the current Policing English for Iraq (1993) course is
in need of any of the following processes?

a. partial revision of some units yes O no O
b. rewriting of all units yes O no O
c. total substitution with a better one. yes O no o
d. none of the above yes O no o

40. The method of teaching adopted in the current Policing English for Iraq
(1993) is:

a. new and interesting yes O no O
b. satisfies all your needs yes O no o
c. ineffective yes O no O

d. inadequate yes O no 0



APPENDEX THREE

ARABIC VERSION OF QUESTIONNAIRE FOR STUDENTS
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APPENDIX FOUR
Letter to the Jury

University of Diala
College of Education
Department of Educational
& Psychological Studies
MA Studies

Dear Sir,

The researcher is conducting MA thesis aiming at drawing a needs
profile for the students of Iragi College of Police in order to assess how
far the currently used ESP course satisfies such needs.

Taking into consideration your academic standing, the researcher
has chosen your good self as a jurist of the needs analysis questionnaire
formulated for the purpose above.

The researcher should be greatly obliged to benefit from your
expertise in this particular area by taking into consideration all your
remarkable comments and insights about the attached draft of
questionnaire.

Awaiting your valuable responses to the attached questionnaire

handout, please accept my gratitude to your kind cooperation.

With best regards.
Sincerely yours,
Muhammed Miz’il Tahir
MA Student
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APPENDIX FIVE

Sample of Jurist's Assessment of the Current English Textbook (PEI)

"..... 'Policing English For Iraq' is not the ideal course book to
be used for preparing officers who will be able to converse freely
with foreigners both at home and abroad or write intelligible
reports to overseas police departments when they have to do that.
It may be more useful if it is replaced by another course book
which will meet the real needs of a modern Police officer and offer
more training in how to communicate in English through using

more interactive methods of teaching."

Undersigned:
Asst. Professor Dr. Abdul-Jabbar Darwash, College of Basic

Education, University of Baghdad.
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APPENDIX SIX

PHOTOCOPIES OF VISUAL AIDS IN PEI (1993)
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APPENDIX SEVEN

CHARTS ILLUSTRATING THE LEARNERS & EXPERTS’
ASSESSEMENT OF THE CURRENT TEXTBOOK AND ITS
TEACHING APPROACH - QUESTIONNAIRE ITEMS 38, 39, AND

40

DISADVATAGES OF THE CURRENT ENGLISH TEXT BOOK

100+
90+
80+
70+
60+
50+
40+
30+
20+
10+

PERCENTAGES %

Q38
A N | N | Ay N I | OG1lVYES
A N | N | Ay O | | EG1NO
e N - 0G2 YSE
-_-I N Ny - i - 0G2 NO
_jj L Vol b | L Vol B |
a b c e f g d

STATEMENTS

PERCENTAGE %

100+
90+
80+
70+
60+
50+
40+
30+
20+
10+
O,

Subject Assessment of the current ESL Texbook
Q39

¥
%
%
%
Y
%
%
%
%

d c b

STATEMENTS




Subjects' Assessment of the Current Method of ESL Teaching
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