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A framework for teaching and learning
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LEARNERS AND LEARNING,
CLASSROOMS AND
CONTEXTS

‘Another language is another soul.”
CHARLES Vv

Whart do we know abour how languages are learned?

(=]

How do differences among learners affect learning
processes and teaching procedures?

uw

What motivations do learners have for learning English?

£

What factors of context should teachers rake into account?

W

Whar roles can learners and reachers play in the language
learning process?

6 Whar roles can learning materials play in the classroom?

Introductory task

Consider this account of a particular teaching situation, given by Rufino, a
Spanish secondary-school teacher of English.

1 What are the factors which help Rufino in his work? Think of:
(a) social factors
(b) educational factors
(e) pupil factors
{d) teacher factors.

2 Whar are the specific contextual factors which affect your own work asa
teacher?

My name’s Rufino and 1 teach English in secondary school in Spain.
My students are mostly the 13 to 14 age range. English language
learning begins at the age of 8 here so my classes have been studying
English for six years. | work in a small town in the north of Spain.
There is a strong awareness of language in this region of Spain as we
have rwo languages in the community here, Spanish and Basque. Engiish
is the third language we learn and it's a foreign language. There is very
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lictle exposure to English in sociery here. Even Sky News on the TV is
dubbed.

English is an obligatory part of the school curriculum. bur the fact thar
itis a compulsory subject for all students does not pose a problem as
most pupils are highly motivared and parental artitudes are positive
and supportive. In fact, learning English is part of a personal agenda for
maost people as it enables us to move around in the European community.
Tr isn't difficult to see real reasons for learning English for jobs or
studies, or for travelling.

There are twenty-five pupils in cach of my classes, which is fine. It isn't
too many to prevent me from keeping a sense of them as individuals,
cach with their own strengths and weaknesses and needs. Each class has
a total of three hours a week of English. Teachers have a good deal of
flexibility in deciding how to use these hours as long as we keep to the
curriculum objectives ser out by the educational authorities. The
national curticulum is fairly new and in our school we have teams of
teachers working on an interpretation of the objectives set out for cach
year of schooling, Our task is to translate the objectives into courses,
usinga mixture of bought-in textbooks and our own materials, especially
for project work, which has become very popular. 've been glad to see
project work introduced as 1 believe we need to focus on using English
in the classtoom for purposes that are as real as possible. 1 also like
being able to set up a project and then standing back a licele while my
pupils organize themselves in collaborartive work. It's parc of learner-
centred teaching for me with this age group as [ believe they really necd
to develop skills of organization and working together. Schaols work
out their own guidelines for assessment and we set our own rests within
the English curriculum, bur if students want to go on 1o the university
they must take a public entrance examination, My colleagues and L are
learning a lot as we put our policies together and design our courses,

As for resources, well, I suppose reachers themselves are a major resource.
We do a pre-service course at university, cither a three- or four-year
course, so we are trained and qualified teachers. There are also some
opportunities for in-service training, for ple, in seminars organized
by local teachers’ centres, or by British publishers, or sometimes by
professional organizations like TESOL. However, these are all voluntary
and somerimes they are expensive and travelling is involved, We are
well-resourced in schools. | have a blackboard, an overhead projector, a
cassetee player, and a video in my classroom, and there is a self-access
centre in the school. This isn't so common in schools but depends on
the enthusiasm of reachers as it takes time and cnergy to set up a centre
and ro encourage pupils to use it. Personally I've put a lot of my own
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efforts into developing these kinds of resources because I think the age
group | ceach benefits tremendously from opportunities for organizing
their own learning.

1.1 Introduction: issues for the
language teacher

In this first chapter, the issues we look ar are those which are fundamental 1o
ELT professional practice. They are reflected in the account which Rufino
gives of his teaching situarion. He describes the contextin which his learners
study English and highlights some of the social, educational, and local factors
which may advantage or disadvanrage the pupils in his classes and himself as
teacher: on the one hand, strong language awareness and positive attitudes to
learning English in the community; on the uther, lack of exposure to English.

“[his raises issues about the learning conditions in which his pupils study,
and whar is available to them and to him in terms of language inpur and
language practice. Will there, for cxample, be authentic English language
materials available from which listening or reading texts can be taken? In the
project work he describes, will he be able to involve pupils in encounters
with native speakers of English, or will they be text-based projects? Or can he
set up correspondence projects with other schoolchildren in English-speaking
countries?

Rufino is sensitive to his pupils as individual learners and realizes, for instance,
that motivations and needs will vary as will strengths and weaknesses. In this,
he reflects our professional concerns to find out how our learners differ from
one another and o cater for this as much as possible.

In discussing the curriculum, Rufino comments on the role of materials in
language teaching and che balance his school is trying to create between
commercial materials and teacher-made marerials in fulfilling curriculum
objectives. And implicit in his mention of project work and self-access resources
are issues concerning the relative roles of teachers and learners and where the
balance of responsibility lies for a successful learning process.

In outlining these issues, be communicates a sense of awareness that language
reaching is 1 complex endeavour, requiring a professional approach which
involves decision-making at a varicty of levels. The reachers in his school are
not mercly agents in an educational hicrarchy, applying specified methods,
but have the creative sesponsibility of building links between externally
impascd curriculum objectives and their own course planning, activiry design,
materials development, and management of learning procedures. They are

invalved in a process of continuing professional self-development.
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There is also implicit in what Rufino says a framework of principles upon
which he bases his classroom practice. And these principles are underpinned
by the views he holds of learners, learning, and language use, and are informed
by his analysis of the reaching situation. If we were to abstract some of these
principles from his account and present them as a teacher’s credo, it might
look something like this:

- In the classtoom I want 1o focus on using English for purposes that are as
real as possible.

- 1 need to keep a sense of pupils as individuals and 1o respond to the
different needs they have as much as I can.

~ I believe that secondary-school pupils benefit greatly from opportunities
to take on more responsibility for their own learning.

The rest of this chapter will consider the insights available to teachers from
the evaluation of practice, from research studies, and from theory-building
in the various disciplines of applied linguistics and education which can help
us to understand the issues raised by Rufino’s reflections and which can
inform our own decision-making.

1.2 What do we know about how languages
are learned?

Any teacher seeking ideas about how languages are learned will find a surfeic
of theories. However, some have proved more aetractive to the ELT profession
than others, probably because they concur in useful ways with ideas about
the communicative classtcoom and can therefore be assimilared into current
approaches. There are perhaps four areas of investigation and debate among
second language acquisition rescarchers which deserve special attention
fram English language teachers: the nature of the input provided to learners;
how learners process that input; the role of classroom interaction; and the
role of error in language learning.

1.2.1 The nature of input

A significant idea that has emerged in recent years is that of comprehensible
input. Krashen’s (1985) inpu hypothesis posits that language is picked up,
or acquired, when learners receive inpur from ‘messages’ which contain
language a little above their existing understanding and from which they can
infer meaning. The hypothesis makes a distinction berween acquiring a
language and learning it through conscious attention to language study. The
acquisition process, often called a creative construction process, is parallel o
that of a child learning its first language. A study of children’s errors suggests
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that they use operating sirategies, such as paying arention to the ends of
words, to formulace hypotheses about rules in the language, and thar these
hypotheses are tested out in their own attempts to produce language and

gradually revised as they receive feedback on their acrempes.

The classic example of the creative construction process is the series of stages
that children go through in acquiring the rules for forming the past simple
tense: first, they produce accurare irregular forms such as ‘held’ sporadically;
then they produce an incorrect form *holded’ as they perceive a rule involving
the /id/ sound at the end of words and overgeneralize the rule; finally they
produce ‘held’ again as they refine the rule. Adults are thought to be capable
of this same creative construction process, for which they need exposure to
comprehensible inpur and feedback on their artemprs to use newly acquired
hﬂgl.l}ig&.

Faerch and Kasper (1983) have suggested that once a language learner has
formulated a hypothesis, it can be tested out in various ways. For example,
one way would be to check it in a dictionary or grammar book, or with a
teacher or narive speaker. Another way to check it would be to waic for
furcher examples in language input, to analyse chese and compare them witch
the hypothesis. Alternatively, a learner could try out a language form in the
classtoom or in conversation and see whar feedback is given abour its
COFTeceness,

Itis through the process of hypothesis making and resting that learners make
sense of language inpur and impose a structure on ic. They creare a developing
system known as fnterlanguage, which passes through a number of stages
until it eventually approximates to the rules of che target language or until it
stabilizes, or fossilizes, in ways that deviate from these rules.

The limitations of hypothesis testing and the creative construction process as
a full explanarion of second language acquisition have been much debated.
There is a view, originaring in Chomsky’s seminal work in linguistics {1965),
that there are universal language propertics, i.c. a ser of principles which
apply to all lang and that } ledge of chese is inh in the human
mind. In other words, we are generically pre-programmed for language
learning and are constrained in the kinds of hypotheses we make.

This account tends to oversimplify a complex process. Second language
researchers continue to debate the ways in which acquisition and learning
relate to each other and the ways in which both might funcrion in the
language classroom. However, the notion of comprehensible inpur has been
taken up with enthusiasm for 2 number of reasons.

— It confirms the need for meaningful inpur which will engage learners in
waorking with Janguage at a level which is slightly above their competence.
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‘Meaningful’ has been variously interpreted by materials writers and
teachers as ‘relevant and topical to learners and their interests’ or ‘realistic’
in terms of simulating the authentic rexts and speaking situations learners
may evencually have to handle. This implies a need for varied classroom
marterials, and many current coursebooks demonstrare a motivating range
of situations and of texts, for example, newspaper articles, posters,
advertisements, guides, maps, and invirations.
It suggests the value of providing inpur through out-of-class resources
such as readers and listening casscttes for self-access Jearning, or encouraging
students 1o make use of whatever resources might be available in the
community to increase input opportunities.
~ Itseems to confirm the uscfulness of teachers adjusting their own classroom
language, in line wich students’ proficiency, to simpler vocabulary and
slower speech while retaining natural rhythm and intonation.

1.2.2 The process of intake

Intkerefers to the ways in which learners process input and assimilate language
10 their interlanguage system. Learners will not process all the input available
to them, Some of whar they hear or read may not be understood, and some
parts of input will receive more attention because, for various reasons, they
seem morc important or salient tw the learner at a particular stage of
development. The concepe of intake has given us some insights into why
teachers cannot control the learning process to the extent we might
previously have believed. Take, for example, an initial class activity in which
the teacher asks and invites questions about what students did the previous
evening with the aim of practising the past simple tense. One student,
thinking ahead to her tuen, focuses on her need for the English word
‘countryside’ and uses the stracegy of finding an alternative which is close to
the meaning she wants to convey. She uses ‘nature’ and waits for the teacher’s
feedback. The simple past is not part of her agenda at that poine and
‘countryside’ will probably be her intake. Hopefully, with furcher pracice,
she will eventually be able to retrieve this lexical item withour hesitation.

It is clear that some kind of input is needed if language acquisition is to
occur, but many questions remain zbout the kind of inpur which is most
useful in facilitating the process. Does input need to be conrrolled in the
traditional ways of the English language classroom? Why do learners notice
some items more than others? Is it to do with such factors as frequency of
input? Ts inpur artended to more when it comes from the teacher as an
authority figure rather than from other learners in the classroom? Does
intake depend on how much work a learner has o do in comprehending or
making sense of something? How do psychological factors of motivarion and
emotion affect the process of intake?
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As yet we have an uncerrain understanding of these issues. However, the
answers are crucial to an effective teaching of the language system. For
example, if it is the case that learners will assimilate those items on which
they have to work harder to comprehend, there are implications here for the
ways in which we teach new words. If learners attend to items which oceur
frequently in inpur, there are implications for the presentation of
grammarical farms. I input receives more acrention when it comes from the
teacher, there are implications for classroom management. These issues will
be revisited in later chapters.

1.2.3 The role of interaction in the classroom

Related to the notion of input is that of outpur. Learners need practice in
producing comprehensible ouspur (Swain 1985) using all the language resources
they have already acquired. Getting feedback from the reacher and from
orhcr studems in the class enables learners to test hypotheses and refine their

knowledge of the | ge system. It has also been claimed chat
being pushed o plcdua.' output obliges learners to cope with their lack of
language knowledge by struggling to make themselves understood, by speaking
slowly for example, or repeating or clarifying their ideas through rephrasing.
When a group of students do chis while walking rogether, it is called negotiation
of meaning and its aim is to make output more comprehensible. There is a
principle underlying current ELT practice that interaction pushes learners to
produce more accurate and appropriate language, which itsclf provides
input for other students. This is one reason why pairwork and groupwork
have become common features of contemporary classrooms.

A study by Pica and Doughry .!‘)8%) can be rakcn as an example of research
looking ar the role of groupwork in | It |nvm|:|galcd inwhat
ways language input t and output differed in a class using work in small
groups and a class following a sequence of whole-class work fronted and
conrrolled by the teacher. They studied three lower-intermediate classes of
adults from a variery of language backgrounds in which scudents compleced
wo communication activities involving discussion and decision-making,
one abour a heart transplant problem and the other abour a family planning
problem. One task was done in a teacher-fronted, whole-class mode with
students moving together at the same pace through the acriviry, and the
other was done in groups of four. The study gave evidence of students
negotiating meaning through, for example, clarification checks such as:

S1 She is on welfare 52 What do you mean by welfare?
(Pica and Doughey 1985: 236)

G
o
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or:
51 This is very bad ... 52 You're apposed to thar? You
1 think she never don't think that’ a good idea?
estay home.
(ibid.)

and confirmation checks such as:

§1 The homemaker woman 52 The homemaker?

{ibid.)
It also showed the ways in which students helped each other through
correction, as in:

S Ivs illegallyfor the system 52 It's illegalfor the system
(ibid.: 238)

and through completion, as in:
S1 Yes, [hnow ... but the 52 mentality

mental—

(ibid.: 237)

Among the results were the following; the students produced more outputin
the groupwork; cach student was exposed to more input in the groupwork;
completions and corrections were more common in the groupwork; there
was no difference in the level of accuracy in the student’s output in both
situations, bu there was livtle evidence of negotiation of meaning in cither
situation. This last result was surprising as the tasks had been chosen as
typical of those used in communicative classrooms, which aim to stimulate
negotiation of meaning. However, what seemed to happen was domination
of the groupwork by a few individuals. This led the researchers ro pose the
question of what kinds of tasks are best for obliging learners to negotiate
meaning. The relative value of pairwark information-gap tasks, or, say, group
discussion rasks, in terms of which need participation from all group members
and which encourage negotiation of meaning, has been the focus of furcher
studies. We will look ar some of the outcomes in Chaprer 8.

Claims abour the value of small-group interaction in the classroom for language
acquisition provide atractive support for views of educationists abour the
value of collaborative work and the importance of reducing dependence on
teachers. They also fir well with one of the aims of communicarive language
teaching, which is to develop learners” ability o participate effectively in
conversarion.

However, an important issue in the usc of work in small groups is thar it
implies risk-taking. Being in face-to-face encounters requires assertiveness.
This may be difficult for individual personalities and may even run counter
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to the educational ethos which some learners have experienced previously. Ie
is an issue which teachers will need 1o take into account when considering
the individual needs of their learners in the educarional system which they
are part of.

1.2.4 The role of error

With a view of language learning as a creative construction process comes the
view that error is an inevitable and positive part of that process. Arritudes
have therefore moved on from those of the behaviourists in the 1950s and
1960s who saw error as something to be prevented as far as possible through
intensive modelling and eradicated through intensive drilling. Errors are
now seen as reflections of a learner’s stage of interlanguage development.

There are conflicting views on the role of error correction in the classroom.
For example, Krashen's interest in the possible parallels berween children’s
acquisirion of their firse language and adult second language acquisition led
him to suggest that error correction had dubious value in the classroom.
Children, he claimed, do not generally receive explicit negarive feedback on
the accuracy of their language and, by analogy, adults do not require constanc
correction with its dangers of distraction and demorivation. However, critics
were quick to point out thar adult learners can be encouraged to process
error correction in useful ways, and the role of the teacher is to provide
feedback which learners can work on in order to refine their understanding
and move to the nexr stage of interlanguage.

‘The treatment of error requires consideration of many issues. Whether or
not to perform che role of diagnoser and corrector of errors is only the first. If
we decide to underrake this role, we will need a careful policy for making
decisions about what, when, and how to correct. Such a policy will be
considered in Chaprers 8 and 9.

The appropriate question to ask at the end of this section is what insights in
general can we gain from the work going on in the field of second language
acquisition, given the uncerrain Andings of studies? Perhaps the most impdreant
insight is that however much teachers and textbooks try to control what is
fcarned in the classroom, in actual fact the learners in a class will learn different
things at different rates from the inpur and practice. In other words, there is
no casy direct relationship berween the teaching objectives of our lessons and
the learning outcomes for the students. Understanding this will help us o
realize thar our major role is w provide conditions which are conducive to
learning. However, there is increasing evidence char learners progress fascer
with meaningful language practice in a rich linguistic environment and with
an informed policy of error correction on the part of the teacher.
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Certainly it can be of value to English language teachers to keep an ear open
to discussions issuing from the field of second language acquisition as they
can inform, confirm, challenge, and excie.

1.3 How do differences among learners
affect learning processes and teaching
procedures?

In the extract at the beginning of this chapter, Rufino commented on his
need to keep asense of his pupils as individuals. This comment does not only
come from a humanistic concern for the welfare of the individual. It also
demonstrates thac he is aware, as all experienced teachers are aware, that leamners
differ in ways that need careful thought when making decisions about course
content and methodology. Whar exactly are the dimensions of individual
difference among learners and what insighes can teachers gain from studies
of these?

Unfortunately, insights are unclear and fragmencary because research has
been difficulc. Language apritude, as we shall see, has been measured by tests,
but other dimensions have been investigared largely by introspective
methods. Three methods in particular have been used. The first is self-repart,
responding to interview questions and questionnaires, Here, for example, is
an incrospection from an American in Japan, on the issues relating to using
work in small groups in multicultural training sessions:

In particular our group wotk has helped me tw explore more
consciously the substantial cultural differences we have. T come from a
sociery where grear value is placed on the performance of the
individual: here the ethos is one of consensus. How does char affect our
discussions?

{Hedge 1998: 137)

A second method is self-observation, using diaries or immediate retraspecrive
verbal reports. In this example, 2 learner writes of the anxicty thar comes
from comparison of her progress with that of her peers and her feelings of
competitiveness:

I'm starting to find that my colleagues know more vocabulary than me.
It’s because they have 3 extra hours. ... It irritates me thar the others
know more. It makes me want to join cheir extra lessons.

(Ellis and Rachbone 1987: 157)

A third method is self-revelation, using think-aloud reports recorded on o
cassette as learners actually perform tasks. Cohen (1987) gives a useful example,
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from data he collected on himself as a learner, of his attempt to deal witk 2
new Hebrew verb through analogy:

Now, how am | going o learn how to conjugate the verb rige/ ‘re «ry’
in Hebrew? Oh, I see. It is conjugared juse like diber o speak’. So now
I know its forms ... no problem.

{Cohen 1987: 83)

These three introspective methods all depend on learners being able 10 give
clear, accurare, and honest accounts of what they do. There is also the issue
self-revelation of whether their atrempts to report whar they do will affec:
what they would normally do in carrying out a language learning task.

However, problems in research methodology by no means invalid sre the
usefulness of teachers building awareness of individual differences and the
implications these might hold for the management of learning, Our awarcness
has been slowly developing in relation ro aptitude, learning style, and learnirg
strategies, and the affective factors of personality and merivation.

1.3.1 Aptitude

Itis quire common to hear people say “She has a flair for languages’, or even.
more specifically, ‘He has a good ear for languages’, and there 15 2 body of
research evidence to suggest that some people do indeed have anaprimde for
language learning, The problem with the research is that it is nor conclusive
as to what abilities constitute apritude or how these relare to other factors
such as inrelligence. Two well-known language apritude tests. still wdely
used, are the Modern Language Apritude Test (MLAT) (Carrel! and Sapon
1955) and the Pimsleur Language Aptitude Battery (LAB} (Pimsleur 1966).
These generally put forward a muli-componential view of apeirude as
comprising four components: audicory ability. grammatical sensiciviry, inductive
language learning ability, and memory. Each of these components is tested in
order to predict whether a student is likely to be successtul in lea ]
foreign language. For example, the MLAT has a tesr of gramnnieial sonaivics
to the first language which asks students to idennfy words in o sentenues
which have the same grammarical function. Can you decide which word
underlined in the second sentence has the same function as"London’ in the
first sentence?

LONDON is che capital of England.
He liked ro go fishing in Maine.

A B C D E
{Carroll and Sapon 1455: 5)

{The answer is, of course, "he’ as, like "London’, it is the subject of the sentence.)
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In most cases aptitude resting, if it is used ar all, will already have been
undertaken during a selection process for foreign language learning. It is
typically done in many countries for recruitment purposes inte bodies such
as the army or the civil service. However, discussion in recennt years has
brought out implications which are of importance for ceachers. Ellis (1985),
for example, makes the poine that the tests focus on language form rather
than its communicarive aspects and might cherefore indicare learners who
will be advantaged in more formal classroom learning. To take another
example, Skehan (1989} comments that, given the composite nature of
apritude, students who achicve the same overall score on an aptitude rest
could well have different strengths and weaknesses among the components,
and teachers working with srudents selected thiough such i test should rake
this into accorne

1.3.2 Leasning style and learning straregies

The compor.cnts of aptitude measured by the tests described in the previous
section all relace to language. More recent research has looked at other variables
which seem 1o correlate posirively wich suceessful language learning, For
example, aglobal learner is believed to prefer learning through global exposure
while an analytic learner likes to analyse clements in derail. This might
influence the learner’s response to methods of presenting language. For
example, in dealing with a text a global leatner might predict and infer to ger
an overall understanding. while an analytic learner might search for small
deails and try o follow accurately the precise relationships berween
differenc pares of the text. Some learners can tolerate ambiguity betcer than
others and wait for further, disambiguating information. This mighr well
advantage beginners dealing with the presentation of simplified grammarical
rules, such ay:

Use somein positive starements
Use anyin questions and negative statements,

These learners may quickly see exceptions to the rule in language they are
exposed ta, as the rules are far more complex.

These characreristics are now seen as aspects of cognitive styleor learning style,
which can be gencrally defined as a characteristic and preferred way of
approaching learning and processing informarion, The question is whether
and in what ways this individual style affects language learning: the picture
far remains unclear. However, teachers of multicultural classes or expatriate
teachers of monolingual classes in unfamiliar cultures will need ta keep in
sl that o possible caise of differences in cognitive style is the kind of
teaching methodology that leamers have expericnced during their educational
careers. and that chis will have been culturally influenced
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There is evidence to suggest thar culture, as learned by the child from family,
community, and school, has a strang influence on learning style. At the risk
of oversimplifying a complex issue, here arc a few examples. Hofstede (1986)
suggests that Chinese children, in learning an ideographic writing sysiem.
learn to see patterns and to learn by rote. Reid (1987) found that Korean
students, in terms of sensory preference, are more visual than US or Japanese
students. In other words. they like to read and receive visual input. Brown
(1987) suggests that Anglo-Americans have an analytic style. On the other
hand, Egyptian students (Oxford and Burry-Stock 1995} take a global
approach. These and other studies arc reviewed in a survey article (Oxford
and Anderson 1995) which suggests the need for further research and review
but which also points our the need for reachers’ awarencss of the issues.

The gencral implication of possible mismatches between learnersand exparriare
teachers is clear. The Anglo-Ameriean teacher of Egyprian students could well
experience a cultural clash of learning styles. And with regard to che inuld-
cultural classroom, insights into culture and learning seyle highlight the
teacher’s need to create a variery of learning activities to cater for the range of
styles.

A closely related orientation to researching language learning style has been
to investigate the strategies chat arc used by successful language learners.
These are techniques used by learners to deal with inpur, assimilare new
language, store, retrieve, and practise using ir. Oxford (1990), for example,
provides a comprehensive list which can be used by reachers to prepare
students for learning. Two items from her list arc as follows:

Serting Goals and Objectives

Setting aims for language learning. including long-term goals (such as
being able to use the language for informal conversation by the end of
the year), or short-term objectives (such as finishing reading a shore
story by Friday).

Self-Monitoring

Identifying errors in understanding or producing the new linguage.
determining which ones are important {those that cause serious
eonfusion or offense), tracking the source of important errars., and
trying to eliminate such errors.

(Oxford 1990: 139, 140)

“The idea that there are identifiable strategies used by good learners which
might be trained in the classroom has led to greac interest among ceachers
and textbaok writers, who have atempted both to find ways of improving
the strategics learners already have and to raise cheir awareness about arthers
they might develop. Chapter 3 takes up the ropic of strategy training in more
derail.

—
- o
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1.3.3 Affective factors

Most discussions have limited affective factors to personality characteristics,
atitudes, and emotional responses to the language learning process, The
major problem of research in this area is thar data garhered by introspecrive
methods using questionnaires and self-report often does not seem to agree
with observed behaviour. Better instruments are needed. It is therefore
difficule to make generalizanions. However, this in irself is a useful insight for
ceachers given that sweeping generalizations abour learners are not
uncommon in these areas.

Forexample, there is a widely held view that extrovert learners are likely to be
more successful than incroverted learners, possibly because they are more
assertive, more willing to experiment and rake risks, and more able o make
the social contacts they need o practise language. This view, however, is not
conclusively supported by the findings of research. Furthermore, we need to
keep the exigencies of the classroom situartion clearly in mind. It may well be
the case that extrovert students benefit from oral work in small groups where
their assertiveness enables them to dominate and their willingness to rake
risks facilicates practice, but in a whole-class mode of learning, as McDonough
(1983) indicates, the extroverts may be silenced by an irricated teacher.
Perhaps the important implication for the teacher is ta balance these personality
differences by ensuring an equal share of artention and opportunity to
contribute.

Ethnocentricity is an attitudinal variable which has been investigated, and it
will not surprise experienced reachers that studies show a negative correlation
with language learning. Perhaps the significant implication for the teacher
working where English language learning is compulsory is caution in the
portrayal of the related English-speaking culture, avoidance of stereatyping,
and the building of positive acritudes to the study of English as a curriculum
subjeet through motivating content and rasks.

In werms of emotianal responses o learning, @ variable which has received much
wienuon is anxiery: Bailey (1995) for example, links anxiety to competitiveness
ansl argues chat if we can discover its various causes we will be in a beteer
position 1o reduce it She effecred this in her own language learning by
teeping a diary and then categorizing the manifestarions of anxiety recorded
in ir, both those which facilitated fearning by pushing her to perform better
anl those which inhibited learning.

ke derived the tollowing seven caregorics:

IO :n--rhoug,h private—comparison of myself with other students
tking. use of comparatives and superlatives, comparison

in particular okills arcas, ere.
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Emorive responses to such comparisons {anxiery when ) didnt
compare favorably with the others and elation when | didi
including emotional reactions o orher students (e the gart whod
been to France, the girl whose grammar book [ bought, erc.i:
connotative uses of language (for instance, the foot-race imagery) in
the diary entries sometimes reveal this emotion.

The desire 10 ourde the other students; here realized as the rendency
to race through exams in order to finish first.

(™

S

Emphasis on tests and grades, especially with reference to the ather
students.

o

The desire to gain the reacher’s approval.

o

Anxiety experienced during the language class, often after making
errors on material 1 fele I should have known (Le., a discrepancy
becween an idealized self-image and a realistic assessment of myself
as a language learner).

~

Withdrawal from the language-learning experience when the
competition was overpowering.

(Bailey 1995: 175-6)

Maclntyre and Gardner (1991) looked in more deail ar anxiety in che
classroam. The greatest anxiety seems to relate t negative experiences in
speaking activitics. This would confirm the expetience of many reachers, but
the suggestion that arises from such studies, thac anxiety isa response learned
through early experiences and that it can increase until the whole process of
learning is badly affected, emphasizes the need for "humanistic’ appraaches
in the widest sense of the word. It implies that teachers have both the power
and the responsibility to counter the development of anxivty by building
self-confidence through posirive early experiences. though providing
reassuring feedback, and through promating self-perception of developi
proficiency.

representation of the way in which aftectiv
competitiveness, and other emotional responses con helo o
learning. The filter can be imagined as a shuing barice which o
place when a student is, for example. tired, dispinted. tee o
which prevents the processing of input. A learner who has generally negative
artitudes towards learning English will have a high affective hirer and the
task for the teacher will be substantial. The pre " funcrioning of this filter iv
not explained, for example in relation to how it might affect the attention
thar scudents pay or do not pay to various elements of inpur. However. th:
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concept of the filter highlights the rale of the reacher in creating bencficial
conditions for language learning.

In summary, then, although we have little conclusive evidence on the role of

affecrive factors, some studies have proved to be of value to the teacher in
hall common prions and in suggesting areas for concern.

1.3.4 Motivation for learning English

Thie degree to which any of the factors discussed so far in this chapeer will
become significant in a particular learning and teaching situation will depend
pasdly on the reasons why learners are learning English, Rufing’s pupils were
aware of how English would give them mobility in the European communiry.
Adul¢ learners returning to study may regard language learning as a hobby or
cultural pursuit worthy of the educated person, or may have pressing reasons
for wishing te communicate in English. In many state school systems now,
where the pupils’ furure use of English is uncerrain, a primary aim is to build
communicative potential. Any individual may be influenced by a variety of
motivations which will affect such things as anxicey, or attitude, or willingness
to try new learning strategies.

A group of twenty Japanese students, at the beginning of intensive English
language instruction at a UK university, were each asked to give four major
morivations for learning English. The following list of

in general the reasons given by members of the group and their rank-
ordering:

To be able to communicate with people in an international
language, both at home in Japan and while travelling in other

countries 20
2 Tobeable to read a wide range of English language sources for

study purposes in the UK and in Japan 16
3 To have a beceer chance of employment, status, and finaneial

reward in the job marker 12
4 Tobeable o read and listen 1o English language media for

informarion and pleasure 9
5 To find out more about the people, places, politics ete. of English-

speaking cultures 7
6 To take up a particular career, ¢.g. English language teaching,

wark in an international company [

~

To be able te participate suceessfully in the country 1 will be
living in for six months 5
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8 To read English-language literature 3
9 Because of parental pressure 2
(Author's data)

This list suggests two kinds of motivation for learning English: needing a
language as an instrument ro achieve ather purposes such as doing 2 job
cffectively or studying successfully at an English-speaking instirution, or
wishing o integrate inte the activities or culture af another group of people.
Indeed, Gardner and Lambert {1972) termed these two as integracive and
instrumental motivation. These two kinds of motivarion can be dem yesirated
by the statements they gave students of French in Canada against which te
indicate their awn reasons for learning. Of the following statcemenss. ke firse
two are taken as indicative of integrative motivation and the secord nwo of
lnslrumtm.‘ll moTva

— Lt will enable me 1o gain good friends more easily amonyg French-
speaking people.

~ ltshould cnable me to begin to think and behave as the French do.

~ One needs a good knowledge of at least one foreign language o
merir social recognition.

~ Ineed it in order to finish high school.

(Gardner and Lambert 1972; 148)

This integrative=instrumental distincrion may be most relevant ro bilingual
societies such as Canada where one language spoken in the communicy is
minority language, or 1o short-stay situations in the target language communicy.

Adecade later, Gardner and Smythe’s (1981} Atcitude/Mortivarion Test Batcery
(AMTB) uscfully shows the complex of areas under investigation by that
time. There are four main caregories. The firsc is marivation, which involves
desire to learn a language, intensity of effort to achieve this, and attitudes
towards learning the language. The second is integrariveness, which involves
attitudes towards the rarge language group and which touches on the
affective factor of ethnocentricity. The third invalves artitudes towards che
language reacher and the ]angunge course. The fourth concerns measures of
anxiery in classraom situations and in using the language. Itis now clear thar
motivation is a highly complex phenomenon consisting of a number of
variables. It is also clear that the high correlations thar studies show between
motivation and successful learning confirm what is already indispurable
among teachers: that motivation is of crucial imporrance in the classroom,
whether learners arrive with it or whether they acquire it through classraom
experiences,

Perhaps the most useful perspective for the teacher to take is to consider what
aspects of motivation can be changed and to focus on creating successful

T ogal el
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stihanee inotsvasion. Eilis (1993b). for cxamplc_ has
toie micre tully the factors involved in
fotanks us this i sansething ¢

s e e

which the teacher

¢ control. Jo waould certainly be worth any teacher’s time to create a
checklist of wavs 1o motivate learners in the classroom. Given the factors

discussed in chis chaprer. it migh begin like this:

- Give some time to considering group dynamics and o how to build
cohesiveness within the class

- ke sure that there is sufficient variety of input (listening, reading), of
pace ard intensity, of interaction, and of activity to allow learers to work
in their own stvle and with their own strategies,

= Skuw awareness of differences in motivation. in emotional responses, in
strutegies. ere., and encourage learners o build awareness of their own
preferences.

= Ackr owledge thar language learning is a serivus endeavour requiring
perseverance and involving anxiety, and be sure to give reassurance,

A ~ecurring comment throughout this section on individual differences in
lerrnzrs is the uncerrainty thar exists in the methodology for investigaring
ther, in the distincuons that ean usefully be made in trying to classify them,
and in the possible implications for the teacher. Certainly, we are not in a
position 1o say that there are cerrain artitudes, personality characteristics,
erarional dispusitions, and learning strategies that somehow create the
genwrically ‘gond language learner’.

Howiever, there is litele doube that individual differences exist and they play a
sgn Beent role in language learning. For the teacher the challenge must be
hew 10 enable’ each learner according to his or her individual characteristics
< culwural background. Ir may be a question of Hexibility in marerials
desig 1, or variery in skills work or classroom interaction. There may well be
valus n raising awareness in learners of their own styles and strategies and in
Eeip ag them to refine and apply these in more independent resouree-based
Iraraing where individualization is passible. Morivarion is certainly an issue
13 be borne m mind when reflecting on any of the topics discussed in this
brok

1.4 What factors of context should teachers
take into account?

Ac v aave seen i Rufino’'s account, we need 1 consider characreristics of
the Leiniag sitwanion. Most of these are outside the teacher's contral bu
thez il bear heavily on decisiuns about chaice of resources and classroom
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procedures. For ease of discussion they can be divided into social factors and
educational factors.

Social attitudes towards English Eangungc learning will partly determine how
much effort teachers have to put into motivating children, but so will social
exposure to the language. The presence of English in the community will
immediately facilitate practice opportunities such as writing reviews of
English films and TV programmes, keeping a diary of extra-curricular activities,
outside visits, or encounter projects. [ts absence creates greater but not
insuperable challenges for teachers, wha will need o think abaut sources of
authentic input, about manageable out-of-class practice, and about creating
a balance of skills work to make the mest productive use of class and out-of-
class time.

The educational system in which teachers work will be influenced by
cultural notions of authority which affect che potential roles of teachers and
learners. Another facter will be whether the system allows for ‘recaking’
courses. This will determine whether or not the teacher is faced with a
gradually increasing range of proficiency in classes as they move through the
years. This is a real problem that many teachers face and the issues of mixed-
ability teaching deserve far greater professional attention in ELT. At the very
least it supports arguments for rich, varied, and flexible learning resources.
But there are other factors which have moee to do with the institution and all

provide p al or For

— the extent to which the materials in use teain for public examinations and
the extent to which deviation from these may disadvancage scudents in
this respecr, norwithstanding the benefits of alternatives

— the hours available for teaching and the distriburion of those hours

— the existence of institutional or departmental policies for such things as

marking or homework and the flexibility of these

the physical constraints of the classroom

class size

the resources available in the classroom and in the institution

the cohesion that exists amony English language reachers and the degree

to which it fosters teamwork

the status of teachers in the hierarchy and their involvement in book

selection, policy development, erc.

— the financial/contractual status of reachers and whether they work in one
institurion or several

— the interest of management in continuing professional development
through in-service sessions. projects in macerials design, erc.

- whether classes are monolingual or multilingual.

]

The examination system, for example, is usually a heavily constraining facor,
especially where examinations arc gatckeepers to higher education or good

o
a
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employment praspects. [t would be a matter of high risk for a teacher not to
train students for these. With regard to other factars, teachers may have
more fexibilit. For example. to take up the last point on the list, mone-
lingual classes facilitate use of the brst language in the classrom and it is
useful to work out a personal policy for this which can be explained and
discussed in class, Many wachers feel uneasy abour using the mather ongue
bue there are clearly advantages in doing so in some instances, for example w
give a quick eranslation of words like ‘cherry” or “hedgehog”, or to talk abour
learning approaches and straregies with beginners,

1.5 What roles can teachers and learners play
in the learning process?

Rutine commented on his enjoyment of project work as one kind of learner-
based teaching which allowed him 10 stand back a litcle and take on a less
dominant role while his pupils organized themselves in collaborative work.
The concepr of ‘role has become very popular in ELT and is a term in
common usage to denote the funcrions that teachers and learmers perform
during the course ot a lesson. In the social seuing of dhe classroom, teachers’
and learners’ expectarions abour what are appropriate funcrions in various
learning tasks will determine the roles that cach performs, and these will be
culturally influenced.

1.5.1 The teacher’s roles and responsibilities

The range of roles that teachers perform can be illustrated by analysing the
sample of lesson notes from the Teacher's Book of The Pre-intermediare
Chorce shown in Materials extract 1.A. The sample is taken from the early
stages of a lesson in which the aims are to revise and practise the present
perfect rense and words for countrics and nationalioes. The corresponding
section from the Student’s Book is shown in Marerials extrace 1.B. The
activities are focused on language forms and the teacher takes a dominant
role in what is a largely reacher-fronted classroom. However, the final part of
the sequence sees the class moving into pairwork with a corresponding
change in the teacher’s role.

Using a framework supgested by Harmer (1991). it is possible o identify the
teacher in a number of roles in this lessan: as conirolier in eficiting nationaliry
words; as asessor of accuracy as students try to pronounce the words; as
correctorof pronunciation; as erganizerin giving instructions for the pairwork,
inisiatingiv, monitoringit. and ergantzing feedback: as promprerwhile students
are working together: and as retanree if students need help with words and
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Materials extract 1.A

Fresens Perfect (experience) vs Past Simple, sver.
past participles (1)

1 Where has their owner been?
2 What makes you think this?
Example: 1 think she's been 0
Japan because she's ot 2
faparese kimono.

Ask your partner about these
and other sountries.

Example Have you ever been
.2

(Mohamed and Aklam: The Pre-intermediate Choice SB, page 40)

structures during the pairwork. Harmer's framework deals exclusively with roles
thar relace to cl proced Other fr. ks include cartegories
which move beyond the immediate pedagogic concerns of gerting the
learning task done into areas much influenced by atitudes in the social and
cultural environment.

A study undertaken with a multicultural group of experienced teachers
(Karavas-Dukas 1995) from widely differing worldwide contexts and
representing a variety of teaching approaches, asked them what roles they
performed as teachers. The list below shows the role categories that emerged
and the percentage of teachers who mentioned functions pertaining 1o a
particular caregory. As can be seen most clearly in caregory 1, teachers had
different labels to describe the same or similar roles. However, whar is
noticeable here is a general balance among the four main categories of source
of expertise, management roles, source of advice, and faciliator of learning,

A
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Materials extrace 1.B
1_Preparation
AIMS.

* To revise and practise the use of the Present

+#- ever, 1 talk about

* To revise a variety of count
words.

Refer students t the travel souveniss and ask
them 1o name them open-class. Elicit nationaliry
adjective with the object. If students have
problems pronouncing the nationality words, this
s the time 10 corrocd them. As you do so.
highlight shifting word-stress on country and
rationaliy words. (Jaipan ¥s Japaniese, Egypt vs
S‘vwn and ‘Ecuador vs Ecuadorian.)

example sentence from their book by
mu... an individual student which country they
think the owner of the kimona has been to.

Get students 10 repeat the cxample sestence,
stressing the country in the first part of the
sentence and the name of the object in the
second pant eg, | think she's been 1o Ritssia
Thecause she's got some Russian dolls

Put stiadenis in pairs (o make similar sentences
about other objects before checking openclass.

(Mohamed and Aklam: The Pre-intermediate Choice SB, page 58)

1 Source of Expertise (46.4%)

1.1 Denoting authoritarian

1.2 Denoting supportive

stance? stance?

Instructor Informant

Presenter Input provider

Actor Information provider

Pedagogist Resource

Source of knowledge
2 Management roles (35.7%) 3 Source of advice (53.5%)
T Counsellor

Organizer Advisor

Director Personal tutor

Administrator Psychalogist

Public relations officer Listener

Arranger
4 Facilitator of learning (64.2%) 5 Sharing roles (17.8%)

Learning facilitator Negotiator

Helper Participant

Guide Student
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Caralyst 1o group discussion Cooperator
Promprer
Mediator
6 Caring roles (25%) 7 Creator of classroom
armosphere (14.2%)
Friend Entertainer
Sister/mother Motivator
Caretaker Source of inspiration
Supporter
8 Evaluator (10.7%) 9 Example of behaviour and
hard work (3.5%)

(Karavas-Dukas 1995)

I seems that a large number of the teachers perecived a need to fulfil the
general roles of instructor, organizer, counsellor, and helper and, indeed, these
are common to a range of classroom methods. However, as well as being
partly dependent on personality or particular methed, the precise interpretation
of these funcrions would also be to some extent socially and culturally
dependent. In a setting where the teacher is afforded high staus, is an authoricy
figure, and remains at some distance from students, promprer mighe well
refer to prompring the individual student with a display question to respond
ina rypical classroom sequence of initiation—+response- ofeedback, for example:

Teacher Whar's Peter's job, Marianne?
Student He'sa ... [pause]

Teacher Yes, hesacar ...

Student mechanic ... he'sa car mechanic.
Teacher Yes, good.

On the other hand, in a setting where the reacher is perceived as a more equal
partner in the learning process, and where teacher and students participate
jointly in activities, as in writing conferences, prompeer could refer to the
reacher’s role in helping a student to remember and formulate 4 point, as in
the following cxtract:

Teacher Do you remember how we described Mr Birling's character
yesterday? We said he was ...
Student Yes, he was a hypocrite, he was unfeeling, cold ...

The potential problem for reachers, when experiencing change in methodology
and in the roles they need to perform, lies in the precise circumstances in
which they need to perform them. In the first cxample above, the teacher
remains at the front of the class, in control and responsible for learner
activicy. In the second example, the teacher has given responsibiliry o groups

[
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of students for their own activity and has sat down with a group in the course

of circulating o monitor and help.

It is when there is a tension between the requirements of the learning rask for
teacher behaviour and cultural expectations of what is appropniate teacher
behaviour that problemns can ars for both teschers and leamners. For 1
teacher to move fully from Iy as prompeer in
the first situation above to funcrion

ng successfully in the second situation
may require far more than a simple change in methodology. Ir may requirea
change in self-perception. And for the students to accepr that a teacher sits
with them as they work togethet in class requires a corresponding change in
their perceptions of authority and responsibiliry. This may be p

the case with secondary-school classes where authoriry entails discipline.

Research in recent years has attempted to investigate the responsibilitics of
the teacher in teems of providing effective teaching, though the concepr of
effcctivencss in relation to teaching is quite complex. Many teachers would
lisc careful planning of a coherent pedagogic process as a necessary dimension
of teacher competence. Indeed, research in education supports this belief by
suggesting that cffective teaching pays attention to creating 2 logical
sequence of activities in a lesson, with clear aims and clear links. In terms of
lesson planning, this means achicving a balance between a 'magical mystery
tour’ and ‘It’s Thursday, this must be Venice". Wit regard to the latter, every
teacher trainet has a version of a typical lesson extrace from an over-
structured lesson. Here is one of an anxious trainee doing a ‘warm-up' to
include revision of the past simple tense, and concerned to keep to the five
minutes allocared in her plan:

Teacher And whar did you do in the summer, Sven?

Sven  went to my summer house in the country.

Teacher Very nice. And what did you do, Gunilla?

Gunilla My husband and I ... we went to Rhodos for the sun.

Teacher Mm, it’s lovely there. And how about you, Bo?

Bo 1 came a Buddhist and spent the summer in a monastery in
Tiber,

Teacher ... became, Bo. Say afier me ... became ... Good. Mai B
tell us what you did.

Over-precise timing can result in teaching the lesson but not necessarily the
students.

The feld of educational management has much to say about planning and
whatare considered to be the characteristics of an effective plan. For example,
Everard and Morris (1985) suggest the following: it is purposeful. task
specific, temporal, integrated, adaptable, and cost-cffective. Tt is interesting
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g. If we
odi

to review these characteristics in terms of effective lesson plann
appicd them o lesson planning, the following features could be der

— The learning acrivities are clearly linked to prioriti ed aims for the lesson.

— The types of activity are clearly identified and the learner and teacher roles

assaciated with them.

Times are specified but timing is monitored for its appropriateness as the

lesson proceeds.

_ “The activiries are interdependent in sec
lesson.

~ The plan allows for fesibility and contingency in adapting to the
emerging needs of the students and w the unexpected event.

~ The plan is economical in terms of time and energy spent on input and
autput.

ing, 10 achieve the aims of the

These features can be observed in the lesson plan overleaf. This teacher has
decided that it is useful t write in the interactions as a check on her planning,
that she has an appropriate variety in pace, in intensity of lcarning load, and
in the balance bevween inpur and practice. Her timings are approximate. In
practice, she found the scudenrs neccled less time to formulate their senrences
and she was therefore able to build in more time for feedback.

Anatheraspect of ceaching competence is the ability to manage activities and
interactions successfully in the sense that learners know what they need to do
and why they are doing it, are motivared to work actively. are monirored and
guided when help is nocded, and can work undiscurbed by discipline problems.
The management of interaction needs care and subtlety; as reflected in this
teacher’s views of groupwork:

} think monitoring of any group activity has to be done very subrly and
there are a number of points to look for. T think, when the group work
starts initially, one has to allow each group to gather its awn momentum.
One cannot go 1o 3 group and say. for example, "Right, you've got thi
this and this to do’, and the.r you try and push them at a rate which is
faster chan they are capable of going at the beginning. So, at the initial
stages of group work I tend ro stand back and let cach group gather its
own momentum. IF at any time I see a group is stuck. then [ go in as
quietly and unobtrusively as possible and 1 iy o encourage them by
asking 2 few stimulating questions, what 1 hope are stimulating
uestions, which will get cheir minds working on the right track.
(Cauldwell 1983: 27)
As this aspect of classroom management looms large as a concern of traince
and novice teachers, it is quitc common to find suggestions for self-help
composed by rutors, asin the checklist on page 33 for teachers of multilingual
adule classes.

=
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Lesson plan
The students

A group of 20 adule scudents, of mixed and
languages, studying § hours par-time per week in a UK private language
schoal. They haveallsudied English ernilhiarashosl and need 1 apply

¢heir knowledge ion. The class s 50
Aims
Functional;  making deductions about the past
Structur mightleouldimust have + past participle
perhaps, certainly
Phonological:  weak form of have in the structure might have had
Skills: main focus on oral skills
Aids and materials
Blackboard

Magazine pictures of mote and less open-ended situations, mounted on
card, et
- avery happy young man readinga leer
— an elderly woman in black, weeping
ith guns outside a shop
 Children in sporwear holding a prise

Procedures Interactions  Approx. timing
| Show the swudensa pictureand ask: T 4—# class 5 minutes
Whar's the situation?

What do you think has happencd?

Elicit suggestions, e.g.:

Perhaps s pasied his exams.

Perhaps hei got a new job.

Then ask students if they know T — individual §5
anatherway of saying the same

thing and elicit: Fle might base!

could have ..

Do choral and individual practice Tepdass  Sminutes
with the class emphasizing the weak

form of have.

o

w

Show a second picture, asking the T 4—b class 5 minutes
same questionsas with the first, T +— individual S§
and clicit, e.g.

Theyive cersainly won the masch.

They must have won the cup.

4 Do choral and individual practice, T+ class 5 minutcs
continuing focus on pronunciation
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5 Ask concept questions, &g, Te—chss 1 minue
Which question form is more sure?
What part of the varb are pasted, won?

6 Ask the students w form pairs. Give S5 1015 minutes
each pair some maore pictures and T 4+ pairs 8§
ask them to make as many deductions
as they can. They should write a lisc
for each picture. Go round the class

monitorin ing vocabulary
where needed, and checking
the work.
7 Askeach pair to show the class theic  Pairs S5 ¢— class
pictures in tumn and to tell cach other 10-15 minutes

their deductions. Encourage
cross-class questioning, Wite any

uncertain vocabulary on
board for later review.

8 Ask the students to find similar Te—ddass 3 minutes
magazine pictures, write seniences |
about them, and bring them to class. l

— “Try writing down your inscructions for the activity in full in your lesson
notes and make them clear and concise.

~ When you plan your lesson, make decisions about group size and where
groups can be located in the classroom.

- Plan the composition of groups according to levels of proficiency.
friendship, and mix of first languages.

~ Prepare how to explain the rationale for the activity to your students,

part of the activiry, if this i possible, before

4 group
dividing the class.

~ Give students time to ask for clarification.

— Ask students to repeat your instructions in the class, and elicit from them
the stages they will go through.

It is evident from the Teacher’s Book for The Pre-intermediate Choice
(Materials extract 1 A), and from the lesson plan above, and also from reachers’
and rutors’ concerns, that planning, managing interactions, monitaring
learning, giving instructions, and giving feedback are the teachers main
. These wili be revisited in forthcoming chaprers as we look in
f language. What, then, we may
ies of the learners?

responsib
deeail at the teaching of particular areas
ask, are the reciprocal roles and responsil

™
@
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3.2 The learner’s roles and responsibilities

i plan on pages 32-33 shows a ser of aims and a sequence of
s designed by the teacher as a means to fulfil those aims. The teacher
it the purposes of vatious activities, but to what extent are the

¢ question of a possible mismatch berween teachers and learners
screeptions of the aims and outcomes of classroom activities has
wne focus of recent research. For example, Block (1994) collected oral
diary accounts from six of fourteen students and from their teacher in an
EFL class which met daily for rwo-and-a-half hours over a period of a
month. By posing a ser of questions as guidelines for their accounts, for
example “What were the activities which most stood out in today's class?';
“What do you think was the purpose of these activities?” (ibid.: 475) he
o llcctrd data which suggested that teachers and learners were ‘aperating to
rent systems for describing and actriburing purpose to tasks’ (ibid.:
473). In particular, an acrivity which the teacher seemed to view as routine,
v way of surviving the firse pare of the lesson, was taken up seriously by
i who perceived it as valuable and in line with their needs and who
vith it to achieve useful outcomes. One issuc arising from this study
whether teaching is more cffective when teachers and learners share the
satiie puipose in approaching an activity and, if so, how shared perceptions
can b achieved.

iwws are ar the heart of recent debat about learner-centred ELT, a
voncupt which has been defined from several different perspectives. One
we, which applies usefully ro situations in which adult learners can
speify discernible needs for learning English, is that of asking learners

i he Il desien of and the selecti learning.
piowedares. This would go some way to preventing the kind of discrepancy
i goals and perceptions that Block discovered. Suitable learnet groups for
this appach would be adult migrants or students entering higher education
in Laglisk-medium institations.

erspective on learner-centredness is that of learners contributing
design of language learning activitics (Clacke 1989b), an idea which
cestainly ensure that the purposes of classroom activities were well
crseend. The idea has been taken up by Campbell and Kryszewska who
describe 1 as learner-based” teaching and stare its main principle as being
thar all class activities can be done using informarion that the learners
shemselves bring wo class' (1992: 5). Such information can invalve, for example,
texts which learners find and for which they design reading activirics.

A thind presspective on learner-cencredness is that of encouraging learners to
take 0n 4 greater degree of responsibility for their own successful learning,
1t only by contributing to course or activity design in the ways described
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above, butalso by continuing their learning outside class, at home, or in self
access facilities. The teacher's reciprocal responsibility is 1o ensure that
learners have effictive strategics for planning, perfarming, and moniroring
their independent learning,
However, the perspective which is perhaps most commonly underst.o d and
practised, is that of using a methodology which allows learners greater o
over the learning process. Classroom observation suggests thac mutis
learners wish o do this anyway. The following transcripe shows 4 class
finding their own way through the problems with which an activiry presents
them and obliging the teacher o go along with them. The class are dealing
with a jigsaw reading activicy (sce 2.4.2) in which three newspaper articles
are read, each by different students, and each containing different picces of
mlnrmarmn about an inci I.ﬂl as well as a common account. Studs
ps to picce the fulli togerher. The teacher has ju.
c:ut-fnl instructions for the msk‘

Teacher OK. Let's start.
Yo Isit... necessary ... cowrite note when we read? Can we speat
withouc ...
Ke  Yes, we must do this.
Teacher Well, it will ... um ... help ... you can write nores for

h
heading ... see ... Who? Where? When? ... and so on. Then vau

can add orher information you hear later.
Ao Sowehave ... full facts,
Yu  Burcan [write later when | listen?
Teacher Do what you think is most helpful for you. OK?
Hir  What is ‘outcome™
Teacher Can someane expl
Ki  What happened after.
Ta  Next.
Teacher Yes, what happened nexe ... the result, yes? OK everyo
Ao Whatis chis ‘petcy?
Hid  How much ... how many words dowe ..
(Author’s dara)

H

The weacher here scems o aceept a need o relinguish control e e
discourse, 1o let learners ke over for a while, in order o ger oui v
activity what is mast important to them. The example begs the in
question of the extent to which reachers make available 10 learmers opport

10 interacr throughout a chass in ways which assist their compreh
Some classrooms are noriceable for the constant by of spesking as learners
ask for clarification from the teacher and from cach ocher.

Uhese four perspectives on learner-centred ceaching su
of roles for the learner than those performed in a traditios

(™
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i buti d

 learners can research

d classroom. In
their needs, negotiate content, and hglp o monitor the progress of the
course. In contributing to activity design, learners can explote and experiment.
In developing more independent approaches, karners can plan, initiate, and
organize their awn work. And in a classtoom where participaion is high and
its nature Rexible, learners can question, clarify, suggest, and comment.

However, the degree to which any of these four perspectives can be taken up
and explored in classrooms will depend on those factors w have investigared:

factors to do with contextual constraints, with perceived roles and respons-
ibilities of the reacher, with learner disposition and cultural expectations of
classtoom behaviour, with culturally influenced learning styles, and with
motivations for learning English.

1.6 What roles can learning materials play?

Closely related to the roles of tcachers and learners is the role of texcbook
materials. Any textbook is based on assumptions about learning, and the
design of its activities implies cerain roles for teachers and learners and
assumes certain dispositions towards learning styles. In the carly 1980s
Allwright (1981) and O'Neill (1982) debated the rle of learning materials
in articles entitled respectively “What do you want teaching materials forz'
and “Why use textbooks?” Allwright suggests thar the use of rexchook
materials places emphasis on the teaching process perhaps at the expensc of
cmphasis on the earningpracess, and that this may kead to ‘teacher overload”
and “learner underinvolvement’. The logical outcome of an emphasis on
learning, he argues, would be learning guides for students. There was litcle
evidence of these in publisher’s catalogcs at his time of writing but some
years later there was evidence of moves in the direction he advocated. For
cxample, the excellent book by Ellis and Sinclir (1989) discussed in
Chapter 3 is & mave towards Flling the gaps there is increasing inclusion of
material to guide learners in some current textbooks as reported in survey
reviews by Sinclair and Ellis (1992) and Lake (1997), and the development
of institutional resources for sclf-access learning provides learners with
opportunirics for managing the course of learning themselves.

However, the revolurion in the role of tesources for learning thar Allwright
advocated can really only be described as a gradual and pardal evolution of
ative roles. Pechaps the ns for this lie in the berchits of textbeok
materials as outlined by O'Neill: they can offer a grammatical and functional
framework which provides for the common needs of a group of learncrs; they
allow students to prepare in advance; they provide quality of presentation, and
they do not necessarily preventa creative spinning-off in the classroom into
all kinds of other acrivities.
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The debate inevitably continues as it is at the heart of teachers’ professional
concerns. The content and quality of textbooks will derermine the extent o
which teachers can make use of insights from rescarch into learning and
learners. A group of teachers who were asked for their views of the poreatial
and the limitations of textbaoks offered the following: their comments
refiect some of the points raised by Allwright and O'Neill:

ro work maore
ven that we don't

“I've tried in recent years to encourage my stud
independently and one of the ways they can do this. g
have self-access resources here. is 1o prepare and preview 2 unit of the
coursebook before we do it in class and then 1o go over it again when
we've finished.”

“I eried last year to negoriate content as much as possibile, but it was very,
very hard work to find the relevant materials as we went along, In the
second term we chose a coursebook together and added to it The
scudents said they appreciated following the sequence of the book
There was a grammarical syllabus in the map of the book and 1 think
this fitted with their expectations of learning a language. It seemed 1o
reassure them.”

“We have a dynamic head who is keen on in-scrvice training and we've
been working on Friday afternoons to develop some Alm-rclated
materials, Tve learned a lot about two things i particular: one was how
to morivate pupils by challenging them to think and the other was how
difficult it is to write clear instructions.”

*I don'c really have an option, | teach nine to four every day and [ need
textbooks to survive, But we do have a member of staff with
esponsibility for building a bank of macrials from things ke our
home-made handouts so we can share resources. It doesn't work that
well yer. It's not casy to use other people’s work. but the texts and
leaflcts people contribure arc useful. One of my colleagues has put set
of photos in and they're good for groupwork.”
(Author’s dara)
The pracical constraints ouclined by the last reacher are an undeniable facr
of life in many institutions and arguments about the relative menits of usin
commercial matcrials of not are academic to many reachers. They sec the
responsibility as choosing the most appropriate textbooks available for their
classes. It is the enlightened head of department or direcror of studies who
tries to facill ional i s

; P! instaffby p g OPpOrTu:
for in-house marerials design in teams. In any case, teachers need to build
awareness ofwhat teaching resaurces provide and of the care that needs to be
raken in selecting and exploiting them.

W
N
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Detailed criteria for selecting and evaluating textbooks are discussed in
Chapres 10, butitisworth aking up one importantaspectin this introductory
chapier. This is the question of cultural content in materials. and the values
and aetitudes inherent in chis. A number of writers in recent years (Valdes
1986; Byram 1989; Phillipson 1990} have reviewed the complex relationships
that exist berwoen language learning, language weaching, and cultre. and
some have focused specifically on the implications of using the rarget
language culture as the vehicle for presenting the language in textbook materials
(Adaskou. Britten, and Fahsi 1990; Alprekin 1993). It is commonplace for
materials published in  particular Englishespeaking culture to use that culeure
as ascreing for storics and dialogues, One of the reasons often given for this
is the link between language and culture, a link expressed in discussions on
the navure of language. For example, Wright Mills (1972) wites:

Language, socially buile and maincined, embodies ... sacial
evaluations. ... Avocabulary is not merely a string ofwords; immancnt
withi it are societal texturds-—institutional and political coordinates.
[Wright Mills 1972: 62)

Indecd. given chis link, where the stared aim of a school curriculum is to
widen cultural horizons and increase understanding of other peaples and
ways of life, it might be appropriate ro teach English by cmbedding it in its
cultural base, whether chis be Canada, Australia, India, South Africa
Nigeria, the USA, or Britain, to name but a few. However, it is equally
imporeant to be aware of the dangers of cultural stereatyping.

Adaskou etal. (1990), while undertakinga texsbook design project for sccondary
English in Morocco, developed a useful framewark for making decisions
about the cultural content of materials. They distinguish four meanings of

the word ‘culture’, which are as follows:

~ The aesthesic sense: by this they mean the ar, livetature, music, media, erc
0 be found in English-speaking cultures.

~ The sociological sense: by this they mean what has ofien been called “life
and institutions', that is, the naure of family lif, work, leisure, customs,
€.
The semantic semse: this relates to the paints made by Wright Mills (1972)
about che conceprual system cmbodied in the language.

~ Thesacialinguistic sense: by this they mean such things as politeness conven-
tions, the ways in which language is governed by issues of status or age in
relationships. and familiaricy with thetorical conventions in formal and
informal leteers, repors, and ather written genres.

It could be argued thar the last owo meanings are inevitable elements in ELT
materials, but decisions could be taken as 1 how explicit instruction should
be when conventions differ between culrures. Inclusion of the first two
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meanings is optional, and teachers will need to take this into account when
assessing a given rextbook against the aims of a course or the needs or
motivations of leacners. Further to this, one criterion for evaluating a book
would be whether the picture it presencs of the forcign language culture
avoids stereotyping and gives an accurate reflection of the variety of peaple,
lifestyles,settings, politics, and poincs of view that one ‘culture’can encompass

1.7 Conclusion

This chapter set out to discuss some of the fundamental issues which affect
our professional practice in ELT, and which are under constant review by
researchers into second language acquisition, by theory builders in the
disciplines of applied linguisties, and by teams of teachers working to
formulate policies and practices for their own institutions. Good reachers
have always taken a positively eritical approach to appraising and developing
their work, using what insights are available from their own and orhers
experience, and from the possible implications of research, especially from
studies which are based in the language classroom. It is one of the ways in
which own inui fessional devel

g P
One issue which this chaprer has not addressed is: Whar exactly is it that we
learn when we learn a second or forcign language? Or, to put it anorher way:
what dowe need to learn in order to be a proficient user of another linguage:
“This has been a focus of substantial discussion in our profession especially
with the increasing use of communicative approaches and interactive
classroom methodologies. It is to these questions that the next chaprer turns.

Discussion topics and projects
1. Review two or three English language textbooks in use in your institution
and invesagate the motivacions they give learners for learning English.

both explicily as sec out in their stated aims and implicicly, such as in the
content of the marerial

2 Atthe beginning of tcaching a course with a new group of adolescent or
adult students, what kinds of activicy could you engage them in ro:
() find out their reasons for learning English?
(b) motivate them towards their language learning task?

3 Does your institution have a policy for cl hodology? If so,
what is its source (for example, national guidelines, instirutional policy
document, procedures derived from in-service training of the staff)?
What are the main principles of the methodology? What assumptions
about language learning do you think they reflect?

%
T el g &
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4 How imporeant are the explicic teaching of grammar. pronunciation, and
vocabulary in your own classes?

5 A group of teachers on an in-service rraining course listed the following as

LN

the most important qualities a teacher needs to have:

Do you agree that all these are important? Would you add any oth

The rexc below presents a set of "hopes’ about the roles and responsibil

sense of humour
self-confidence
sensitivity 10 learners as people
abiliry ro build rapport
ability to be methodical.

ies

of reachers and learners. If you were to present a similar credo, what
would you include?

What I hope for in a dassroom

Students

1 Thope to find the students
involved in whatever they are
doing, contributing to itand
getting satisfaction from it on
‘many levels of peesonality.

2 Thope t find the students
comfortable and relaxed, even
in the midst of intense
intellectual activity or vigorous
argument.

w

T hepe to find that the
students are listening to one
another, and not just wo the
weacher. L also hope that they
will be getting help and
correction from one another,
and not just from the teacher

Thar s to say, | hope noto find
m concentrating on merely
coming up with correct respanses

{even in a structure drill), or on
grinding out correct senrences or
free canversations just for the
sake of grinding out correcc
sentences or free conversations.

2 (a) This dees normean that
they are loafing on the job. In
fact, students who are really
comfortable with what they
are doingare less likely ta loaf.
(b) This also means that the
students are not apprehensive
that they will be punished if
they fail 0 live up o the
teacher’s expectarions.

3 This means that the students
are nor like scparate lamps
plugged inro a single power
supply in such a way that the
‘power used by anc diminishes
the voltage available to the
rest.
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Teacher
4 The teacher is in general 4 This does #ot mean that
control of what is going on. everything the students do
comes as a direct response (0 @
apecific cue from the teacher.
5 The reacher allows/ 5 This does net mean anarchy or

encourages/requires originality  chaos.
from students, whether in

individual sentences, or in

larger units of activity, or in

choice among a range of

techniques.
6 Oneofthe firstthings 1 notice 6 The teacher does nos, either by
is whether the tcacher seems waord or by unspoken message,
relaxed and mater-of-fact in say to students, ‘Now always
voice and manner, giving remember ..., You shouldnt
informaion about the have forgotren ...." “You area
appropriateness o correctness  good/poar student,’ or ‘Now
of what the students do rather try to do this so thar T may
than citicizing or praising judge you on it.”
them.

(Stevick 1976: 159-60)
7 Look again at the dimensions of culture suggested by Adaskou et al.
(1990) (see page 38). Evaluate a textbook in terms of those aspects of
culrure it includes.

Further reading

Lightbown, P and N. Spada. 1999. How Languages are Learned (Second
edition). Oxford: Oxford University Press.

This book is a usefisl ineroduction o second language acquisition. It presents
a clear overview of various theorics of acquisition and issues arising from
these. The authors also consider factors of individual difference in fearners
such as age, personalit, learning stles, and motivasion. The implications of
the theories, issues, and factors for classroom teachers are then taken up and
discussed.

McKay, S. L. 1992.
Oxford Universiry P
“Fhe intended audience for chis hook is the native-speaker teacher of English
wh s planning o work overscas. but itsusefulness is by no means restrcted

ching English Ouerseas: An butroduction. Oxford:

4
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to this type of reader. The author looks ar how factors in the teaching and
learning situation influence classroom teachers in their work. In Parc One
she considers in turn social, political, economic, and cultural factors. In Parc
“Two she discusses che structure of educarional systems and institutions. The
book is illustrated with case studies and contains many practical suggestions
for dealing with the professional issucs arising from contextual factors.
Skehan, P! 1989. fndividual Differences in Second Language Learning London:
Edward Arnold.

The book usefully reviews research up to 1989 into the ways in which
learners differ from one another. It investigates the dimensions of language
aptitude, motivation, language learning strategies, and affective and cognitive
influences. The author draws conclusions about the possible role of these
factors in the building of theories of secand langusge acquisition.

Wright, T. 1987. Roles of Teachers and Learners, Oxford: Oxford Universicy
Press.

The main aim of this book is 0 explore the roles that teachers and learners
can play in the classroom and the factors which influence teacher-learner
relationships. It also comments uschully on the rale of marerials in the
classroom. The discussion is illustrared with analysis of a wide range of
learning tasks and materials. The final section provides the teacher with ideas
for pessonal cl igation and i i
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THE COMMUNICATIVE
CLASSROOM

“Words are the Peoples: yet there is a choise of them 1o be made
They are 10 be chose accurding to the perions wee malke speake, or
the things wee speake of Same are of the Campe, some of the
Councellboard, some of the Shap. some af the Sheepe-coar, some of
the Pulpit, some of the Barve, &v. And berein is seene their
Elegance, and Propricty, when wee use them firly ..."
BEN JONSON

1 What are the components of communicative language
abilicy?

2 Iscommunicaive language ability a realistic goal for the
English language classroom?

What are the issues for the communicative curriculum?

R

What are communicative tasks and what role do they have
in learning and teaching?

a

How can we manage a communicative classroom?

N

What does communicative language teaching imply for
authenticity in the classroom?

~

If we teach communicatively, whac does this imply for
testing?

Wihatare the issues in applying a communicative approach
in context?

Introductory task
Consider Materials extract 2.A.
1 Do yousce this 252 communicative rask?

2 Wha criteria did you use to arrive at your decision?

VEUF ot = 2t Ol T ol p33 (5 aaugio (sl 01 09,5 0l 23T 09057 esn



44

Materials exerace 2.4
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VIlI-I

PICTURE DIALOGUE GAME

URIt VIl / FUN AND GAMES / Level: Low intermediate / Time: 20 minutes

Language function(s): writing dialogues
Materlal
Inclass

1 Bring in six to ten piciures, each one
showing two people talking, and pur
them up at the front of the class. Make
sure that all the scudents can see them
clealy.

b

Arrange the studenes in pairs and ask
each pair to choose one of the pictures
to s as the basis of a short dialogue.
The rest of the group should not know
which pictures have been chosen. Give
the scudens three or four minutes

: large pictures each showing two pecple talking

write down what they think the ovo
people in the picture are saying.
Circulate, cheeking thar the language
is correct and helping as nece:

Ask the pairs to read o, better sell, ace
out their dialogucs, <ach partner
taking ane role while the rest of the
class teies 0 guess which piciure has
been chosen. Whenever possible, the
studeats should justify their guesses.

(Sion fed.}: Recipes for Tived Toachers, page 94)

2.1 Introduction: the concept of

communicative language ability

The ability to communicate effectively in English is now a well-established
goal in ELT. Itis by no means the only possible goal as we saw with the survey
of Japanese students’ reasons for studying English in 1.3.4. However, many
adults can idenify personal needs 1o communicate in spoken and writien
English and many schoolchildren are aware of future needs for internarional
communication and mobility. Even in contexts where it is harder to see
ﬁuum purposes for English lmgmgc communication  among

children, it is often h thought 1o be sensible to build
porential for this.

A brief review of statements from syllabus specifications and introduct
1o coursehooks will demenstrate the extent to which communicative al

agaaland ative practice has become part of ck
procedure.

To be able 1o operare effectively in the real world, students need
plency of apportunity to practise language in situations which
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encourage them to communicate their needs, ideas and opinions.
(Abbs and Frechairn: Blucprins Intermediaie, page 1)

To develop an ever improving capability ta use English
to communicate with others
10 acquire, develap and apply knowledge
to think and solve problems
to respond and give expression to experience:
and within these contexts, to develop and apply an ever-increasing
understanding of how English is organized, used and learned.
(Clark, Scarino, and Brownell 1994: 37)

Where passible, language practice should resemble real life
communication with genuine exchange of information and opinions.
{Swan and Walter 1990: vii)

Note that reference is made here 1o both spoken and written English, to
producing as well as receiving language. The communicative movement in
ELT encompasses all modes of language use. It has. as onc of its bases, 2
concepe of what it means o kaow a language and to be able to put that
knowledge to use in commumicating with people in a variery of settings and
situations. One of the carliest terms for this concept was communicarive
competence (Hymes 1972). In coining the term, Hymes demonserated a shift
of emphasis among linguists, away from a narrow focus on language as &
formal system, a facus most clearly seen in the work of Chomsky (1965) who
wsed the term ‘competence’ o describe knowledge of linguage:

W thus make a fundamental distinction between comperence (the
speaker-hearer’s knowledge of the language), and performance, the
actual use of the language in concrete situations.
(Chomsky 1965: 4)
For Hymes, adding the ‘communicacive’ element to ‘competence’ meant
adding:
.. rules of use without which the rules of grammar would be useless.
Just as rules of syntax can contral aspects of phonology, and justas
tules of semantics perhaps control aspects of syneas, so rules of speech
acts entet as a concrolling factor for linguistic form as a whole.
(Hymes 1972: 278)

Hymes, as a sociolinguist, was conceened with the social and culraral
knowledge which speakers need in order to undersand and use linguistic
forms. His view, therefore. encompassed not anly knowledge but also abili

10 put that knowledge into use in and for cha reason other
torms thought to be more effective in describing what ic means 0 know and
to be able 1o use language knowledge have developed. One of these is

'
&
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Bachman's (1990) commuanicative language ability, and chis will be used in
this chaprer.

Hymess work proved to be of substantial influence among English language
educationists, coinciding as it did with growing dissatisfacrion with the
predominantly structural approaches o English language teaching in the
1960s and early 1970s. Moreover, other influences were at work in the ELT
profession. As the field of English for specific purposes (ESP) developed to
meet che professional or academic needs of English language users, course
designers had to find ways of analysing real-world rasks in order ta idencify
their communicative demands and to specify these as learning goals. At the
same time the Council of Europe, in respanse to the needs of professional
mobility between countrics, was setting up a syllabus based on functional
and situarional views of language. Both movements contribuced strongly to

the develop of ‘the lasstoom’.

As the goals for ELT became more concerned with enabling learncrs to
Interact successfully with members of other socictics, 5o the explorations of
applied linguists into the components of communicative ability assumed
increasing relevance and uscfulness to the work of classroom teachers and
maserials designers. The key components, as identified by a number of
researchers (for example, Canale and Swain 1980; Facrch, Haastrup, and
Phillipson 1984; Bachman 1990), can be listed as: finguistic comperence,
pragmatic discourse comp serategic and fluency.

We will now explore these inasmuch as they provide insights into the goals

and tasks for English language learners, and the issues which arise for
teachers.

2.2 What are the components of
communicative language ability?

2.2.1 Linguistic competence

Linguistic compctence s concerned with knawledge of the language itself,
its form and ‘meaning. Stern (1983) includes these owo aspects in his
characterization of what it means to know a language:

The language user knows che rules governing his native language and
he can ‘apply’ them without paying artention to them.
(Stern 1983: 342)
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The native speaker has an intuitive grasp of the linguistic, cognitive,
affective and sociocultural meanings expressed by language forms.

(ibid.: 343)

Thus linguistic competence involves a knowledge of spelling, pronunci-
ation, vocabulary, werd farmation, grammatical structure, sentence structure,
and linguistic semantics. We can judge. then, thata learner who is able o list
orally and in writing the objects in a bowl. such as an apple. an orange, two
bananas, and a bunch of grapes, is developing the ability 1o select specific
vocabulary and knows its pronunciation and graphic forms. A learner who
can add prefixes correctly to ‘perfect’, ‘legal’, ‘happy’, ‘pleasing’, and ‘audible’
to make the negative equivalents, is developing competence in using word-
formarion rules correctly. A learner who can describe recent events by using
have/has and the past participle of the main verb is developing grammatical
competence in forming the present perfect tense. In these various ways the
Jearner is acquiring linguistic comperence in the second language.

Animportant point for the teacher to note is that linguistic competence is an
integral par of communicative competence. As Faerch, Haastrup, and
Phillipson. point out: ‘It is impassible to conceive of a person being
icatively competent without being i Iy " (1984:
168). It has perhaps been a misconception abour communicarive language
teaching that it does nor aim for a high standard of formal correctness. On
the contrary, it is not incompatible to have correctness in the use of rules as
anultimate goal and, ac the same tieme, to tolerate risk-taking and errorin the
classroom as part of the process of achieving communicative competence.

The role of grammar or formal accuracy has been a major concernin ELT in
recent years and teachers need o address a number of issues in desig
courses and classroom acrivities for learners. Acquisition of grammar will
probably involve explicit knowledge of grammatical concepts, catcgorics,
and rules, and teachers will need 1o decide which deseription of these to
choase from chose available. There is also the question of which procedures
for raising awareness of language form and for practising it are most
effective: this will be addressed in Chapter 5.

Perhaps the most difficult question to resolve has been how to achieve a
balance berween “focused” or farm-focused” classtoom activities which aim
at linguistic accuracy and ‘unfocused” activities which involve leatners in
negodation of meaning and aim ar Buency. What might the most
appropriate balance of these be in one lesson and to what extent will this be
determined by the age, stage of learming, and cxisting proficiency level of
Jearners? How can these two types of activicy be integrated in alesson or uni

of materials? What should the organizing principle be? And how can focused
and unfocused activities be balanced and incegrated to form a coherent

5

05 9,5 Olyars 03T OgasT gte

VPRE ot = s O3 Olind 33 (5 dbamsia



48

A framewark for teaching and learning

language learning programme over a period of time? These are key issues in
ELT and they will be addressed throughout this book.

222 ngmam competence

Pragmatic lly considered w involve two kinds of abilicy.
T part it means knowing how o use language in arder 1o achicve cerain
communicative gaals or intentions. This has also been called illorutionary
comperence. An cxample would be ‘It so hot today. This statement could
have a number of illocutionary forces. It might be a statement about the ~
physical armosphere, a request w open the window, ar an atcempr o elicit
the offer of a cold drink. -

Methodology now tries to ensure that learners are given realistic
presentations of language in use and its communicative intentions, for
example, the present progressive mighe be presented through a dialogue,
suchas:

Jack  Hello, Anne, it's Jack here. Can | speak to Robert, please?

‘Anne Hi,Jack. Roberr's working in the garage at the moment, Can [
get him to call you back?

Jack  Sure, Thanks.

Here is a typical sicuation in which reference is made to someone’s actions at
the time of spesking, one possible usc of the present progressive. The
presentation embeds the form in a conrexr of use. This is in contrast to the
technique many ceachers were tght, myselfamong them, in the days of the
seructural approach to ELT, that of giving 3 running commentary while
performingactions in the classroom, for example, T'm opening the window';
“I'm closing the door’; ‘T'm weiting on the blackboard', and so on. Cercainly
the larer provided the form and its meaning, but the context of use was less
than natural.

The present progressive, of course, has a number of functions, as the
following examples demonstrate:

He's coming up the steps.

I'm leaving in five minutes.

Sally is ahways complaining:

The first, if said to one burglar by another on lookour at the window of a
house, observing the progress of a policeman towards the scene of their
crime, could function as a warning. The sccond, if said by a parent to
dawdling children, could be a reprimand. The third might funcion as
criticism. Students will appreciate, through comparison with their hrst
language, cha these pragmaric conditions of use are likely to apply in any
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language. However, in recent years) the funcrional approach has atempred
to show the varying functional use of language forms by using functions
rather than structures as their organizing principle. Some courscbooks
arrange content in units entitled, for éxample, ‘Talking abour recent events',
‘Inviting’, or ‘Speculating about the future’. In this way. a particular
structure such as the present progressive can be revisited in units entited
“Talking about present actions’ (for example, “She’s washing her hair);
“Talking abour the immediare future’ (for example, “They're moving house
tomorrow’), or ‘Describing current situations’ {for example, “The Prime
Minister is trying to defuse the situation’).

Thus, one clement of pragmatic competence is knowing how to perform a
particular function or express an intention clearly. In order for
communication fo be successful, however, spoken or written méssages must
also be appropriate to the social context in which they are produced.
Learners need to know the appropriate social conventions.

Ificis the case that one language form can express a variety of functions, the
converse is also true. A function can often be expressed in lvnn:rvofw.ws
Take these two responses to.a telephone request:

If you'd kindly wait a moment, I'll see if he's able to talk to you.
Hang on a minute, love, and Fll get him,

The first is highly formal and polite and might be said, for example, by a
young clerk ina chamber of barristers to an elderly peer of the realm. On the
other hand, the second is familizr, and might be said informally by one
member of the family to another. The message is identical in both cases but
the choice of vocabulary and structure depends on the setting, the relative
status of the speakers, and their role-relationship. Some contemporary ELT
coursebooks attempt to demonstrate this variation in style. For example, in
the case of the set of requests presented in Materials extract 2.B, learners are
encouraged to think about the conditions under which each phrase might
occur. Through such activities learners build awareness of the relationship
berween language an- the context of its use.

It can be'seen, then, that social knowledge is necessary to select the language
forms to use in differcat settings, and with people in different roles and with
different status. This has also been called soctolinguistic comperence (Bachman
1990). I can relate as much to bal as to verbal For
example, a person accustomed in their own society to summon a waiter by
clicking their fingers would meet with little success in many English-
speaking cultures and would probably cause offence. It can also relate 0
knowing when to speak and hen to be silent, or what to say in certain
circumstances. Social small ralk in some sacicties, but not in others, might
allow guests at a party to ask what other people earn. Pare of communicarive

&
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Maerial: extract 2.8

1 Polite formulas

Asking for permission is a type of request
Grade the formulas below.

nat very polite.

palite |
¢ very palit {

xternsly peiite

Could T use your phone?
Might I possibly use your phone?
Sarry to trauble you, but do you mind if
1 use your phonc?
- Would you mind if I used your phone?
.. May I use your phone?
- ' use your phone, OK?
Can | use your phone?
<o 1 wonder if | could use your phone.

(Viney and Viney: Handshabe SB, page 68)

comperence in a foreign language is knowing what is appropriate, what is
ous, and what might cause offence.

In these ways, the sociolingui of pragmatic competence
enables a speaker to be mmcxtu:]ly appropriate’ or in Hymes's wards, to
know “when to speak, when not, what 1o talk about with whom, when,
where s in what manner’ (1972: 277).

2.2.3 Discourse competence
Consider the following example. The teacher is asking her English class
about i Grear Storm of 1987 in Britain:
lcacher  What did the hurricane do?
OF the responses, she commends Student D for a number of reasons,
Student A “The hurricane uprooted the trees
Student B The rrees were uprooted.

Student C Hundreds of trees were uprooted by the hurricane.
Student D Ie uprooted hundreds of trees.
Al of these responses are grammatically acceprable, but Swdents B and C
purt new information firse, and as Widdowson (1978) points out, it is more
normaily the case in discourse that shared information (abous the hurricane)
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precedes new information (about its effects). Furthermore, Student D usesa
reference item, ‘I, as a cohesive device to relate the answer to the question
and this fits in with the normal patrern of oral discourse. In this way. a
unified spoken text is achieved,

Learners of English will need to become aware of how discourse warks in
terms of the common cohesive devices used in English. These can be
demonstrated by working backwards in a conversation (Crystal and Davy
1969) between two speakers in which the final exchanges are:

B Well, it feels healthier, doesn’t it

A Yes.

B And seems healthier ...

A Yes.

B The theory is that they distract each other ... bur thars life, isn'tie?
(adapred from Cryseal and Davy 1969: 102)

Iris immediaely apparent that this s taken from an ongoing conversation as
the pronouns ‘it, ‘they, and ‘each other substitute for previous noun
pheases or cven whole situations described carlier in the conversation. The
comparative ‘healthicr’ used in a parallel structure shows both continuity of
meaning and development of an carlier ] ion of the
topic by a listencr who came in at this point would be impossible. The
exchanges preceding these give more clues but sell the use of ‘ones” has o be
interpreted.

B ... itstill tends to be true that most of the best ones are single

A Mm...

B As faras [ can gather ... bescin cerms of ... you know .

A Recurds o show ...

B Yes...
L]

A I can't see why because I'm convinced that mixed ones are the
soundest ... T mean overall ... the soundest ...

(adapred from Crystal and Davy 1969: 101,102)

Aculturally aware listener, coming into the conversation here, might be able
tointerpret that the conversation is about schools, single sex and mixed ones.
but many listeners would be lost if they had not heard the conversation from
the beginning, where the mention of a single school starts the discussion

This extrace of authentic conversation between native speakers shows three
7 how 1o

other aspects of competence in vonversational usc
perform rhe wrns in discourse: how to maintain the ¢
to develop the topic. Second language learners will need to acan
language for straregies such as inir

pversson. and b
usetui
heking.

ng. entering.

-
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and confirming in conversation, For example, they will need o learn the
typical discourse markers which signal the direction of discourse such as By
the way ... (introducing an incidental remark); 'I'd like to rake up an carlier
poin ...’ (rewurning to consider an earlier argument). and “Thars all very
well but ...." (challenging an argument).

Learners will also need to develop a similar kind of competence for written
texts. For example, studens reading wechnical English will have to follow the
strucrure of different rypes of expository prose such as descriprions of
processes, cause—effect analyses, and comparisons of systems. They v
to understand the relationships beoween the propositions of adjoining
sentences and to interpret these relationships through formal devices, as in
this example:

The population is ageing. Thar s o say, there is a higher percentage of
people over the age of sixty than at any time previously this century.

Here, the second sentence is a reformulation of the propasition in the first
and serves a5 an explanation, The connective ‘Thar is to say’ links the

meaning of the two. i

These various abilities needed 10 create coherent written texts or
conversation, and to understand them, have together been rermed discourse
competence (Canale and Swain 1980: Faerch, Haastrup, and Phillipson
1984), or rextual competence (Bachman 1990).

2.2.4 Strategic competence

Canale and Swain define strategic compeience as 'how 1o cope in an authentic
communicative situation and how 1o keep the communicative channel open’
(1980: 25). Stratcgic competence consists of using conmmunication straregs.
These stratcgies come inco play when learners are unable to cxpress what
they want to say because they lack the resources o do so successfully. They
compensate for this cither by changing their original ‘intention or by
searching for other means of expression. For example, in chis conversation
between a native speaker of English and & Swedish student, it is possible to
sce a number of strategies ac work.

Student Every summet we go for a for ... , you know, erm, ...
forion dagar. ... um ... fourtcen days .. afor ...
mean ...

Native speaker Oh, a forenight.

Student Yes, a fornighe. We go for a fortmight to our summer

stuga.
Native speaker Whar's thar?
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Scudent 1¢'s 2 small house in the countey: Tt has, you know, a
garden around it ... [gestures 4 circle to show an area
of surrounding land)

Native speaker Oh, like a corage, a counmy co

age
“I'he Swedish stadent anly half remembers the word “forenight” and doesnt
know the word ‘cortage’. In the first inscance of Tortnight' she uses the
Swedish word and then gives a literal translation of ir. fourteen days’. She
qontinues with the paraphrase ‘wo weeks'. Ac the same time, she invites
co-aperation from her listencr through the implicit appeal for help in ‘you
know' and ‘I mear’. Tn the second instance, "cotrage’, she code-switches 0
Swedish frst then paraphrases, assisted by gesture, and again appeals for help
with ‘you kaow', In summary, all of her stategics could be termed
achievement serategies. She perseveres with what she i trying to say and finds
ways of compensating for her insecute or inadequate knowledge of English.

“This student's cfforts can be compared with an example from the classroom.
A Spanish student has been asked to make statements of probability t
practise ‘She might have ..., "She could/have ..., and ‘She must have ...
about a picture of a sombre, black clad woman. The student ventures:

¢’ a picrure of awoman. She ... T thinkshe ... I think she isara
funcral, Perhaps her son has died. She is very sad.

This might be called a redfuction stmategyas she avoids the farms of which she
is uncertain and selects the ‘perffaps’ sweucture which she knows.

The above examples demonstrate a number of strasegics. Accouns of others
can be found in Faerch, Haastrup, and Phillipson (1984) and Ellis (1985).
Clearly the advancages of using achievement strategics or taking risks with
the language is that they kecp the conversation going and may encourage the
Jistener to provide the neccssary lnguage. Second linguage acquisition
rescarch suggests that the exposure of learners to language provided at a
point of need and in & meaningful context which they have created for
themselves in rying to express somcthing s & good situation for acquisitian.

The question arising is whether surategic competence can be trained.
Certainly teachers can help students early in a language programme by
teaching them appropriate questions for requesting help, for example “What
does this mean?' and ‘How do you say .7, and the language to ask for
vocabulary items, for example ‘What do you call a person who ...2" and
“What do you call a thing that ...2". The wacher can alsa act as listener in
classroom interaction and respond 10 studencs’ appeals for help, providing
language at the poine of need. There is lietke in current ELT macerials,
however, to suggest that learners receive much help in how to deal with
problems themselves as they try to express themselves in English. Straregy
craining is an issuc which needs to be farcher addressed in ELT.

i
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2.2.5 Fluency

The term “Auency’ relates to language production and it is normally reserved
for speceh. Tuis dhe abiliy 1o link units of speech together wich facility and
without strain or inappropriate slowness. or undue hesitation. Faerch,
Haaserap, and Phillipson include Buency as a component of communicative
campetence and distinguish it from strategic competence in chis way:

Whereas scrategic competence presupposes a lack of [accessible]
knowledge, Ruency covers speakers’ ability to make use of whatever
linguistic and pragmatic competence they have (Facrch, Hasstrup,
and Phillipson 1984: 168).

They st three types of fluency:

semantic fluency: linking together prapositions and speech acts
lexical-syntactic fluency: linking together syntactic consticuents and
words

articutatory fluency: linking rogether speech segments.

(ibid.: 143)

These types can be appreciated in the following extract from a conversation:

A When will you be taking your driving rest?
B The dayafier my birthday.

A And when's your birthday? Remind me.

B Scptember 27th.

The purpose of A's question is to find out the exact date of Bs driving rest so
that she can send a good luck card. B's answer mistakenly assumes that A
knows the date of his birthday. A therefore has to listen, assess that she does
not get the information she wants, and Formulate another question which
will clicit more precise information from which she can deduce the date of
the test. This abilicy to respond coherendy within the turns of the
conversation, to link the words and phrases of the questions; ro pronounce
the sounds clearly with appropriatc stress and intonation, and o do all of
this quickly, in whar johnsen (1979) calls “real time’, is what constitutes
flucncy.

ELT has addressed the issuc of how to develop fluency in various ways.
Coursebooks in the 19705 often contained Auency drills, bur these were
aimed solely at increasing the learner’s ability to link syntactic segments with
ease. For example, the teacher would set up a chain drill and provide each
scudent with a different prompt which they would have to insert in the
correct syntactic position, as in:
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Students [ went to the theatre last night.
‘Teacher My aunt’s house.

Student 1 [ went to my aund’s house last night.
Teacher  Visited.

Student 2 I visited'my aunt’s house last night.
Teacher  Yesterday.

More recently, teachers have debated whether it is possible to teach: gambics
to help learners become more fluent, particularly learners whe need o use
English in their communicy ot in their profession and who need to keep the
artention of their lisceners. We use gambits in 2 meeting when we want to
hold the floor, for example, ‘I'd just Tike to make another quick point’s to
inserrupe, for example Can | just come in here’, or 10 respond. for ~xmple
Tagree with that in partbut ...

The idea of teaching gambits fits well with insights from recent rescarch into
what Nattinger (1988) has called ‘lexical phrases’. These are items of
prefabricated language, learned holistically as chunks, and include nor only
phrases but clauses and sentences 100, as in the examples above. Nadinger
suggests that chis kind of lexical learning plays 3 much stronger role in
language learning than previously appreciated. The advantage of reaching
Jexical phrases i that, if they can be retrieved quickly from memory, they will
help learners to produce the language more fluencly.

practice activities in spoken English will nced to involve learners
in interpreting and assessing the meaning of what they hear and i
appropriate responses independenty of language input from the reacher or
textbook. This implies activities in which students will deterinine the
content of what they say in interaction wich other students.

2.3 What are the issues for the communicative

curriculum?

Having considered these aspects of communicative language ability which
have been defined and cxplored over recent years, the question then arises of
how the ELT profession has responded. to the significant implications for
teaching and learning a language. A list of such implications could be
formulated as in Table 2.1, though this list is by no means exhaustive and
teachers might add 1o each category items which they feel are of especial
importance for their own learners. The remaining sections of this chaprer
will rake up the key implications from this list and others will be considered
in the relevant chapters of this baok.

"y
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Table 2.1: Signif lications of icative language ability for
teaching and learning

1f communicaive language

ability consists of the following ... ... what does this |mplyforhngmgelﬂme|ﬂ
o

furms ofthe lriguage

- to pronounce the forms accurately

~ to use seress, thythm, and intonation to
express meaning

- cobukl mngrufwnahuhry

- tolearn th script and spelling rules

~ ta achicve accuracy in syntax and word
formation.

Pragmatic competence © ~ tolearn the relationship between

grammatical forms and functions

~ to use stress and intonation o express
autitude and emorion

~ tolearn the scale of formality

- to understand and use emotive tone

-t use the pragmatic rules of language

~ toselect language forms appropriate to
topic, listener, exc.

Discourse comperence - tatake longer rums, use discourse markers,

and open and clase conversations

~ toappreciare and be able to produce
contextualized written texts in a varicry of
genres

~ to be able to use cohesive devices in reading
and writing texts

- tobeable to cope with authentic texis.

Strategic comperence - tobeable ro take risks in using both spoken
and written language
~ to use 4 range of communication strarcgics
~ 1o lcarn the language needed ro cagage in
some of these strategics, ¢.g \Whatriaynu
call & ching that/prson who .. .

Fluency - to deal with the information gap of real
discourse
- to process language and respond
appropriately with a degree of case
~ tabe able co respond with reasonable speed
in ‘real time'.
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2.4 Whatare the implications for the

communicative classroom?

2.4.1 What are communicative tasks and what are
their roles in teaching and learning?

The communicative approach to language teaching is premised on the beligf
chat, if the development of communicative language ability is the goal
classroom learning, then communicative practice must be part of li:
process. Not everyone would agree with chis ‘product implies pi
argument. There are certainly successful language learners, not least amo;
English language teachers, who have come through an ELT curriculufn
where the focus has been on a study of the formal system of Eng
where classroom practice has been less than interactive. However, it is the
current orthodoxy demonstrated in learner materials around the world :ﬂd
the debate of recent years has pivored on the issue of exactly whar kind af
practice will lead to the development of communicative language ability
Brumfit (1984a), for example, argues for ‘narural language use’ and suggests
the nced for what he calls ‘fluency activities’. We need 1o avoid pussibi
confusion here as he uses the term ‘Auency’ in a different sense from Fa:r(.’h
Haascrup, and Phillipson (1984). In his definition, fluency activities
‘develop a pattern of language interaction within the classroom which is as
close as possible to thar used by competent performers in the mother tongue
in real life’ (Brumfit 1984a; 69). He lists a set of criteria necessary for
achieving Auency. These have been simultancously developed and expanded
by other writers and can be summarized as follows:

~The language should be a means to an cnd, i.c. the focus should be on the
meaning and not on the form. Other writers have made similar
distinctions, for cxample ‘message/medium’ (Krashen 1982) and
“unfocused/focused” (Ellis 1982).

~The content should be derermined by the learner who is speaking or
writing. The learner has to formulate and produce ideas, information,
opinions, et

~There must be a negotiation of meaning between the speakers, i.c. students
must be involved in interpreting a meaning from whar they hear and
constructing what to say as a response. In other words, they should not be
reliant on the teacher or materials 1o provide the language. This criterion
clearly brings into play pragmatic and discourse competences as well a:
Auency.

~ In order for the previous criterion to function, what a learner hears should
not be predicrable, i_e. there should be an informarion or opinion gap.
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—The normal processes of listening, reading, speaking, and writing will be in
play; for example improvising and paraphrasing in speech; in ocher words,
students will practise and develop strategic comperence

—Teacher intervention to correct should be minimal as this distracts from
the message.

In Brumfit's view, fluency activities will give students the opportuniy to
produce and underscand items which they have gradually acquired during
activities focused on linguistic form, which he calls ‘accuracy work'.

Much ELT material has taken up the concepe of Auency acrivities and
presents tasks which conform to the criteria above, for example the activity
in Materials extrace 2.C. The aims of this activity ace that in performing chis
rask students’ attention would be on the meanings they are trying to express
as they think of their list of criteria. They arc able o use any language
resources they have acquired and are not directed into using particular
structures. Members of the group would determine their own contributions
and choose appropriate language for expressing ideas and opinions. They
would negotiate meaning as they structure group interaction, checking that
they have understoad. asking for clarification and further explanation, and
as they speak they would use ication strategies such as paraph
and restructuring,

At this point you may wish to review the Intraductory task to this chaprer
and the criteria you developed for a communicative activity. That activity
and Klippel's both demonstrate the difficult task for materials designers in
providing activiies for the communicative classroom. One issue of great
interest has been how to create the ‘gap’ of information or opinion which
exists between speakers in the real world, and which creates the
unpredictability of normal discourse. What kind of activity requires learners
to negotiate meaning? Prabhu (1987) gives a useful typology of acriviries
which have formed the basis of much contemporary marerial:

1 Information-gap acrivity, which involves a transfer of given information
from one person to another—or from ene form to another, ot from one
place to anather—generally calling for the decoding or encoding of
informarion from or into language. One example is pair work in which
cach member of the pair has a part of the toral information (for example
an incomplete picture) and attempts to convey it verbally to the other.
Another example is completing a tabular representation with
information available in a given picce of text. The activity often involves
selection of relevant information as well, and learners may have to meet
criteria of compll and in making the transfe

VPAF g = ot OlnalyT Gl 3 (5 igin (gulil 05 13,8 0lyars T g7 grte



The communicarive classroam 59

b
3
R
3
i
)
)
3
1
4
9
3
2
3
5
4
3
:

Materials extract 2.C

93 Rescue

Aims  Skills - speaking
Jguage —sianng an opinion, giving and asking for reasons,
agrecing and disagrecing, comparisens
Other - thinking about one’s values
Level  Intermediate/advanced

Qrganisation  Groups of
Preparation  None
10-20 minutes

Time
Procedure Step 1. The reacher explains the situation:
“The Earth i doomed. Allfe s going 10 perish in o days
iach i agen
uc P P y:
Jands and offers to rescue twelve people, who could start a
new world on an empty planet very much like Earth. Imagine
; vt dcidentio

you and you
may be rescued. Think of a list of critena which you would
usein your decision.”

Step 2: Each group discusses the problem and tries o work
outalist.

Step 3: Each list of the ol
The lses are discussed.
The task

2. ‘Find

Variations i ia.
You can award up to 100 points if a candidate gets full marks.
on all counts, c.g. appearance S, intelligence 30, fertility 15,
physical fitmess 20, etc.
hough th i is a rather d; it
rds judgis

Remmarks

helps studk larify their own values
athers.

(Klippel: Keep Talking, page 104)

2 Reasoning-gap activity, which involves deriving some new informarion
from given information through processes of inference, deduction,
practical reasoning, or a perception of reationships o parterns. One
example is working outa reacher's timerable on the basis of given class
timerables. Another is deciding what course of action is best (for example
cheapest or quickest) for a given purposc and within given constraints.
The activity necessarily invalves comprehending and conveying
infarmation, as an informarion-gap activiey, but the information to be
conveyed is not identical with that inicially comprehended. Thereis a
piece of reasoning which connects the two.

Opi which involves identifying and articulating a

persanal preference, feeling. or atitude in response 13 given situation

One example is story completion; anather s taking pare in the discussion
jalissue, The activiey may involve using factual information and
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formulating argaments to justify one’s opinion, but there is no objective
procedure for demonstrating ourcomes as right or wrong, and no reason
to expect che same outcome from different individuals or on different
occasions.

(Prabhu 1987: 46-7)

You might eview the acrivities in this chapter, and others in coursebooks, o

find examples of each type.

“The introduction of such acti

tiesinto ELT has generated creative materials
istening, speaking, reading, and wr
It has also generated a number of issues which are the focus of current
debare. The fund | issue is how use the activities they
are provided with in order to acquire language, and whether different ways of
exploiting activities pravide different opportunities for learning. Skehan
(1996), for example, has pointed out that in performing a task under time
pressure, learners may place greater emphasis on communicaring messages
in order to complete the tsk quickly and may not therefore pay much
ateention to correctness and completeness of language form, They may use
communication strategies or string lexical phrases together ro express ideas.
Negotiation of meaning in such tasks will provide for the development of
greater strategic competence and fluency, as described in 2.2, bur will not

ily lead to morc ¢ hensible outpur and the development of
greater accuracy. There is a dangﬂ, in fact, thac learners may develop what
Skehan calls ‘undesirable fuency” (ibid., page 49) with the use of convenient
but incorrect forms which they then make use of in ather tasks.

ing.

We need, then, to ask the question, what will help learners to become more
accurate? For example, if we take away the time pressure in arask like the one
in Materials extract 2.C and give learners a chance to prepare the content of
whar they are going to say, they may focus more on correct expression.
Alternatively, an opportunity to focus on form may be provided after the
communicative task if students are recorded and then try to compare their
own language for justifying the criteria with forms the teacher gives them.
Similarly, in writing classes there is the useful technique of reformulation
where the teacher rrwm:s one student’s text afier the class has completed 2
common writing task, following the ideas closely bur improving the
language. The class compares the two versions, discussing reasons for the
changes made. In this casc, learners have a chance to notice differcnces
between their own usc of language forms and those of the teacher, and can
pay arcention to the correct forms. This provides opporcunities for intake
and the further development of the learncrs’ interlanguage systems. It is
therefore possible, in the case of using a cycle of preparatory and follow-up
tasks, to create a balance between accuracy and Huency acrivity.
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An understanding of how learners use tasks can inform our decision-maki
about how to incorporate them into 4 language teaching programme. Ther
is an argument that a serics of tasks can usefully provide the basis of a
programme, in which case their selectian, organization. and sequencing will
need to create opporunicies for a focus en accuracy and input into the
interlanguage system as well as fluency. Alternacively, many teachers and
textbook: writers see communicative tasks as an essendial ingredient in a
programme but as part of a balanced diet of accuracy and fuency work
Brumfit (1984a), for example, sees these as co-existing bur suggests that the
balance would change over time. His suggestion is that one might expect t0
find a preponderance of accuracy-based work early on, far beginners, but
that there would be a gradual shift in emphasis as learners acquire more
language and that upper-intermediate learners might be involved for a high
proportion of class time in fuency work.

The issue of exactly how we might create a link berween the two is still the
subject of much debate. Clearly, it raises questions about the rolc of grammar
and other elements of the formal language system in the communicative
clussraom. As suggested carlier, linguistic competence is a fundamental
component of communicative language abilicy and it has perhaps been a
misconception among teachers that the communicative approach somehow
excuses eachers and leamess from a consideration of how o develop high
Jevels of accuracy in the use of grammar, pronunciation, and vocabulary. On
the conerary, it is rather a question of how to develop communicative
Janguage abiliy through classtoom practice but, at the same tire, to ensurc
an understanding of how language works as a system and to develop an
ability to use the system correctly, appropriately, and creatively.

Teachers and textbook designers have been preoccupied with how to
integrate inpur on language form, rehearsal of language form. and
communicative practice. The ‘Presentation, Practice. and Production’ (PPF)
approach was one actempt to achicve integration, At the presentation stage,
the teacher presents a new language item, described funcrionally to help
learners to appreciate its communicative purpose. This can be seen in
Materialsextract 5.D (page 165) where learners are presented with the future
with ‘going to' in the context of making holiday plans. The practice stage
nvolves controlled wark focused on conditional forms as students write
questions for a quiz, and the production phase aims ro sec up a sivuation in
which the structure would naturally occur, as in the discussion of furure
government policy. Unfortunarely, it has been the experience of many
teachers that it is very difficult to control the language which can occur
narurally in such activities. Students will use whatever language resources
they have at their command and may use recuction strategies to avoid using
any forms they are uncertain of. Directing their attention to the form in

2
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effores to persuade them to practise it while they are focused on the messages
they are trying © icate to their peers is di ing and counter-
productive in terms of Huency. Various alternatives to the PPP approach
have been suggested in the attempr to deal with the issue of integration and
will be taken up in Chaprer 10,

2.4.2 How can we manage a communicative
classroom?

As we have sen, many communicaive tasks involve learners in face-to-face

encouncers in the classroom. [nceraction in work in small groups, as

discussed in 1.2.3, provides a basis for language acquisivion. I alo gives

students pracrice in commumcanng and n:gnn:ring meanings in zsuhhsh-

ing positive tapport, in with
rurntaking conventions md at th s i, allows ther o establish gw
well they can und d and make o | d d. In lessons

where reading and writing are the focus of communicarive activity, work in
small groups also has substantial value. For example, if students collaborate
whilesrevising drafts of writing, they can suggest improvements, correct
crrors, and generally act as editors while reading each other’s work.

Teachers will need to consider carefully the demands made on learners by
panticipation in this type of interaction, and to be aware of the socio-
psyehological factors which infiuence learner responses to those demands.
Adults returning to English language study after experiencing traditional
teacher-fronted classroams ar school can be daunted by the collaborarive

elementofleaming, Therearei r
discussing its rationale, negotiating procedures, and introducing il
sctivities gradually.

Building cohesivencss within the group s clearly an imporant managerial

vole for the teacher. It an be at least parcially achieved through accention to
seating through a dl of i

acrivities from simple pairwork on a +a short task to more complex role-play
activities, through training learners in peer feedback, and through careful
management of group size.

The composition of groups is another consideration, one which assumes

- increasing importance s groupwork moves inco the kind of teamwark

required for projects of for the of compl Here the
teacher will need 1o make decisions about whether to allocate roles wichin
the group such as chai, sceibe, spokesperson, and timekeeper, or whether 1o
lex members of the group decide these among themselves, Insights are
available from work in professions other than ELT where the dynamics of
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groupwork need careful thoughe. For example, it is generally acknowledged
that each group will pass through a number of stages in which members
discover the pessonalitics of colleagues, organize themselves, argue aboue
working methods and/or authority within the group. sertle down inta
cohesiveness, and begin to perform usefully. These stages have been called
forming’, ‘storming, ‘norming’, and ‘performing (Tuckman and Jensen
1977). One issue for the teacher is whether to keep the same groups together
aver a period of time on a course to allow the process of group formatien to
be successfully completed. Another issue is whether this process can be
facilitafed simply by using ice-breaking activities at the beginning of a course:
as groups form. An alternative would be o invite learners, after tasks have
been completed, to review the procedures they have used and to improve on
them.

Another perceprion suggests that, for a group to be effective in completing a
task, it needs at least one member who is interested in keeping the group on
task and achjeving a useful outcome, and one member who will be interested
in maincaining good relationships within the group. This will casure that a
variety of functions are catered for: those which assist the rask such as
suggesting ideas or asking for opinions and those which build cohesiveness
such as drawing in quieter members or making compromises between
different points of view (Johnson and Johnson 1987 Jacques 1991). Further
issues for the teacher, then, are how to select group members and how to raise
awareness of the need to. perform these rolcs, and what kind of language
might be needed. In many professional fields it is now standard practice 10
train for groupwork and similar ideas are being taken up in ELT.

A communicative classroom also invalves the weacher in a wider range of
roles beyond that of providing and presenting new language. A good deal of
time will be spent on managing learning: setting up activities, organizing
material resources, guidi

ding students in groupwork, encouraging contribu-
tions, monitoring activities, and diagnosing the further needs of students.
The range of roles can be demonstrated by analysing the stages of groupwork
in the jigsaw reading and discussion activity in Materials extract 2.D. Notice
that ac stages 3 and 5 in Table 2.2, while monicoring groupwork, the teacher
acs as guide to performing the ask successfully; as 2 language resouree
providing words and forms at the point of need; as corrector of key errors
heard as the students work rogether; and as diagnoser of the students”
strengths and weaknesses

&
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Maserials extract 2.0

[ igueess g procedure

Card for Group A
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WORKSHEET ‘

One
Read your copy of the posteard and |
1 Lebel as much of the map as you can. {

village
rosd
raibway
bridge
mountain
river
se8

2 Filtin as much of the table as you can.

Date What did the girls de?
Friday 1st August
Saturday 2nd August
Sunday 3rd August
Monday 4th August

3 Think of a possible place for the girls' camp site, but do not mark it on
your map yet.

Part Two

1 Form new groups with at least one person from groups A, Band C
and exchange your information. You can then label more of your map and
complete the table.

2 Discuss the possible position of the camp site and mark it an your
map.

(Williams: Reading in the Language Classroom, pages 116, 118)
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Table 2.2: Analysis of the stages of groupwork in the activisy in Marerials
extract 2.0

Stages of the task Learner activity Teacher's role

1

w

-

S

It

Teacher explains task  Studenes listen and ask  Manager of activiry
and invites questions  questions to clarify

Teacher organizes - Students move into Classroom organizer
students into groups  groups

Swdenisworkin - Individual reading. Guide
groups to read - Checking meaning Languagt resource
postcard, etc. with peers Corrector of errors
- Discussion of Monitor
information Diagnoser
~ Decisions about
‘map and table
Teacher organizes Students move into Classroom organizer
studentsinto triads,  new groups

cach of the three
members having read

2 different posecard
Studentsexchange - Eachsudentreporis  Guide
~Srud pl Language resource
maps and tables Corrector of crrors
~Students discuss Menitor
location of campsite  Diagnoser
Class and teacher Students give feedback  Corrector of errors
check as the teacher elicies Evaluator

is not surprising that some teachers fel intimidated by the demands of

their task within the communicative classroom. Dubin and Olsheain (1986)
have likened It to that of a stage director:

Justas the theater director plays a pivoral role in susaining the fiction
ofa d , so the teacher/di uses the ck: tage to

simulate the real world. ...

On a human level, the director makes personal connections berween
the scenario and each of the players, helping each one to understand
the scripr, and interpreting parts that are unclear. The director, w0,
provides strong psychological support by being an individual and a
group morale booster.

(Dubin and Olshrain 1986: 81)

VS im0l 3T Ol 3 5 abimgin gl 0l 39,5 0lyrs 26T 03031 e



The communicative classroom

Teachers need to build and dence in fulfilling th

roles, and in-service training is necessary within institutions to ensure thar,
in any moves towards implementing communicarive approaches in the
classraom, teachers are properly supported.

All of this is nat to suggest thar current mechodology. influenced by ideas
about the ‘fearner-centred classroom, promotes learner responsibilicy ar the
expense of teacher authority. Whatever the moves in recent years towards
placing greater responsibility upon learners and encouraging their inde-
pendence, adult learners who choose to worke with other students in
language classes place themselves within the authoriy of reachers, and
institutions require accountability from their staff. The teacher remains the
ultimate organizer of activity, the one who must ensure positive learning
outcomes for students, the one accountable to any external authoriry
involved, and the arbiter of standards. Widdowson (1987) takes this view
when he writes:

“The incsease i learner-centred activity and collaborative work in the
classroom does not mean that the teacher becomes less authoritative.
He or she still has to contrive the required enabling conditions for
learning, has still to monitor and guide progress. And all this
presupposes an expertisc, applicd perhaps with more subtlery and
consideration and discretion than before, but applied none the less.
(Widdowson 1987: 87)

2.4.3 What does communicative language teaching
imply for authenticity in the classroom?

With communicative language teaching has come pressure to usc authentic
materials, in other words, materials which have not been designed especially
for language learners and which rtherefore do nor have contrived or
simplified language. The argument is quite simply thatif the goal of teaching
ista cquip scudents to deal ultimately with the authentic linguage of the real
world, they should be given opportunitics ta cape with this in the classroom.
Ir has been argued that contrived listening texts, in particular, have
istics which in no way to real spoken ]angl\agr Thisis
discussed in greater detail in 7.3 5 If students hear anly unnatural language
in the dlassroom, their first experience of hearing authentic spoken English
in the real world can be demoralizing. The classroom, it is argued, can
provide supported conditions of karning in which authentic texts can
gradually be introduced and exploited in ways which build confidence.

Communicarive methodology has displayed an increasing tendency to use
authentic materials in relation 1o listening and reading skills. A brief review

o
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of p books at the i diate level shows the following
range:

Listening  radio plays, news icems, childrens’ stories, travel news, weather
forccasts, airport and suation announcements, radio talks,
debates, extracts from recorded guided tours, relaxation tapes,
exercise instructions, interviews

Reading  lewrers, recipes, menus, newspaper articles, train timetables,
horoscopes, advertisements, publicity brochures, postcards,
street maps, route maps, yearbook entries, wcalh:r forecasts,
curricula vitac, theatr pocms, i for use
ofequipment.

Speaking and writing activitics can also be referred to s authentic if they
reflect the relevant eriteria for task design discussed earlier (sce 2.4.1) and
also mitror the real-world purposes and siuations in which and for which
language is used. For example, writing tasks which teflect reasons for writing
outside the English langusge classroom might include the following:

—a nate to a neighbour apologizing for a noisy party

—a letter of complaint about a product to the manufacturer

—a notice to fellow students publicizing a meeting

=an invitation to a birthday party with directions for how to get there.

The use of authentic materials for work on the receptive skills of reading and
listening has been surrounded by controversy. On the one hand, writers like
Greller (1981) advocate the use of rexts in which nothing has been changed.
On the other, many teachers would argue that the needs of learners at lower
levels of proficiency demand che use of ‘simulated-authentic’ materials
These emulate original materials, but are contrived in some way to assist the
learner. For example, the overall structure of a comparison/contrast
argument can be highlighted by adding connectives such as ‘whereas’,
‘while’, ‘on the contrary’, “an the other hand’, and ‘in comparison’.
Presenting learners—for whom the building of confidence is all
important—with texts which they can approach successfully is seen as the

cammon-sense approach. It is a question of providing texts which are

authentic to the needs of learners, ones with which they can interact.
Widdowson (1979b), for example. argues that authenticity can only be
achieved when the reader can incerprer the intentions of the writer and
tespond appraptiately to them. His argument has implications not only for
the langusge level of the texe but for the prior knowledge a earner will bring
10 reading or listening vo it, and whecher thac knowledge will be sufficient for
successful interpeetation. For example, a learner with a passion for cars may
well make sense of a book on car maintenance written at a level of English
above that of his own proficiency simply because he has 2 good prior
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knowledge of the topic. On the other hand, as an English language advisor
ance commented to me, there is little to be gained from presenting
schoolchildren in rural Mexica with a map of the London underground
system and expecting them to make sense of a task to find cheir way from one
paint on it to another.

The keys to approaching a text successfully lie in the relevance of the text 1o
the learners, its interest, the experience they can bring to making sense of it,
and the appropriacy of the task required. Quite difficult texts can be made
accessible through simple bur appropriare tasks. For example, a weather
forecast from a national newspaper might be used as pare of a project with
lower-intermediate students visiting the UK. They could be asked to check
the forecast for the area in which they are scayingand use the information t©
plan some weekend activities. This would approximare to the authentic
‘purpose of reading a weather repore. To give the same students a tradirional
set of comprehension questions about the weather forecast in order to
practise weather vocabulary or structural parcerns would be both inauthentic
and probably above their language level.

The selection of authentic texts will, of course, depend on the parcicular
needs of the learners in view. Pre-sessional courses for overseas students will
ideally confront students with genuine texrs of the type they will shortly have
to deal with independently in their undergraduate studies. Preparatory
courses for summer visitors to English-speaking councries can usefully
present a range of auchentic texts and tasks related to the role of tourist
abroad. For secondary-school students of English, the scape of whose future
opportunities to use the language in real-life contexts is uncertain, ir is
possible to argue for building ‘communicative potential’, but only through
the judicious choice and exploitation of texts which are ‘authentic’ in the
ways described above.

2.5 What are the issues in applying a
communicative approach in context?

Particular atrention has been paid in recent years w the cultaral appropriacy
of the communicative approach (Holliday 1994: Kramsch and Sullivan
1996) as its goals and procedures have been imported into non-western
culturcs. *Cultural appropriacy’ is a term which s relevant to bath
institucions such 2 schools and the wider sacicty which forms their conrext.
For example, 1 schaol culuure of teacher-centred classrooms with a facus on
the transmission of knowledge will have been influenced in part by wider
cultural notions of the teacher’s autharity as expert and leader.

8
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Studies of innovation suggest that it s rarely successful unless a sct of facrors
have been carefully addressed: for example, the degree of comparibilicy
between the existing ceaching philosophy and the innovation: teachers’
percepions of its relevance 1o students’ needs; the availability of resources
for the innovation; the extent of sgreement berween the classroom
procedures of the new approach and the existing way in which tcachers
conduct classroom activitics, and the relative advantages of the insovation.
All of these faceors will influence the extent 1o which a communicative
approach is adopted by teachers and the ways in which it is adjusred.

For example, in Rufing’s account of his teaching situation at the beginning of
Chapter 1, project work clearly fits with his perceptions of the value of
learner-centred teaching and with his view of the needs of this age group o
develop responsibility. He is able to relate project work 1o the real world
ousside the classroom and sces advantages in this as English is a useful
language within the Eutopean communiry, which his pupils may wish o
travel and work in. Project work is also manageable within the constraines of
class size and the demands of the examination system. The picture might be
very different in Bangladesh or Botswana, for example.

The question of reacher confidence is also relevant to the argument of
appropriacy. The adoption of a icative approach holds sub I
implications for the knowledge and skills of reachers. Medyges, for example,
comments on the heavy linguistic demands made by communicative
language teaching on non-native teachers whose energy is ‘inevitably used
up in the constant scruggle with their own language deficiencies, leaving
only a small fraction for attending to their students’ prablems’ (1986: 112).
His argument is essentially for restraing in introducing communicative
language reaching to non-narive teachers, selecting the more moderate ideas
for matetials and methodology and being cautious with the more far-
ferched. The interpretation of whar is moderate and what is far-fecched can
anly really be made with reference to the factors relating to innovation
discussed above as they apply to a particular local context.

In many countries, the implications of the discussion so far are rather more
relevant to educational authorities than to the individual reacher, who may
be working with prescribed textbooks and with imposed and inspected
classroom procedures. However, there s evidence to suggest thar teachers
who have more freedom in decision-making and who see value in a
communicative approach, cither because its goals coincide with their
learners’ needs or because they sce value in the kinds of activities it offers, can
adjust the approach to suit their own circumstances

Sano, Takahashi, and Yoneyama (1984), to quote one instance, have argued
that in Japanese secondary-school classrooms the need to use English is not

VPAF g = ot Ol T Gl 3 (5 Ao (gl 05 13,8 0lyars T g7 grte



The communicative classroom

stzongly felt because it does not have an extensive role in Japanese socicry.
For this reason, teachers have redirected their communicative goals towards
self-expression and personal growth in students rather than towards
authentic communicative needs in the world outside the classroom.
By regarding the classtoom as a small communicy and emphasizing
the subjectizeside of ication, we can provide
classroom experiences which involve both learning English and
general human development. i
(Sano, Takahashi, and Yoncyama 1984: 176)

Kramsch and Sullivan (1996) give a further example of how the culcural
tradition in Vietnam of students forming 'family groups’ with pecrs in their
classes at university has had its own effect on the use of groupwork. Teachers
and students using communicative materials such as the Headway course
will adapt the methodology advocated in creative ways to suit their need to
work collaboratively but as a whole class. These examples show how teachers
and learners have found an optimal match berween communicative goals
and procedures, and their own context. They provide interesting argument
and support for locally generated methodology.

2.6 Conclusion

Communicative language reaching sets out to involve learners in purpaseful
casks which are embedded in meaningful contexts and which reflect and
rehearse language as it is used authentically in the world ourside the
classtaom. It holds many artractians, not only to those teachers and learners
who are preparing for immediate needs in using English but alse for a wider
population of teachers and learners who are motivated by realistic language
practice, by the personalization of Learning, by face-to-face encounters in the
classroom, and by using their prior knowledge and heurissic skills to
approach 2 wide range of texts and tasks.

However, there are matters of cancern to be addresscd. Oneiis o do with our
need for better understanding of what o with communicative tasks
and what kinds of learning are available from different types of exploitation
of tasks. Another is to do with what is appropriace for different levels of
learner. At what point should learners be invalved in rasks which encourage
them to take risks and negoriate meaning? Should the basic building blocks
of the language be leamed within the more ‘secure’ cnvironment of a
seructural approach in a largely teacher-directed classroom? Whatis the role
of form-focused inscruction at different levels of the English language
cutriculum?

N
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A further concern is to do with the concept of ‘communicative’ marerials,
the meaning of authenticity, and the issues involved in the choice of listening
and reading texts, the choice of tasks to match texts and. indeed. the choice
of language (o express common functions in the English language. A brief
review of courscbooks in current use would show that these issues are better
understood by some writers than others, particularly in the arca uszrchmg
task to text.

And, last but not least, there is the issue of whether a communicative
approach is appropriate to local contexts and cultures, and how it might be
adapted and used by teachers and learness in relevant ways.

These issues are ar the forefront of professional debate and need to be
resalved in sensible ways by teachers who wish t make their own classrooms
mote communicative. They will be revisited in further chapters of this book
as we consider some of the prevailing classroom procedures within a
communicative approach in the light of insights available from research,
evaluation, and experience.

Discussion topics and projects

1 Imagine a context in which each of these utterances would be
apprapriate. Think about a possible setting, who is talking to whom, and
what their relationship is, for example, family member, friend, or
stranger.

() "Wl you be passing the post office?

(b) Lend usa fiver, will you?

(9 [wonder ifitwould be too much trouble for you o lift my bag
down for me?

(d) “Well, I really never, said the large and growly bear to himself.
“There must be someone I can frighten.” And so he went growling
and prowling, looking for someone o frighten.

(¢} Johnny, whyare you playing with that ruler?

2 How many structures can you think of ro express these funcrions?
(a) suggestinga course of action
(b) agreeing with an opinion
() requestingan action
(d) asking permission to do something

w

Look back at the characteristics of a communicative task in 2.4.1.
Choose some activitics in a textbook you are currendy using and, against
the given ctiteria, judge whether these ate communicative.
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Look back at Prabhu's descriptions for three cypes of ing-focused
activity in the classroom in 2.4.1. Check through 1(musnbunl. in
current use and find examples of each one.

Diraye and Thurrell (1991) give the Following suggestions for teaching,
two aspects of strategic comperence. Would you use these with your own
learners? Can you think of other ways of training strategic comperence?

Paraphrase and circumlocution: Definitions
In pairs, students acc given the name of an object (e.g. car) which they
must define by using a relative clause (e.g. ‘A car is a vehicle in which
you can teavel’). Each pair in curn reads oue their definition, while the
other pairs check whether it is precise enough. If it is not—that is, if
they can find another object that the definition suits (e.g. ‘bus’ in this
case} they geta point, and for another point they must give a more
specific definition (e.g. A caris a small vehicle in which you can
travel’). OF course, this new definition is also open to debare.
Appealing for belp: Interruptions
Student | ($1) reads our a text from the course book; Student 2 (S2)
interrupts S1, asking him/her to repeat a word again, for example:

81 London is the capiral ...

52 Sorry, can you repeat this last word again .

orSarry, I couldn't hear the word after ‘the’ ...
(Dérnyei and Thureell 1991: 21, 22)

The following reasons are often given for using pairwork and groupwork
in the communicative classroom. Do you agree with these? Would you
add any from your awn experience? Whar do you think are the
disadvantages of pairwork and work in small groups. Would you place
any conditions on their successful use in the classroom?

(a) It motivates students to work in face to face encounters in the
classraom.

(b) Itincreases opportunities for practsing the language.

(¢) It enables studencs w take risks with the language and ta see if they
can negotiate meaning.

(d) Te gives students the opportunity to monitor how well they
understand and are understood.
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Further reading

Clarke, D. 1989b. ‘Communicative theory and its influence on materials
production.’ Language Teaching 22/2: 73-86.

This ‘state of the art’ article looks at how the devclopment of a
communicative approach to language teaching in the 1970s led o the
production of new materials to express the new ideas of language learning. In
particular, the author focuses on the authenticity debate and discusses the
needs of learners, the importance of context in marerials, the appropriacy of
task o text, and the authenriciry of task to learner.

Nunan, D. 1989, Designing Tacks for the Communicative Classroom.
Cambridge: Cambridge University Press.

This book gives an introduction (o both theoretical and practical aspects of
task design and is useful to teachers who wish to develop their own classroom
materials. It covers the range of skills and considers the roles that teachers
and learners can play in the performance of a classroom task. It also looks at
criteria which could be used for grading tasks o form a coherent language
programme.

Richards, J. C. and T. S. Rodgers. 1986. Chapter 5 “‘Communicative
languagg teaching in . C. Richardsand T. 5. Rodgers (eds.): Apy nd
Method: in Language Teaching. Cambridge: Cambridge University Press.
This is a clear, concise introduction to whac is meant by communicative
language teaching, The writers give a brief historical background to its
development and investigate the theories of language and learning which
underly the approach. They then consider a series of issues: the nature of a
communicative syllabus; types of classroom activity; teacher and learner
soles; the role of materials, and classroom management procedures.

Savignon, S. 1993, 'Communicative language teaching: state of the ar in S.
Silberstein (ed.): Stare of the Art TESOL Essays. Alexandria, Va.: TESOL.
This paper reviews the development of communicative language teaching
and then looks at current issues of concemn, such as the place of grammar,
and possible future wends. The review takes an international perspective and
reficrs to many different sources of influence and contexts of learning.
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LEARNER AUTONOMY AND
LEARNER TRAINING

“Ifa teacher is indeed wise he does not bid you enter the house of bis
wisdom, but rather leads you to the threshold of your own mind.”

KAHLIL GIBRAN

What do we know abaut the strategics of the good
language learnes?

~

What insights can we gain from educational thinking on
autonomous learning?

-

What are the implications for learner training in the
classroom?

-

What role can self-access facilities play in language
learning?

w

Ase learner and learner training
appropriace conceprs?

Introductory task

The task below is intended for use at the beginning of a course. It could be
undertaken in English with students from an intermediate level of language
proficicncy upwards, ot in the first language with students at lower levels.

1 What do you think are the aims of the task?
2 What sorr of learners do you think it would be suitable for?
3 Whar would be a sensible procedure for its classroom use?
A Tn your textbook ind:
— the past tense of the verb ‘to fly’
~ what we use the past tense for
~ how to ask questions about the weather

— how to ask about someone’s health
— how to pronounce the word ‘tomato’.

=

Do you expect the textbaak to
teach you?
~ contain all the language you nced?
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- bea starting poine?

- provide exercises?

~ provide grammar?

~ bea dictionary?

~ beopen throughout your lessons?

~ be the only material you use?

— give your teacher all he/she needs?

— give you ways of asscssing your progress?

~ cnable you 1o prepase new lessans in advance?

— summarize everything you learn so that you can revisc at home?

3.1 Introduction: the self-directed learner

Dutinga coursein the late 1970s, 1 asked a group of English language teachers
from around the world to define what the term “self-dirccred learning’ meanc
for them. At the time very litde had heen published specifically in ELT
litcrature on,aspects of learner autonomy or learner training. Their definitions
ranged from the tentative: ‘It mcans letting scudents choose their own topics
il < e pasd i S 4
from the hands of reachers’, and to the reflective: ‘A sclf-directed learner is
onc who is self-motivated, one wha takes the initiative, one who has a clear
idea of what he wants to learn, and une who has his own plan for pursuing
and achieving his goal.’ In fact, from the definitions offered by this group
and others in the intcrvening years, it is possible to build a picture of
teachers’ perceptions of the selt-directed learner. Self-directed learners:

~ 'know their needs and work productively with the reacher towards the
achievement of their objectives'

~ ‘learn both inside and outside the classroom’

‘can take classroom-based material and can build on it

— 'know how to use resources independently’

“learn with accive thinking”

~ “adjust their kearning strategies when necessary to improve learning'

‘manage and divide the time in learning properly

— 'don't think the teacher is 4 god whe can give them ability to master the
language’.

In these definitions the reachers begin to provide some key characteristics of
a learner who can take responsibility for learning: an ability to define one’s
awn objectives; awareness of how to use language materials effectively;
careful organizatian of time for learning, and active development of learning
strategies. Many of these chatacteristics accord with the descriptions of the
‘good language learner' which have been derived from rescarch studics.
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Learner autononsy and learmer raining

Since the late 19805 we have seen a proliferation of terms relating ro this
concept of self-dirccted learning: learning, self- g
self-assessment, learner strategios, self-help learning strategies, strategic
investmenc, learner training, self-study, self-access learning. The key conceprs
that have emerged, however, and around which others pivor, are those of
learner ansonamy (which for out purposes can be taken as synonymous with
sclfdivected learning) as a goal for kearners, and eammer paiming, ot the veachers
encouragement of their efforts towards thar goal

Ideas about learner autonomy and learner training have come to the ELT
profession thraugh two major sources of influence: insights from rescarch
studies into second language acquisition, and educacional thinking of the

last few decades.

3.2 What do we know about the strategies of
the ‘good language learner’?

3.2.1 Typesof learner straregy

One set of arguments for encouraging greater independence in linguage
learners comes from research studies into the characreristics of the ‘good
language learner’. It is interesting that in recent years the inwitions of
experienced language teachers about what makes for a successful learner
have been backed up by the findings of rescarch into learner scrategies. Rubin
defines learner stravegies as including:

any set of operations, steps, plans, routines used by the learner to
facilitate the obtaining, storage, rewicval and use of information, ...
that is, what learners do to learn and do o regulase their learning.
(Rubin 1987: 19)

A simple way of distingrishing berween these is ro say that what learners do
1 learn involves strategies that deal directly with the sccond language (cognitive
strategies) and what leatners do to regulare their learning involves strategies
that manage learning (metacognitive strategics). For the language reacher, the
issue is whether icis passible to help learners acquire and develop strategieso
cither kind which will enhance their ability o learn inside or outside the
classcoom.

Cognitive strategies
Cognitive strategies are thought processes used dircely in learning which
enable learners to deal with the information presented in tasks and materials

3
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by working on it in different ways. For example, this extract from a learner's
diary shows her using analogy in order to distinguish the meanings of verbs
in German:

Today [ learned the distincrion berween ‘wissen’ and “kennen’, i.c. ‘to
know'. T was pleased to discover that, because of doing French (‘savoir
and ‘connaitee’) [ was able 1o understand the point quite well.

Analogy can be seen as part of the more general strategy of deductive
reasoning (Rubin 1987), thatis, looking for rules in the second language on
the basis of existing knawledge about language.

Anather cognitive stratcgy is memoriaation. This learner, for example,
(Pickere 1978) finds that both visual and auditory memory are important:

Visual:  Shape of the word as a visual form, whether printed or
hand written is memorised. I find that some words are
memorised in print and some in handwriting, usually but
not always my own.

Auditory:  The sound of the item reverberates somehow in the mind
even though silently; o it may be assisted by subliminal
TONgUE MOVements ...

(Pickest 1978: 110)

Examples of ather cognitive strategies are reperition (i.¢. imitating a model),
writing things down, and inferencing (i.. making guesses about the form or
meaning of a new language item). Thus, a learner might guess the meaning
of ‘drawer’ in the sentence ‘He kept the papers safely in a locked drawer of
the desk.” Several clues would help: the adjective-noun relationship berween
“locked” and ‘drawer’; the meaning link with ‘safely’, and the lcarner would
almost certainly have knowledge about the strucrure of desks and the nacure
of drawers in them.

Metacognitive strategies

Metacognitive strategies involve planning for learning, thinking about leaming
and how to make it ffe If- g during learning, i
of how successful learning has been after working on language in some way.
So, when learners preview the next unit of their coursebook, read carefully
through the teacher’s comments on their written work, or review the notes
they have made during class, they arc using meracognitive strategies.

Communication strategies

A further category sometimes ineluded in f ks of learner seracegies is
thatof ication strategies. When | i yms,
paraphrases, and cognate words from their first language 1o make themselves
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