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Series Editors’ Preface

It is always a fecling of great pride for general editors of a pedagogcal
series when the resounding success of one of its books leads to the
demand for publication of a second, expanded edition. We are therefore
extremely pleased that Diane Larsen-Freeman has undertaken ro con-
tribute to the field of language-teaching professionals a newly revised,
updated, and enlarged version of her original and immensely valuable
Techniques and Principles in Langsage Teaching. The ways in which the
second edition differs from the first—from the addition of new methods,
through more attention to the learning process, to a lirtle self-indulgence
in merhodelogical choice—are amply documented in Diane’s own mes-
sage “To the Teacher Educator’, and these are departures thar are both
appropriate and illuminating, What has not changed, however—and
madesty would prevent her from saying so—are the intangible qualities
that made the first edition so special: enlightenment without condescen-
sion, comprehensiveness without tedium, engagement without oversim-
plification. Srill evidenr as befare is Diane’s gift for being able gently to
lead one to examine one’s own professional behavior for possible incon-
gruities berween one’s view of language and the way one reaches it. And
still there, even intensified, is evidence of her serious and deeply personal
thought devoted to complex pedagogical issues and her incomparable
ability to make these marters come alive with greart clarity for the widest
professional readership. It is no mean accomplishment.

Russell N. Campbell
William E. Rutherford
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To the Teacher Educator

ON LANGUAGE TEACHING METHODS AND THEIR USE
{N TEACHER EDUCATION

A study of methods is invaluable in teacher educarion in at least five ways:

1 Methods serve as a foil for reflection that can aid reachers in bringing
o conscious awareness the thinking that underlies their actions. We
know thai teachers come to teacher training with ideas about the
teaching/learning process formed from the years they have spent as stu-
dents themselves (Lortie 19731, A major purpose of teacher educarion
is to help teachers make the tacit explicit (Shulman 1987; Freeman
1991}, When teachers are exposed to methods and asked to reflect on
their principles and actively engage with their techniques, they can
become clearer abour why they do what they do. They become aware
of their own fundamental assumptions, values, and beliefs,

2 By becaming clear on where they stand, teachers can choose to teach
differently from the way they were taught. They are able to see why
they are attracted to certain methods and repelled by others, They are
able to make choices that are informed, not conditioned. They may be
able to resist, or ar lcast argue against, the imposition of a parricular
!‘uethud by authorities. In other situations, where a method is not
lﬂipquEd, methods offer teachers alternatives o what Il":}' -'\;urrl:ntlj.-'
Tbinl-_z and do. It does not necessarily follow thar teachers will choose to

| madify their current practice. The point is that they will have the
understanding to do so, if they are able to and want to,

A knowledge of methods is part of the knowledge base of teaching,
With it, teachers join a community of practice (Freeman 1992}, Being a
Sommunity member entails learning the professional discourse that com-
umry members use so that professional dialog can take place. Being
Part of a discourse community confers a professional identity and con-
RECts teachers with others so they are not so isolared in their practice.

4 i ; ;
A m&wlﬂnal discourse community may also challenge teachers’ con-
SePtions of how teaching leads to learning. Interacting with others’
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conceptions of practice helps keep teachers’ reaching alive—helps pre-
vent it from hecoming stale and overly routinized (Prabhu 1990),

5 A knowledge of methods helps expand a teacher’s repertoire of tech-
niques, This in itself provides an additional avenue for professional
growth, as some teachers find their way to new philosophical posi-
tions, not by first entertaining new principles, but rather by trying out
new techniques. Moreover, effective teachers who are more experi-
enced and expert have a large, diverse repertoire of best practices
(Arends 1998), which presumably helps them deal more effectively
with the unique qualities and idiosynerasies of their students,

Despite these potential gains from a study of methods, it is important to
acknowledge that since the publication of the first edition of this book in
1986, a number of writers in our field have criticized the concepr of lan-
guage teaching methods. Some say that methods are prescriptions for
classroom behavior, and that reachers are encouraged by rextbook pub-
lishers and academics to implement them whether or not the methods are
appropriate for a particular context (Pennycook 1989; Richards 1990:
Holliday 1994), Others have noted that the search for the best method is
ill-advised (Prabhu 1990; Bartolome 1994, thar teachers do not think
about methods when planning their lessons (Long 1991}, and thar
methodological labels tell us little about what really occurs in classrooms
{Allwright 1988; Karz 19%6).

These criticisms have made me stop and think. | suppose it is true, I
thought, that a particular method can be imposed on teachers by others.
However, these others are likely to be disappointed if they hope that man-
dating a particular method will lead to standardization, For we know
that teaching 1s more than following a recipe. Any method is going ro be
shaped by a teacher’s own understanding, behefs, style, and level of expe-
rience. Teachers are not mere conveyor belts delivering language through
inflexible prescribed and proscribed behaviors (Larsen-Freeman 1991);
they are professionals who can, in the best of all waorlds, make their own
decisions. They are informed by their own expenience, the findings from
research, and the wisdom of practice accuomulared by rhe profession (see,
tor example, Kumaravadivelu 1994},

Furthermaore, a method is decontexrualized. How a merhod is imple-
mented in the classroom is going to be affected not only by who the
teacher is, but also by who the srudents are, their and rhe teacher’s expec-
tarions of appropriate social roles, the institurional consrraints and
demands, and factors connected to the wider sociocultural context in
which the instruction rakes place. Even the ‘right” method will not com-
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sate for inadequate conditions of learning or overcome sociopolitical
inequities. In addition, decisions that teachers make are often affecred by
exigencies 1 the classroom rather than by methodological considera-
tons. Saying thar a particular method is practiced certainly does not give
us the whole picture of what is happening in the classroom. Then, too,
since a method 1s more abstract than a teaching activity, it is not Surpris-
ing that teachers think in terms of activities rather than methodological
chnices when they plan their lessons,

Thus, while | understand the criticisms, I do not believe thar a study of
language teaching methods should be excluded from language teacher
education. It is not methods, but how they are used that is ar issue. A
study of methods need not lead to the de-skilling of reachers but rather
can serve a variety of useful functions when used appropriately in teacher
educarion. It can help teachers arriculare, and perhaps transform, their
understanding of the teaching/learning process. Methods can serve as
models of the integrarion of theory (the principles) and practice {the tech-
nigues). Their study can encourage continuing education in the lifelong
process of learning to reach (Larsen-Freeman 1998). Teachers and
teacher educarors should not be blinded by the criticisms of methods and
thus fail to see their invaluable contribution to teacher education and
continuing development. Key to doing so, though, is moving beyond
ideology to inguiry, a movement to which I hope this book will con-
tribure,

CHANGES IN THE SECOND EDITION

In addition to some modest updaring of all the methods presented in the
firse edition, Chapter 6 has undergone a substantial revision to reflect the
evolution of Suggestopedia (first edition) o Desuggestopedia in this edi-
tion. Further, the Introduction (Chapter 1) has been expanded. Contrary
to thf?st who fear that a method will be imposed on practitioners, my
£xperience as a teacher educator is that the challenge lies in getting teach-
€15 10 leave behind teaching as they were taught and become aware of,
and open to, alternatives. 1 therefore welcome the opportunity that the
SXpanded chapter has given me to elaborate on one way that openness
Can be encouraged.
ﬁl-nﬂtlher change is the inclusion of methods that have come into promi-
nNence since the first edition of this book. In order to keep this book from
oming too long, T have grouped a number of methods in two cha prers.
cI|1:|_on to considerations of length, 1 have justified this decision
USe it seems these methods have in common the views that first,
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language can best be learned when it is taught through communicarion,
rather than for it (Chaprer 10, on content-based, rask-based, and partici-
patory approaches), and second, that language acquisition can be
enhanced by working not only on language, but also on the process of
learning (Chaprer 11, on learning strategies, cooperative learning, and
muloiple intelligences).

A further substantial modification is that the epilogue of the first edi-
tion has grown into a full chapter of its own {Chapter 12) in this second
edition. Readers of the first edition have rold me thar they wished thar [
had concluded with a mare explicit evaluation and comparison of the
methads. [ chose not to do so in the first edition of this book, as | am not
of the opinion that the purpose of learning about methods is so one can
adopt the right one, or that T could choose for others which one that
would be. However, in this second edition, I have responded to readers’
requests by providing a summary chare of the methods discussed in this
book, and by so doing, highlighting their major differences. I have also
used the opportunity thar a full final chaprer presents to indulge myself in
sharing with readers my views on making informed methodological
choices.

A word about nomenclature i1s also in order. | am using the term
‘method’ here not to mean a formulaic preseription, but rather a coherent
set of links berween principles and cerrain rechniques and procedures.
Anthony (1963} has made the case for a tripartite hierarchy. As he putit:
‘... techniques carry out a method which is consistent with an approach’
{p. 64). Following Anthony, in certain of the chaprers, | will introduce a
particular method by showing how it is an example of a more general
approach to language teaching. However, not all methods discussed in
this book conveniently follow from a general approach. They all do,
though, have both a conceptual and an operational component, ficting
the definition in Richards et al. (1992): Dictionary of Language Teaching
& Applied Linguistics (a method is “a way of reaching a language which
is based on systematic principles and procedures’), and jusufying my use
of the term. Admittedly, I sometimes have found it ditficul to nse the term
‘method” with more recent innovarions, such as content-based instruc-
tion and cooperative learning. At times, I have resorted to the term
‘methodological innovations.”

Even so, some language educators might object ro rhe inclusion of con-
tent-hased, task-based, and participarory approaches in a methods l_:umk,
for they might be more comfortable calling these syllabus types. MNever-
theless, others feel that a method designation is very appropriate. Snow
(1991}, for instance, characterizes content-based instruction as a ‘method

Tor the Teacher Educator  xiil

with many faces’ both to make the case for content-based instruction as a
method of language reaching, and 1o caprure the grear variery of forms
and settings in which it takes place. Kumaravadivelu (1993 observes that
che rerm ‘rask” is often used with reference to both content and methodol-
ogy of language teaching. Indeed, within the strong version of a commu-
nicative approach (Howatt 1984}, the tradiional separation of syllabus
design and methodology is blurred. If students learn to communicate by
communicating {Breen 1984, then the destination and the roure become
one and the same (Nunan 1989). Finally, if we apply the definition of a
method we are using in this book, ‘A merhod is a coherenr set of thought-
in-action links,” then the three rightfully belong.

Some might also question whether the three are distinctive enough to
be treated separately. For example, Skehan (1998) makes the point that
one could regard much conrent-based instrucrion (as well as project
waork, which we will also briefly consider in Chapter 10) as particular
examples of a task-based approach. And others have suggested that task-
based and participatory approaches are a form of content-based instruc-
tion. In any case, although it should be acknowledged that these methods
are unified by the assumption that students learn to communicate by
communicating, their scope and their particular foci seem distincrive
enough to warrant independent treatment. :

Finally, although I have made every effort toward a faithful rendering
of each method and methodological innovation, there will undoubredly
be those who would not totally accept my rendition. This is understand-
able and probably inevitable. My description is, as it must be, a product
of my own experience.

It is my sincere hope that this book will bath inform and stimulate its
readers and chae it will encourage them to reflect, inquire, and experi-
ment. If it meets these goals, then it may help to restore faith in the appro-
Priate use of teaching methods in language teacher educarion.

Brattleboro, Vermont Dviane Larsen-Freeman
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Introduction

GOALS OF THIS BOOK

One of the goals of this boek 1s for you to learn about many different lan-
gUARE teaching methods, 1 will use the term “language tmclnpg method
to mean a coherent set of links between acrions and thoughts in language
teaching, The actions are the technigues and the thoughts are the pringi
ples in the title of this book: Techmigues and Principles in Language

Teaching. .
A second goal is to help you uncover the thoughts that guide your own

_actions as a teacher. They may not be ones of which you are aware.

Seeking ro determine which principles of the methods vou read about
here are most |dis|harmonious with your own thinking will help you to
uncover some of your implicit thoughts and beliefs about reaching,

A third goal is to introduce you to a variety of techmigues, some of
which will be new. Although certain technigues may require further train-
ing, others can be immediately implemented. Feel free 1o experiment and
adapt those techniques to your reaching context.

THOUGHT-IN-ACTION LINKS

It is important to recognize that methods link thoughts and actions
because teaching is not entirely about one or the other. OF course this is as
true about your own teaching as it is about any method you will read
about in this book. As a teacher of language. vou have thoughes! abour
¥our subject matter—whar language is, what culture is—and about your
students—who they are as learners and how itis they learn. Youn also have
thoughts about yourself as a teacher and what you can do o help your
students learn, Tt is very important for you to become aware of the
thoughts that guide your actions in the classroom. With this awareness,

yau ".'"H be able ro examine why you do what vou do and perhaps choose
t6 think about or do things differently.

i
ME - £ o3
|i¢|f“2 "h'-" Lerm I'.I'Z'r.uug.r.'.s fror the sake of simplicity; however, | mean ter throerghies o imclude
5 atitudes, values, and awareness as well,
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As an example, let me relate an anecdote about a teacher with whom 1
was working a few vears ago. 1 will call her Heather, although that is nor

her real name. From her study of methods in Stevick (1980), Heather
became very interested in how to work with teacher control and student

intrigtive in her teaching, Heather determined thar dunng her studene

reaching internship she would exercise less control of the lesson in arder
to encourage her students to take more initiative. She decided o narrow
the goal down to having students take inidative in posing the questions in
the classroom, recognizing that so often it is the teacher who asks all the
questions, not the students.

I was Heather’s teaching supervisor, When [ came to observe her, she
was very discouraged. She felt that the students were not taking the ini-
tiative that she was trying to get them to take, but she did not know what
WS WIONE.

When [ visited her class, [ observed the following:

HEATHER Juan, ask Anna what she is wearing.

JUAN Whar are you wearing?

ANNA [ am wearing a dress.

HEATHER Anna, ask Muriel what she is wriring.
ANMNA What are you writing?

MURIEL [ am writing a letter.

This partern continued for some time, It was clear to see that Heather
had successfully avoided the common problem of the teacher asking all
the questions in the class. The reacher did nor ask the questions—the stu-
denrs did. However, Heather had not realized her aspiration of encourag-
ing student mitiative since it was she whao took the initiative by prompting
the students to ask the questions. Heather and 1 discussed the marrer in
the post-nbservarion conference.

Heather came to see that if she truly wanted students to rake more ini-
tiative, then she would have to set up the situation in a way thar her par-
ticipation in an activity was not essential. We talked about several ways
of her doing this. During this discussion, Heather came to another impor-
tant awareness. She realized that since she was a fairly inexperienced
teacher, she felt insecure about having the students make the decisions
about who says what to whom when. What if the students were to ask her
many guestions that she could not answer? While having students rake
imitiative in the classroom was consonant with her values, Heather real-
ized that she should think further about the level of student inmanve with
which she could be comfortable at this poinrin her carcer as a reacher, We
talked about other options she could pursue as well. The point was that it

neccssanly simply a matrer of Heather improving her technigue;

e nﬂ:ld cee that that was one possibility. Another was to rethink the
ol t:'?Iqlu.fl':i.;:h <he thought about her teaching (Larsen-Freeman 1993).
way !

The links herween thought and action were very ”"_‘r’”nmfl in
Heather’s teaching. She came to realize that when something was not

E & ik - “tended, she could change one or she g:uulul.i change the
other. Heather had an idea of what she wanted to m:cu.mp-llsh—hllt t1.1L'
getion she chose to carry out her idea did not accomplish her Pu.fP"-”’E-
When she examined her intentions more cl.::ar_!y.l s_he_s-.w_.; that she was not
yet ready 1o have her students’ take complete initiative in the lesson.

A COHERENT SET

Returning to the methods in this book, we will see that it is the I'm_k
perween thoughts and actions thar is common to them a]l_. But there is
another way in which links are made in methods, and that is the connec-
fion between one thought-in-action link and another. & method is a
coherent set of such links in the sense that there should be some theoreti-
cal or philosophical compatibility among the links. If 2 teacher believes
that language is made up of a set of fixed patterns, it n_mkcs little sense for
him or her to use techniques which help learners discover the abstract
rules underlying a language to enable them to create novel patterns.

To say there is a coherence among the lin ks does not mean, _hluwwer,
that the techniques of one method cannot be used wi_rh another. The tc-_,'h-
niques may look very different in practice though, if the thoughts behind
them differ. For example, Stevick (1993) has shown that the simple rech-
nique of reaching students a dialog using a picture to provide a context
can lead to very different conclusions abour teaching and learning
depending on how the technique is managed. If the students first look at
the picture, close their eyes while the reacher reads the dialog, and then
repeat the dialog bit by bit after the teacher, repeating until they have
learned it fluently and flawlessly, the students could infer thar it is the
teacher who is the provider of all language and its meaning in the class-
toom, They could further infer that they should use that “part of their
brains that copies but not the part that creates’ (1993: 432,

If, on the other hand, before they listen to or read the dialog, they look
at the picture and describe it using words and phrases they can supply,
and then they guess what the people in the picture might be saying to each
other before they hear the dialog, they might infer that their initiative is
Welcomed, and that it is all right to be wrong,. If they then practice the dia-

in pairs without striving for perfect recall, they might also infer that
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they should ‘use the part of their brains thar creates’ and that guessing
and approximation are acceptable (1993; 432). We can see from this
example how a particular technigue might look very different {and mighe
lead students to very different conclusions about their learning), depeng.
ing on how it s managed. This may, in turn, be a producr of the though
and beliefs of the teacher who is putting the technique into practice,

It is nat my purpose to have vou sifr through the methods presented
here in order to choose the one with which you feel the most philosophie..
cally in tune. Instead, | hope that you will use what is here as a foil g
make exphar your own beliefs about the teaching/learning process,
beliefs based upon your experience and vour professional training, the

research you know about, and even your social values. It is not a question
of choosing between intact methods; nor should the presence of any
method in this book be construed as an endorsement by me. Further, this
book 15 not a substitute for actual training in a particular method, ane
specific training is advised for some of them. Finally, [ did not ser our ta be
comprehensive and deal with all language teaching methods, The meth-
ods* included in this book represent methods which are practiced today
and which reflect a diversity of views on the teaching and learning
processes, By confronting such diversity, and by viewing the thought-in-
action links that others have made, I hope that you will arrive at your
own personal conceprualizations of how thoughts lead to actions in your
reaching and how, in turn, your teaching leads 1o learning in your smu-
dents (Prabhu 1992), Ultimately, the choice amonyg techniques and prin-
ciples depends on learning outcomes, a theme to which [ will return in the
final chapter of this book.

DOUBTING GAME AND BELIEVING GAME

Some of what you encounter here will no doubt confirm what you do or
believe already; other things you read about may challenge vour notions.
When our fundamental beliefs are challenged, we are often quick to dis-
miss the idea. I is too threatening to our well-established beliefs,

1 will never forget one of the first times 1 heard Caleb Gattegno discuss
the Silent Way, a method presented in this book {sce Cha prer 5). It was at
a language reaching convention in New York City in 1976. Several things
Gartegno talked abour thar day were contrary to my own beliefs ac the

* It shosuld be acknowbedped thar not all o she cogmaturs of the methods presented in ehis book
wenld call their contribution a ‘method” because they note that the rerm is sometimes associated
with formulaic practive, | hope thar | have made it clear that for me a medhod a way of con-
recting partcelar principles with particular techniques into a coberent package, not a formula.

Fatroduction 5

.o 1 found myself listening to lhir{n and at the sarte time hearing rhis
dﬂ“brf-u] yoice in my head saying “Wait a mlmm."..l. = i
said that day that a teacher should never praise a student, not

GattL‘F,'{'::L_’m’d‘ or smile. “Wair a minure,” | heard the voice in my head
m-f_: *E,Iq,-g,-n-rmc knows that being a good reacher means t.:living posi-
ﬁo;ce:lhnck o students and lurfmg concerned about their aﬂ:nft'«} s!:t}‘:t
or their feelings. Besides, t;mw wul:_];he students know when they are nght

er doesn’t tell them so? )

mih::;iluugh. I found myself thinking, *On thu}[:thr::r I.leLJmL ;:artcgﬂn,t
can sec why you are reluctant to give if:edlhack. You h:n-t ma :'l: rmct .m _
about the power of silence. "l.";flt!'].[ll.lt_hﬂ\-'ll'lg the ruutl_hur o rely on, ;tu
dents have to assume responsibility for the work—ijust as you so of I:r:n
iﬂ' “only the learner can do the learming.” [ can see huwl this silence is in
hﬂ;ping with your belief that the students must do wuhn_u: the overt
approval of the teacher, They must concentrate on dln:w:lupmg and then
sanisfying their own “inner criteria.” Learning to listen to themselves
is part of lessening their n:l:amff on the teacher Thultcas. h':r w:lll ?ut
always be there. Also, they will be uncu}lragcd to torm criteria for
eorrecting their own mistakes—for momito ring their own progress. I alsf:r
see how you think that if the teacher !'I'I:lkE.‘\: a h_1g deal out of st?d ents’ suc-
cess, he implies thar whar the student is doing is out of the nn.imar}*—a[!d
that the job of learning a language must be ;i|Iﬁ4:v:]|._ Also, .i see that in
your view students’ securiry is provided for by l'_hf_lr just being a..:.crptm']
without regard for any linguistic successes or difficulties they might be
having,’

Whit are the differences berween the two voices I heard in my head—
between the “Wait a minure’ and the *On rhe ather hand” responses? Well,
perhaps it would be clearer if we reflected for a moment on what it
fFequires to uphold each position, What 1 have attempted to do is p[a.}' two
games described in an article, “The Doubting Game and the Believing
Game,’ which appears in an appendix to a book authored by Peter Elbow
(1973). Elbow believes that doubting and believing are games because
they are rule-governed, ritualized processes, which are not real life. The

b‘l‘iﬂg game, Elbow says, requires logic and evidence. ‘It emphasizes a

0del of knowing as an act of discrimination: putting something on rial
95z whether it is wanting or not” (Larsen-Freeman 1983: 15). 1 think its
Practice is something far more common to the academic world than its
Sounterpart—the believing game. ‘Our contemporary education, then,
doctrinares us in the glorificadon of doubt, has creaced in fact whar
“ould almost be called a religion or theology of doubt, in which to be seen
intelligent we have to be seen ra doubt everything, to always point
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to whats wrong and rarely to ask what is right or good ... * (Rinpoche
1993: 123-4). Many of us are very good at playing the deubting game
then, but we do so at a cost. We may find fault with a new idea before giy.
ing it a proper chance.

Whar does playing the believing game require, then? The believing
game ‘emphasizes a model of knowing as an act of constructing, an act
investment, an act of involvement’ (Elbow 1973: 163}, It is not just ﬂ:*
withholding of doubt. Rather, it asks us to put on the eveglasses of
another person—to adopt his or her perspective—to see the method ag
the originatar sees it. Furcher, it requires a willingness ro explore what §
new. '

While it may appear that the traits attributed to the believing game
more desirable to possess, Elbow is not arguing thar we should allow
doubting muscle to atrophy, nor am 1. [ am not advocating an abande
ment of the doubting game, bur rarher thar you attempt to understand
first before you judge. Therefore, do not be quick to dismiss a principle
technique simply because, at first glance, it appears to be at odds wath
yvour own beliefs or impossible to apply in your own situation. For
mnstance, in one of the methods we will consider, the students themselves
decide whart they wanr ro say and the reacher then rranslates it into the
target language (the language thar they are studying). If you reject this
technigue as impracrical because you do not know your students’ native
language or because your students speak a number of different native lan=
guages, then you may be missing out on something valuable. You should
frst ask what the purpose of translaring is: Is there a principle behind irs
use in which vou believe? It so, can you apply it another way, say by invit-
ing a bilingual speaker to come to your class now and again or by having
your students act out or paraphrase what they want ta be able to say in
the language they are studying ?

LAYOUT OF CHAPTERS

We will learn about the methods by entering a classroom where each
method is being practiced. In most chapters in this book, one language
teaching method is presented. However, in a few chapters, a more general
approach to language reaching is described, and whar are depicred in the
chapter are one or more methods that are examples of the approach.? I
have assumed that observing a class will give yvou a greater understanding

YFollowing Anthany's (19631 use of the term approach to mean a set of assumptions dealing
with the nature of language, learning. and reaching,

JFRI TN T

_ -_ular method and will give you more ofan npportm.ﬁt?- o ru;fli:rl
ofa Pﬂmcu. actice than if you were to simply read a description af it 1t
““?Dur;“ﬂlf;uw]edwd+ however, that these ¢lassroom encounters are
e %di d. :L:wum' who is or has heen, a language teacher or student, will
iarely recogmize thar lessons seldom go so smoothly as the ones
e il see here. In the real world :.ry.dunts do not ﬂ]'ﬂ-’:.'l}’ﬁ n::lt-;_h r_m
. ly and teachers have to contend with many other social and class-
room management Matters than what are deplcrr:-:l here. As Lhave :?I.rcaq;,-
acknowledged. a method does not reflect everything that is transpining in
#wct“ :»:llinrr:l-l'nservc the technigues the teacher is using and his or her
pehavior. In the even-numbered chapters, the teacher is female; in the
odd-numbered chapters, the teacher is male. After uhs;f:n'mg a 13550@ wie
will infer the principles on which the tgncher‘x behavior and Tﬁ'i.‘.hl_'!lq'll.lcx
are based. Although in most cases, we will observe only tihl.' 1I_1ne beginning
or intermediate-level class for each met_hm_i, onice the p]‘][]t‘H:ﬂEF-IEI re clear,
they can be applied to other situarions. !"u illustcrare l:hn::_ appllcan:m_ﬂi the
inciples at more than one level of profciency, in two INSEANCes, with the
Silent Way and Desuggestopedia, we will first visit a beginning-level class
and then later briefly visit a class at a high-intermediate level. It 51_11);:1:1 be
noted that when learners are at the advanced level, the distinerive tech-
niques associated with a method may be less visible h-ucauy_} advanced
learners may have special, well-defined needs, such as learning how
read and write academic texts. However, as we have seen with Stevick’s
example of weaching a dialog, the way teachers think about language
teaching and learning will still shape how they work at all levels.
After we have idennified the principles, we will answer the following
ten quesrions:

1 What are the goals of teachers who use rhis merhod?
2 What is the role of the teacher? What is the role of the students?

3 What are some characteristics of the teaching/learning process?

4 Whar is the nature of student—teacher interaction? Whar is the nature
of student—student interaction ?

5 How are the feelings of the students dealt with?
6 How is language viewed? How is culture viewed?

7 What areas of language are emphasized? Whart language skills are
emphasized?

B Whar is the role of the students” native language?
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The answers to these questions will add to our understanding of each
method and allow us to see some salient differences amang the methods
presented here, Before reading the answers to these questions in the book,
vou might try to answer them first vourself after going through the ﬁrgf
part of the chapter. This might increase your understanding of a method
and give you practice with reflecting on an experience. 3

Following these questions, we will review the techniques we observed
in the lesson. In some cases the technigues will be expanded so that you
can try to put them into practice if you wish. Indeed, as we menrioned eap-
lier, anather purpose of this book is to present a variety of techniques,
some of which may be new to you, and to encourage you to experiment
with them. We know thar the more experienced teachers are, the broader
their repertoire of techniques is { Arends 1998}, Presumably, such versanl-
itv allows teachers to deal more effectively with the unigue constellation
of students with whom they are working at any one time, .

In the conclusion to each chaprer, you will be asked to think about how
all of this information can be of use to you in your teaching. It is vou who
have to view these methods through the filter of your own beliefs, needs,
knuwledge, and experience. By playing the believing game, it i1s my hope
that no matter whar vour assessment of a particular method, you will nor
have reached it withoue first, so to speak, getting inside the method and
looking out,

Ar the end of each chaprer are two types of exercises, The hrst type
allows you to check vour initial understanding of the method presented.
The second type of exercise asks you to make the connection between
what you understand about a method and your own teaching situation.
Wherever possible, 1 encourage vou to work with someone else as you
consider these. Teaching can be a solitary act, but collaborating with
other teachers can help enrich our experience and nurture our growth.

REFERENCES AND ADDITIONAL RESOURCES

Anthony, Edward. 1963, ‘Approach, method, and technigue.’ English
Language Teaching Journal 17: 63-7 reprinted in Allen, H. and R.
Campbell (eds.): Teaching English as a Second Language. (Znd edn.|
1972, New York: McGraw-Hill.

Arends, Richard. 1998. Learming to Teach. (4th edn.) New York:
McGraw-Hill.
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The Grammar-Translation
Method

JNTRODUCTION

The Grammar- Translation Merhod is not new. It has had different names,
but it has been used by language reachers for many years. At one time it
was called the Classical Method since it was first used in th'.: teac h_mg l;_tf
the classical languages, Latin and Greek (Chastain 1988). Earlier in this
eentury, this method was used for the purpose of helping students read
“and appreciate foreign language literature. It was also hoped that, through
the study of the grammar of the target language, students would bemm_r:
more familiar with the grammar of their native language and that this
familiarity would help them speak and write their narive language better.
Finally, it was thought that foreign language learning would help students
grow intellectually; it was recognized that students would probably never
use the targer language, bur the mental exercise of learning it would be
beneficial anyway.

Let us try to understand the Grammar-Translation Method by observ-
ing a class where the teacher is using it. The class is a high-intermediate
level English class at a university in Colombia, There are forty-two stu-
dents in the class. Two-hour classes are conducted three times a week.

EXPERIENCE

1_‘55 we enter the classroom, the class is in the middle of reading a passape
intheir textbook. The passage is an excerpt entitled ‘The Boys’ Ambition’
from Mark Twain's Life on the Mississippi. Each student is called on to
fead a few lines from the passage. After they have finished reading, they
are asked to translate into Spanish the few lines they have just read. The
teacher helps them with new vocabulary items. When the students have
finished reading and rranslating the passage, the teacher asks them in
SPanish if they have any questions. One girl raises her hand and says,
What is paddle wheel?" The reacher replies, ‘Es una rueda de paletas.
] she continues in Spanish to explain how it looked and worked on

steamboarts which moved up and down the Mississippi River during
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Mark Twiain’s childhood. Another student says, ‘No understand “gop
geons.”" The reacher translates, ‘Prinorosn,”

Since the students have no more questions, the teacher asks them tn
wrire the answers to the comprehension questions which appear ar the
end of the excerpt. The questions are in English, and the students 5
mstructed to write the answers to them in English as well. They da f
first one together as an example. A student reads out loud, “When d;

E,ju:n:isc 2A -
These words are taken from the passage you have just
read. Some of them are review words and others are ne w:
Give the Spanish translation for each of them. You may

refer back to the reading passage.

g e N . A F S VLT rgeous
Mark Twain live?* Another student replies, ‘Mark Twain lived from 18 B0 b Eh
i : ! : career loathe
to 1910." “Bueno,” says the teacher, and the students hegin working § i
etly by themselves. whar i el
3 . A . E e 1 B
In addition to questions that ask for infarmation conrained within s

reading passage, the students answer two other types of questions, Fop
the first type, they have to make inferences based on their understandine
of the passage. For example, one question is: ‘Do you think the boy w
ambitious? Why or why not?* The other tvpe of guestion requires the s
dents to relate the passage to their own experience. For example, ong
the questions based on this excerpt asks them, ‘Have you ever thou
about running away from home?

After one-half hour, the teacher, speaking in Spanish, asks the stu
to stop and check their work. One by one cach student reads a quest
and then reads his or her response. If it is correct, the teacher calls @
another student to read the next question. If the answer is incorrect,
teacher selects a different student to supply the correct answer, or
teacher herself gives the right answer.

Anncuncing the next acriviry, the teacher asks the students 1o turn th
page in their text. There is a list of words there. The introduction to the
exercise tells the students thar these are words taken from the passage
they have just read. The students see the words *ambition,” “career,”
‘wharf,” ‘tranquil,” *gorgeous,” *loathe,’ ‘envy,” and *humbly.” They are
rold that some of these are review words and that others are new ro them,
The students are insrructed to give the Spanish word for each of them,
This exercise the class does rogether. If no one knows the Spanish equiva-
lent, the reacher gives it. In Part 2 of this exercise, the students are given
English words like ‘love,” ‘noisy,” *ugly,” and *proudly,” and are directed to
tind the opposites of these words in the passage.

When they have finished this exercise, the teacher reminds them that
English words that look like Spanish words are called “cognates.” The
English *-ty," she says for example, often corresponds to the Spanish end-
ings -dad and -tad. She calls the students’ attention to the word *possibil-
ity in the passage and rells them that this word is the same as the Spanish
prosibalidad. The reacher asks the students to find other examples in the

Exercise 2B |
These words all have antonyms in the reading passage.

Find the antonym for each:

love ugly
noisy proudly

——————

excerpt. Hands go up; a boy answers, *QObscurity.” ‘Bien,’ says the teacher,

When all of these cognates from the passage have been idenrified, the stu-

‘dents are told ro turn to the next exercise in the cha_ prer and to answer t_hle

question, “What do these cognates mean?’ There is a long list of English

words (*curiosity,” ‘opportunity, ‘liberty,” etc.), which the students trans-
late into Spanish.

htﬂ: ne}-:l:.ll: section of the chaprer deals with grammar. The students fol-
low in their books as the reacher reads a description of two-word or
phrasal verbs. This is a review for them as they have encountered phrasal
werhs before. Nevertheless, there are some new two-word verbsl in rhe
‘passage the students haven't learned yer. These are listed ful]n:.vmg the
description, and the students are asked to translate them into Spanish. Then
they are given the rule for use of a direct ubject with two-word verbs:

If the two-word verb is separable, the direct object may come between
the verb and its particle. However, separation is necessary when the
direct object is a pronoun. If the verb is inseparable, then rhere 1s no

separation of the verb and particle by the object, For example:

Johu pur away his book.
or

Iohn put his hook away/John put it away.
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fraet mart
John put away it.
{because *put away’ is a separable two-word verb)

The teacher went over the homework,

baet not

The teacher went the homework over.

(because *go over’ is an inseparable two-word verb).

After reading over the rule and the examples, the students are asked to tel]
which of the following two-word verbs, raken from the passage, are
arable and which inseparable. They refer to the passage for clues. If
cannot tell frem the passage, they use their dictionaries or ask

teacher.,
turn up wake up geton take in
run away tade out lay up
g0 away break down turn back

Finally, they are asked to put one of these phrasal verbs in the blank of
cach of the ten sentences they are given. They do the fiest two rogether,

1 Mark Twain decided to
get a job on the river,

2 The steamboatmen
Mississippi River.

When the students are finished with this exercise, they read their answers

aloud.

At the end of the chapter there 1 a list of vocabulary items that
appeared in the passage. The list is divided into two parrs: the first con-
tains words, and the second, idioms like *to give someone the cold shoul-
der.” Next to each is a Spanish word or phrase. For homework, the’
teacher asks the students to memorize the Spanish translation for rhe first

twenty words and to write a sentence in English using each word.

In the two remaining lessons this week, the students will be asked to:

1 Write our the translation of the reading passage into Spanish.

2 Stare the rule for the use of a direct object with two-word verbs, and

apply it to other phrasal verbs.

3 Do the remaining exercises in the chapter that include practice with
one set of irregular past participle forms. The students will be asked to
memaorize the present tense, past tense, and past participle forms of this

irregular paradigm:
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because his parents wounldn't let

and discharge freight at each port on the

The Crragrmmar- 1Fansialion VIETHoo 1y

drank drunk

sang sung
g sWam swium

j S’F‘m rang rung
ﬁﬂ began begun

1in the rarget language abour an ambition they have.
aining vocabulary items and write sentences for

-;E Memorize the rem

Take a quiz on the grammar and vocabulary of this chapter. They will
= be asked to rranslate a Spanish paragraph about steamboats into
English.

THINKING ABOUT THE EXPERIENCE

This has been just a brief introduction to the IGrammur—'l"ransIariﬂn
W, but it is prohably true that this me_thnd is not new to many of
wpn, You may have studied a language in this way, or you may be teach-
ing with this method right now. Whether this is true or not, let_ us see what
we have learned about the Grammar-Iranslation Method. We are able to
make a number of observations about the class we anen_ded. Our nhs-gr—
‘wations will be listed in the left column; from them we will try to idenrify
the principles of the Grammar-Translation Methad. The pr_inu:iph:s will
belisted in the right column. We will make our observations in order, fol-
lowing the lesson plan of the class we nhserved.

‘Observations Principles

1 The class is reading an excerpt A fundamental purpose of
from Mark Twain’s Life on the  learning a foreign language is to be
Mississippi, able to read literature written in it
Literary language is superior 1o
spoken language, Stadents’ study
of the targer culture is limirted to its
literature and fine arts.

2 Students translate the passape An important goal is for students

from English to Spanish, to be able to translate each
language into the other, If students
can translate from one language
into another, they are considered
successful language learners.
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. g .- ci
Observations Principles Aheervations Principles f
i 3 \ h nscious o
The teacher asks students in The ability to communicare in the acher asks students to fl:l;di:;i:n;':cl:lliﬁ A vl s
their native language if they target language is not a goal of the grammar rule. B

have any questions. A student
asks one and is answered in
her native language.

Students write out the answers
te reading comprehension
questions.

The teacher decides whether
an answer is correct or not. If
the answer is incoreect, the
teacher selects a different
student to supply the correct
answer or the teacher herself
gives the right answer.

Students translate new words
from English into Spanish.

Students learn that English
“ty' corresponds to -dad and
-tad in Spanish.

Students are given a grammar
rule for the use of a direc
object with two-word verbs.

Students apply a rule 1o

examples they are given.

Students memaorize
vocabulary.
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language.

foreign language instruction,

Wherever possible, verh
conjugations and other
grammatical paradigms should be
commutted to memory.

mits MEMOTize present

past [€Nse, and past
ple forms of one set of
sular verbs.

The primary skills to be developes
are reading and writing. Little
attention is given to speaking a
listening, and almost none o
pronunciation.

e prher activities planned for the remainder of the u..'eek, burt i!-.
we will follow the practice of not listing an observation unless it
our discovering a different principle of the method.

The teacher is the authority in the
classroom. It is very important '
that students ger the correct
ANGWLL

EVIEWING THE PRINCIPLES

iples of the Grammar-Translation Method are organized below
vering the ten questions posed in Chapter 1 (pages 7-8). Not all
tione are addressed by the Grammar-Translation Method; we
all the questions, however, so that a compa rison among the meth-
will study will be easier for you to make.

It is possible to find native
language equivalents for all target

t are the goals of teachers who use the Grammar-Translation
language words. ;

| ding to the reachers who use the Gra mmar-Translation Method,
damental purpose of learning a foreign language 1s t0 he able
literature written in the target language. To do this, students
eed to learn abour the grammar rules and vocabulary of the target
anguage. In addition, it 1s believed that studying a foreign language
des students with good mental exercise which helps develop their
It is important for students to
learn about the form of the rarget
language.

Learning is facilitated through
attention to similarines between
the target language and the native
language.

jat Is the role of the teacher? What is the role of the students?

e roles are very traditional, The teacher is the authority in the class-

Yeduct ication of an
Deductive applicatio The students do as she says so they can learn what she knows.

explicit grammar rule is a useful
s What are some characteristics of the teaching/leaming process?
Language learning provides go d

ents are taught to translate from one language to another. Often
mental exercise.

they translate are readings in the target language about some
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aspect of the culture of the target language communiry. Students spy,
grammar deductively; that is, they are given the grammar rules 4
examples, are rald to memorize them, and then are asked o a[l:.l[.j.r'.
rules to other examples. They also learn grammarical paradigms
as verb conjugations. They memorize narive-language equivalents f
target-language vocabulary words, '

aving the st

¢, If sruden

olies them with the correct answet.
P

IEHIHG THE TECHNIQUES
4 What is the nature of student-teacher interaction? What is the naty "

of student-student interaction?

Most of the interaction in the classroam is from the teacher to the
dents. There is lirtle student imtiation and lirtle student—student 3
acrion, i

vt
[fs0, you may ¢

5 How are the feelings of the students dealt with? of these technigues.

There are no principles of the method which relate to this area, o of a literary passage

6 How is the language viewed? How is culture viewed?

Literary language 1s considered superior to spoken language and §
therefore the language thar studenes study, Cultore is viewed as
sisting of literature and the fine arrs.

7 What areas of language are emphasized? What language skills are
emphasized? i

Vocabulary and grammar are emphasized. Reading and writing are thi
primary skills that the students work on. There is much less attent
given to speakang and listening, Pronunciation receives little, i
attention,

tand their meaning.

ng comprehension questions

8 What is the role of the students® native language?

The meaning of the targer language is made clear by translating it inté
the students’ native language. The language thart is used in class ¥
mostly the students” native language.

9 How is evaluation accomplished?

Written tests in which students are asked to translate from their native
Janguage o the target language or vice versa are often used. Questi
about the target culture or questions that ask students to apply grams
mar rules are also common,

S/synonyms
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e does the teacher respond to student errors?

LF

udents get the correct answer is considered very impaor-
s make errors or do not know an answer, the teacher

if any of the answers to the above questions make sénse to
« choose to try some of the techniques of the Grammar-
ion Method from the review that follows. On the other hand,
I find that you agree very litrle with the answers to these ques-
l‘fllt that there are stll some useful techniques aﬁmmatedlwn_th the
arTranslation Method. Below is an expanded description of

dents translate a reading passage from the targer language into their
] age. The reading passage then provides the focus for st»'e_ral
yocabulary and grammartical structures in the passage are studied
cequent lessons. The passage may be excerpted from some work
the target language literature, or a teacher may wr ife a passage care-
designed to mclude particular grammar rules and vocabulary. The
tion may be written or spoken or both, Students should not trans-
oms and the like literally, bur rather in a way that shows thar they

its answer questions in the target language based on their under-

of the readimg passage. Often the questions are sequenced so that
group of questions asks for informarion contained within the read-
sage. In order to answer the second group of questions, srudents will
make inferences based on their understanding of the passage. This

hey will have to answer questions about the passage even though
swers are not contained in the passage itself. The third group of
tons requires students to relate the passage to their own experience.

IS are given one set of words and are asked to find antonyms in the
g passage. A similar exercise could be done by asking students to
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tind synonyms for a particular ser of words. Or students mighr be agl
o define a ser of words based on their understanding of rthem as
vcour in the reading passage. Other exercises that ask students 1o wey
with the vocabulary of the passage are alzo possible,

NcLusioN o d f

3 had an opportuniry to examine the principles and some o

. s of the {rammar-Translation Method. Try to make a con
ue

L derstood and your own teaching situ-
at vou have understod .
perween what )
Cognates b en | |
s o . : bbt.i;?:it that a fundamental reason for learning a foreign ,l‘m_
Students are taught to recognize cognates by learning the spellin Do you +d the literature written in the rarget language? Do

abletore : b
miﬁi mportant to learn about the target language? Should cul

-+ wed as consisting of literature and the fine arts? Do you agree
w:; the other principles underlying the Grammar-Translation
4 ; 7
r?;h;raﬁialwlu exercise? Is answering reading comprehension
. : of the type described here helpful? Should grammar be _pr:
d deductively? Are these or any of l.hl.E other techniques of the
- Translation Method ones which will be useful to you in your

ching? Which ones?

sound patterns that correspond between the languages, Students are.
asked to memaorize words that look like cognates but have mean
the target language that are different from those in the native la
This rechnique, of course, would only be aseful in languages that
cognares.

Deductive application of rule

CGrammar rules are presented with examples. Exceptions to each ru
also noted. Once students understand a rule, they are asked o apply i
some different examples.

Fill-in-the-blanks VITIES

. ion Method.
Students are given a series of senrences wirh words missing. They hll* ck your understanding of the Grammar-Translation 0

the blanks with new vocabulary items or wich items of o particular gran

It has been said that the Grammar-Translation Method teaches stu-
mar type, such as prepositions or verbs with different tenses. it h

s about the target language, but not how to use ir. Explain the dif-

{ in your own words.

e : ¥ hat are the clues that this method had its orgin in the teaching of the

Students are pgiven lists of target language vocabulary words and n'-j ; ical languages, Latin and Greek?

native language equivalents and are asked to memorize them, Student
are also required 1o memaorize grammarical rules and grammarical

ply what you have understood about the Grammar-Translation
digms such as verb conjugations. :

Use words in sentences ak of a particular group of students you have recently taught or are

ently teaching. Choose a reading passage from a literary work or a
book or write one yourself. Make sure it is at a level your students
n understand, ver nar ar a level that would be too simple for them.
translating it yourself as a test of its difficulry. Identify the vocabu-
you would choose to work on. Plan vocabulary exercises you
d use to help your students associate the new words with their
2 language equivalents,

In order to show thar students understand the meaning and use of a new
vocabulary item, they make up sentences in which they use the new words:

Composition

The teacher gives the students a topic to write about in the target lans
guage. The topic is based upon some aspect of the reading passage of &
lesson. Sometimes, instead of creating a composition, students are asked

a grammatical point or two contained in the same passage.
to prepare a precis of the reading passage.

ovide the explicit grammar rule that relares to each one and give
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some examples. Design exercises that require your students o ap
the rule to some different examples.

REFERENCES AND ADDITIONAL RESOURCES 3 ) The Direct Method
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yDUCTION

the Grammar-Translation Method, the Direct Me:hgd is not
: P:inniples have been applicd by language teachers for many
Mot recently, it was revived as a method when the goal of instruc-
ne learning how to use a foreign language to communicate.,
Grammar-Translation Method was not very effective in prepar-
ents to use the target language communicarively, the Direct
became popular.
Direct Method has one very basic rule: No translation is allowed.
the Diirect Method receives its name from the fact that meaning 15
conveyed directly in the target language through the use of demon-
n and visual aids, with no recourse to the students” native language
r 1978).
will now try to come to an understanding of the Direct Merhod by
g an English ceacher using it in a scuola medra (lower secondary
1) class in Italy. The class has thirty students who attend English
r one hour, three times a week. The class we observe is at the end
st year of English language instruction in a sewola media.

:RIENCE

ris calling the class to order as we find seats toward the back of
m. He has placed a big map of the United States in the front of the
0om. He asks the students to open their books to a certain page
er. The lesson is enritled ‘Looking at a Map.' As the srudents are
’EH one by ane, they read a sentence from the reading passage at the
ming of the lesson. The teacher points to the part of the map the sen-
escribes after each has read his sentence. The passage hegins:

looking at a map of the United States. Canada is the country to
arth of the United States, and Mexico is the country to the south
the United States, Between Canada and the United Srares are the
t Lakes, Between Mexico and the United States is the Rio Grande
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River. On the East Coast is the Atlantic Ocean, and on the Wese
is the Pacific Ocean. In the East is a mountain range called
Appalachian Mountains. In the West are the Rocky Mountains,

turns to the blackboard and draws a series of inverted cones to illustrage
Mountain range,

The student nods and savs, ‘1 understand.’ Another student asks w
‘between” means, The teacher replies, “You are sitting berween Maria
and Giovanni. Paolo is sitting between Gabriella and Cettina. Now dé8
you understand the meaning of “berween™?* The student answers, “Yes B
understand.’

Afrer all of the questions have been answered, the teacher asks some oF
his own. ‘Class, are we looking at a map of [raly#*

he class replies in chorus, *No!®

The teacher reminds the class to answer in a full sentence,

‘Mo, we aren’t looking at a map of Tealy,” they respond.

The reacher asks, “‘Are we looking ar a map of the United States?”

“Yes, We are looking ar a map of the United States.’
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the country o the south of the Unired States?’
ad'u jsn'r the country south of the United States.”
Arc th {"re.u.l 1kes in the North of the Unired States?
B . che Greart Lakes : : :
:‘i’ ITI'LEGU.'-.“ Lakes are in the North.
] .,I:;Emu Grande a river or a lake?
“The Rio Grande isa Aver
i There is it?’
s ariver W here N
ip’s berween Mexico and the United States.
shat color 1s the Rio Grande on the map?
 oJ¢'s blue.’
sPaint o A moun the
"i"l:e'}rarf the Rocky Mountains.

The qu-:stlnn and answer session continues for a few more minutes.
Finally, the teacher invites the students to ask questions. Hands go up,
L]

4 Canad
e ,Cana

tain range in the Wese. What mountains are they?

“and the reacher calls on students to pose questions one at a rime to which

the class replics. Alter several qs_m-arif:mnsz_l-.m-!: been posed, one girl asks,
SWhere are the Appalachian Mountainss Before rhe class hasa |.'_|'|r|..r|uu Lo
e . the teacher works with the student on the pronunciation of
‘%ppalachian." Then he includes the rest ot the class n this practice as
-ﬁrﬂi,expecring that they will have the same problem with this long word.
After insuring that the students” pronunciation Is correct, the wacher
allows the class ro answer the question.

Later another student asks, “What is the ocean in the West Coast?” The
geacher again interrupts before the class has a chance to reply, saying,
SWhat is the ocean in the West Coast? ... or on the West Coast?” The stu-
dent hesitates, then says, "‘On the West Coast.”

“Correct,’ says the teacher, ‘Now, repeat vour question.”

_'rw.h!t is the ocean on the West Coast?’

The class replies in chorus, “The ocean on the West Coastis the Pacific.”

After the students have asked about ten questions, the wacher begins
“ﬁﬂﬂ guestions and making statements again. This rime, however, the
Questions and statements are about the students in the classroom, and
ﬁgmnin one of the prepositions ‘on,” ‘at,” ‘to,” ‘in,” or ‘between,’ such as,
“Antonella, is your hook on your desk:” * Antonio, who is sitting berween
and Teresa?” ‘Emanuela, point to the clock.’ The students then
h;“ up their own questions and statements and direcr them to other stu-

 The teacher next instructs the students to turn to an exercise in the les-
*O0 Which asks them to fill in the blanks. They read a sentence out loud
Supply the missing word as they are reading, for example:
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The Atlantic Ocean is the East Coast,
The Rio Grande is Mexico and the United States.
Edoardo is looking  the map.

ations

. teacher puints to 3 part af
map after each sentence is

Finally, the teacher asks the students to take out their norcbooks,
he gives them a dictation. The passage he dictates is one paragraph ||
and is abour the geography of the United States. E

During the remaining two classes this week, the class will:
e reacher uses the target
sape ro ask the students of

1, a question. The
s use the target
guage to ask their
STions.

I Review the features of United States geography.

2 Following the reacher’s direcrions, label blank maps with th
graphical features, After this, the students will give direcriong
teacher, who will complete a map on the blackboard,

3 Practice the pronunciation of “river, paying particular artention
W/ in the firse syllable (and conerasting it with fiy/) and to the pronu

atiom of fr/, s teacher answers the

ents’ questions by drawing

4 Wnite a paragraph about the major geographical features of the Uni
] blackboard or giving

States.,

5 Discuss the proverb “Time is money.” Students will talk about ¢ :
order ro understand that people in the United States value punctua

They will compare this attitude with their own view of time. ;
r asks questions

the map in the target
ge, to which the

s reply in a complete
nce in the target

THINKING ABOUT THE EXPERIENCE

Let us make some observations on our experience. These will
the column on the left. The principles of the Direct Method t
he mferred from our observations will be listed in the column on

1
=l

right. ask questions about
Observations Principles . =
1 The students read aloud a Reading in the target language
passage abour United States should be taught from the :
geography. heginning of language instrucne

cher works with the
on the pronunciation

lachian,”

however, the reading skill will
developed through practice
speaking. Language 1s pri

speech. Culrure consists of more
than the fine arts (e.g. the studen
study geography and coltural
attitudes),

HEF COrrecrs g
af ereor b_',l' asl-cing the
5 1o make a choice.
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Principles

Objects {e.g. realia or pictures)
present in the immediarte
classroom environment should be
used to help students undersrand
the meaning,

The narive language should not be
uscd in the classroom,

The teacher should demonserare,
not explain or translate. [tis
desirable that students make a
direct association hetween the
rarger language and meaning.

Studenrs should Tearn to think in
the target language as soon as
possible, Vocabulary is acquired
mare naturally if studenrs se it in
tull sentences, rather than
memorizing word lists.

The purpose of language learning
is communication |therefore
students need to learn how to

ask questions as well as answer
them].

Pronunciation should he worked
on right from the beginning of
language instruction,

Self-correcrion facilitates language
learning,
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1

11

12

13

REVIEWING THE PRINCIPLES

Now ler us consider the principles of the Direct Method as they
arranged in answer to the ten questions posed earlier:

1 What are the goals of teachers who use the Direct Method?

2 What is the role of the teacher? What is the role of the students?

Although the teacher directs rhe class acrivities, the student role
less passive than in the Grammar-Translation Method. The
and the students are more like partmers in the teaching/learnt

The Didrect Method

Observations

The teacher asks questions
about the students; students
ask each other questions,

The students Al in blanks with
preposinons pracriced in the
lesson,

The teacher dictates a
paragraph about United States
geography.

All of the lessons of the week
invelve United States
grography.

A proverh is used to discuss
how people in the ULS. view
punctualicy.

Teachers who use the Direct Method intend that students learn he
to communicate in the targer language. In order to do this sw
fully, students should learn to think in the target language.

Process.
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Principles e SOME characteristics of the teaching/learning process?

s who use the Direct Method believe students need to AS50C1-
el ing and the target language directly. In order to do this, when
cher introduces a new target language v.mrdl or phrase, he

ates its meaning through the use of realia, pictures, or pan-
. he never translates it into the students’ native language.
15 speak in the rarget language a grear deal and communicate

were in real situations. In fact, the syllabus used in the Dquct
1is based upon situations (for exam ple, one unit would consist

age that people would use at a bank, anorher of the language
they use when going shopping) or topics (such as gl‘,‘t)gil'ﬂ]ﬂh}'.
v, or the weather), Grammar is taught inductively; that is, the
nts are presented with examples and they higure out the rule or
alization from the examples. An explicit grammar rule may
be given. Students practice vocabulary by using new words in
e SENtences.

Lessons should contain some
conversational activity—som,
opportunity for students to ye
language in real contexts, Spud
should be encouraged e sp
much as possible,

Grammar should be taughe
inductively, There may never by
explicit grammar rule given,

Writing is an important skill, g
developed from the beginning of
language instruction.

The syllabus is based on si
or topics, not usually on ling
structures,

iz the nature of student-teacher interaction? What is the nature
tudent interaction?

jtiation of the interaction goes both ways, from teacher to stu-
s and from student to teacher, although the latter is often reacher-
d, Students converse with one another as well.

Learning another language alsg
nvolves learning how speakers
that language live.

are the feelings of the students dealt with?

ee are no principles of the method which relate to this area.

on, everyday speech in the target language. They also study cul-
Consisting of the history of the people who speak the rarget lan-
2 the geography of the cou ntry or countries where the language
ke, and informartion about the daily lives of the speakers of the

age.

. ;f language are emphasized? What language skills are

“181}_' 15 emphasized over grammar. Although work on all four
S (reading, writing, speaking, and listening) occurs from the start,
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aral commumication is seen as basic. Thus the reading and we
exercises are based upon what the students practice orally
Pronunciation also receives attention right from the beginni
COUrse.

rical structures. l'hey have the opportuniry to ask questions
answer them.

tudents to self-correct

of this class has the students self-correct _h}r asking them o
choice between whart they said and an alternative answer he sup-
There are, however, other ways of getting students to 5clf—carra!:t,
mple, a teacher might simply repear whar a student has just said,
uestioning voice 10 signal to the student that something was
it. Another possibility is for the reacher to repear whart the

1 said, scopping just before the erron The student knows thar the
¥
Was Wrong.

8 What is the role of the students’ native language?

The students” native language should not be used in the classrapn

9 How is evaluation accomplished?

We did not actually see any formal evaluation in the cl:
observed; however, in the Direct Method, students are asked
the language, not to demonstrate their knowledge aboue

guage. They are asked ro do so using both oral and written ski
example, the students might he interviewed orally by the tea
might be asked to write a paragraph ahout something they have s
ed. 3

ion practice

acher asks students a number of questions n the target language,
students have to understand to be able to answer correctly. In
 observed, the teacher asked individual students questions about
s, The questions contained a particular grammar strucrure,
students were able to ask each other their own quesrions using
p grammatical structure.

10 How does the teacher respond to student errors?

The teacher, employing various techniques, trics to get student
self-correct whenever possible.

g-blank exercise

nique has already been discussed in the Grammar-Translation
ut differs in its application in the Dircet Method. All the items are
language; furthermore, no explicit grammar rule would be
d. The students would have induced the grammar rule they need to
the blanks from examples and practice with earlier pares of the lesson.

REVIEWING THE TECHNIQUES

Are there answers to the ten questions with which you agreed? Then
following techniques may also be useful, Of course, even if you d
agree with all the answers, there may be some techniques of the I
Method you can adapt to your own approach to teaching, The foll W
expanded review of techniques provides you with some details which.
help vou do this.

reads the passage three times. The first time the teacher reads
mal speed, while the students just listen, The second time he
'€ passage phrase by phrase, pausing long enough to allow stu-
dwrite down what they have heard. The last time the teacher again
anormal specd, and students check their work.

Reading aloud

Students take turns reading sections of a passage, play, or dialog out lou
At the end of each students turn, the teacher uses gestures, pICtUre
realia, examples, or ather means to make the meanin 2 of the section clés

Question and answer exercise D drawing

mcluded one example of a technique used to give students lis-

This exercise is conducted only in the target language. Students are aske ;
Mprehension practice, The students were given a map with the

questions and answer in full sentences so thar they practice new
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el A FSE ESETCd DVLTEFSUAL

geographical features unnamed. Then the teacher gave the students.
tions such as the following, “Find the mountain range in the We
the words “Racky Mountains™ across the mounrain range.’
instructions for all the geographical features of the United Stategg
students would have a completely labeled map if they follows
instructions correctly. The students then instructed the teacher i
same IZhi]'.IE'F with a map h{_‘ had dl'i’l"r\"ll on the hlﬂ.'.:khﬂafd. EHC}L Y
could have a rurn giving the teacher instructions for finding and laj
one geographical feature,

inductively. Can you explain the difference

+ treated . b
7 d inductive treatments of grammar ?

; dcducti'-'f an
y smng:ﬂfthtchalr
sve from the Gr: |
:4 that it may be advantageous to a teacher using the

en sai ! seamaliy s .
Method not 1o Lnow his students’ native language. Do you

 Why?

hal 'pull

k. particular sitpation [such as ar the bank, at Il‘-'li‘ rai!r::_:uli sraé
at the doctor’s ofhce) or a pamcuklar oI {smﬁ .as ﬂi‘.TIC e; o
, holidays, or the weather) and write a short passage or a dia-
the theme vou have chosen. Now think about how you will con-

meaning to students withour using their native language.

acteristics of the Direct Method that make it
ymmat- Translation Method?

nderstood about the Direct Method.
Paragraph writing have u

The reacher in this class asked the students 1o write a parageaph ir
own words on the major geographical fearures of the United Star
could have done this from memory, or they could have used the re
passage in the lesson as a model.

grammar puint from the passage. Plan how vou will get stu-

La gr ; ety A
to practice the grammar pont. What examples can vou provide

with so that they can induce the rule themselves?

CONCLUSION

Now that you have considered the principles and the technig
Direct Method somewhar, sce what you can find of use for ye
teaching situation. .

Do you agree that che goal of targer language instruction should |
teach students how to communicate in the target language? Does it
sense to you that the students’ native language should not be used to
meaning to the targer language? Do you agree that the culture th
taught should be abour people’s daily lives in addition to the fine
Should students be encouraged to self-correct? Are there any other
ciples of the Direct Method which you believe in? Which ones?

Is dictation a worthwhile activity? Have you used question-and-a
exercises and conversation pracrice as described here before?
should you? Is paragraph writing a usetul thing to ask students o
Should grammar be presented inductively? Are there any other rechnie
of the Direct Method which you would consider adopring? Which o

writing and giving a dictation as it is described in this chapter.
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A Check your understanding of the Direct Method.

1 In the previous chapter on the Grammar-Translation Methods
learned that grammar was treated deductively. In the Direct Methe
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2‘1114.'.I Audio-Lingual Method

DUCTION
Lingual Method, like the Direct Method we have just exam-
an oral-based approach. However, it is very different in that
n emphasizing vocabulary acquisition through exposure to 1'1.'5_
ons, the Audio-Lingual Method drills students in the ose ol
tical sentence patterns. It also, unlike the Direct Method, has a
| ical base in linguistics and psychology. Charles Fries (1 945
versity of Michigan led the way in applying principles from
i linguistics in developing the method, and for this reason, it has
been referred to as the ‘Michigan Method.” Later in its devel-
ciples from behavioral psychology (Skinner 1937} were
d. It was thought that the way to acquire the sentence pat-
- garget language was through conditioning—helping learners
correctly to stimuli through shaping and reinforcement.
ald avercome the habits of their native language and form the
required to be target language speakers.
to come to an understanding of this method, let us now enter a
where the Audio-Lingual Method is being used. We will sit in
ning level English class in Mali. There are thirty-four students,
1 to fifteen years of age. The class meets for one hour a day, five

g Fhe classroom, the first thing we notice is thar the students are
hﬂming as the reacher is presenting a new dialog, a conversa-
n two people. The students know they will be expected o
memorize the dialog the teacher 1s introducing, All of the
Instructions are in English. Sometimes she uses actions to con-
8 but not one word of the students’ native language is utrered.
acts our the dialog, she says:

; class. I am going to repeat the dialog now. Listen carefully,
g please,
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Two people are walking along a sidewalk in town, They kn,
other, and as they meet, they stop to talk. One of them is named

the other one is named Bill. 1 will talk for Sally and for Bill. Listen gg

CONVErsation;

saLLY Good morning, Bill.

BiLL  Good morning, Sally,

saLLy Howare you?

B1LL  Fine, thanks. And vou?
sALLY Fine, Where are vou going?
BILL  I'm going to the post office.
saLLy am too. Shall we go togerher?
BILL  Sure. Let’s go.

Listen one more time, This time try to understand all that T am:
Now she has the whole class repeat cach of the lines of the dia

her model. They repeat each line several times before moving on
next line. When the class comes to the line, ‘I'm going to the past

they stumble a bit in their repetition. The teacher, ar this point, s
repetition and uses a backward build-up drill {expansion drill).

pose of this drill is to break down the troublesome sentence inta §
parts. The teacher starts with the end of the sentence and has th
repeat just the last rwo words. Since they can do this, the teacher
few more words, and the class repeats this expanded phrase. Litde
tle the teacher builds up the phrases unul the entire sentence is

repeated.

TEACHER Repeat after me: post office.
CLASS Post office,

TEACHER Tothe post office.

CLASS To the post office.
TEACHER Coing rothe post office.
CLASS Going ro the post ofhice.
TEACHER I'm going to the post office.
CLASS I'm gaing o the post office,

Through this step-by-step procedure, the teacher is able to give s
dents help in producing the troublesome line. Having warked on
in small picces, the students are also able to rake note of where cach

or phrase begins and ends in the sentence.

After the students have repeated the dialog several times, the teacl

gives them a chance ro adoprt the role of Bill while she says Sally's
Before the class acrually says each line, the teacher models ir. In effe
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petition drill where the task is to listen carcfully
reacher’s model as accurately as pussible.
reacher switch roles in order to 'pra.‘:tir;-:: a licele
reacher saying Rill's ines and the class saying Sally’s. Then the
des the class in half so that each half gets to try to say on their
Bill’s or Sally’s lincs. The teacher stops the students from time
o1 she feels they are straying too far from the model, _an-:l once
e o model, which she has them attempt to copy. To further
« lines of rhis dialog, the eacher has all the boys in the class
and all the girls take 5ally’s. .
initiates a chain drill with four of the lines frpm.the dialog. A
gives students an oppottunity to say the iinuf mdu.'idua.lly. The
rens and can tell which students are struggling a:.:d 1M_lll need
e, A chain drill also lers students use the expressions in com-

. with sumeone clse, even though the communication is very
he reacher addresses the student nearest her with: ‘Good morn-
*He, in rurn, responds, ‘Good morning, [cu;her.‘ She says, ‘l-lfmr
Jose answers, ‘Fine, thanks. And you?” The teacher replics,
& understands through the teacher’s gestures that he is to turn to
sitting beside him and greet her. That student, in turn, says her
to him. When she has finished, she greets the student on the
of her. This chain continues until all of the students have a
ask and answer the questions, The last student directs the greet-
e teacher. )
y, the teacher selects two students to perform the entire dialog for
the class. When they are finished, two others do the same. Not
as a chance to say the dialog in a pair today, but perhaps they
e time rhis weck,
cher moves next to the second major phase of the lesson. She
to drill the students with language from the dialog, but these
uire more than simple repertition, The first drill the teacher leads
slot substitution drill in which the studenrs will repeat a sen-
n the dialog and replace a word or phrase in the sentence with
A or phrase the reacher gives them. This word or phrase is called

jencing a re
ro mimic the

chss al‘[d lhﬂ

=

(i

icher begins by reciting a line from the dialog, ‘1am going to the
Following this she shows the students a picture of a bank and
rase, "The bank.’ She pauses, then savs, ‘1 am going to the bank.”
F example the students realize that they are supposed to take
Arase (‘the bank'), which the reacher supplies. and put it into its
* Place in the sentence.

o
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Now she gives them their first cue phrase, *The drugstore. Ta
students respond, ‘1 am going to the drugstore.” The teacher sy
good!” she exclaims. The reacher cues, “The park.” The students ghe
am going to the park.’ ]

Other coes she affers in turn are ‘the cate,” ‘the supermarket.'._
station,’ “the football held,” and “the library.” Each cue is accomps
a picture as before, After the students have gone through
sequence three rimes, the teacher no longer provides a spoken cue
Instead she simply shows the pictures one at a oime, and the
repeat the entire sentence, putting the name of the place in the pieg
the appropriate slot in the sentence.

| iGood! says the teacher. She points to a E'.IT] and w;ai:cs fu.rfhr:
; o aints to other students to elicit the use of l]'!l::r.
- ses the complexity of the task by leading the
bstitution drill. This is essentially lh_e sarme
he single-slot the teacher just used. However wn.h this
o h nize what part of speech the cue word is and
e mu"]t ﬂs:i!:ence. The students still lisren 1o only one cue
i '}:en they must make a decision concerning where the
f-l;s: hi_-]nnp,&; i a sentence also supplied by rhete ache g T11c
e class starts off by having the students repeat the ungfnal
"&il: :hﬂ dialog, ‘1 am going to the post office.” ll hen_ .Eht'.gl'k"i_‘j.
: sshe.’ The students understand and Pr{lduu.‘n:., She u: gump_.r, Ty
office.’ The next cue the teacher offers is ‘to the park. The stu-

wil 4
he teacher increa

4 _multiplc-slm su

P ot first: then they respond by correctly producing, “She is
= sty 3 1 : fin
[ N the park.’ She continues in this manner, sometimes providing a
; - . i : nNOu, other times nu|‘|‘|.ingﬂ loearion. ; ) o
| e ' ; £ tirution drills are followed by a transformation drill, This type
: :

s students to change one type of senrence i.mr.: um::rhcr—_—an
sentence into 4 NEEAtive OF an active SENEence Into a passive,
e, In this class, the teacher uses a substitutien drill thar requires
is to change a statement 1o a }'esfnu-ques_tiuq: The teacher
example, ‘1 say, “She is going to the post office.” You make a
by saying, “Is she going to the post offices™ _

cher models two more examples of this transformarion, then
s everyone understand? OK, let's begin. “They are going to the
he class replies in turn, *Are they going to the bank?* They trans:
oximately fifteen of these patterns, and then the teacher decides
ready to move on to a question-and-answer drill. .

her holds up one of the pictures she used earlier, the picrure c:f
field, and asks the class, “Are you going to the football field’
vers her own question, *Yes, I'm going to the foorball Held.” She
next question while holding up a picture of a park._ ‘Are you
o the park?’ And again answers herself, "Yes, I'm gomg to the
he holds up a third picture, the one of a library. She poses a ques-
b the class, ‘Are you going to the library?’ They respond rogether,
am going to the hbrary.”

¥ good,’ the teacher says. Through her actions and examples, the
have learned thar they are to answer the questions following the
she has modeled. The teacher drills them with this pattern for the
W minutes, Since the srudents can handle it, she poses the question

A similar procedure is followed for another sentence in the dialog, ‘B
are you?” The subject pronouns *he,” she,” ‘they,” and *you’ are used
words. This substitution drill is slightly more difficult for the st
since they have to change the form of the verb *be’ to 15’ or ‘are,” de
ing on which subject pronoun the teacher gives them. The studeng
apparently familiar wirth the subject pronouns since the teacher i5
using any pictures, Instead, after going through the drill a few times s
plving oral cues, the reacher points to a bav in rhe class and the stude
understand they are to use the pronoun ‘he’ in the sentence. They chort
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I need a little burer.”
... few books."
Sl ... lictle medicine.”

to selected individuals rapidly, one afrer another. The Stisde ' rmarket.
expected to respond very quickly, without pausing. & o che =07

The students are able to keep up the pace, so the teacher o
the next step. She again shows the class one of the pictures, a supen

is time. S eg . 8 -« hetween mass and count nouns, contrasting "a
this time. She asks, *Are you going to the bus station " She answe fference &

d count nouns respectively. No grammar rule

s the di

oW 131 % i , i ass an : %
Thquntilnn, No,  am going to the supermarker, V{Ithnﬂ:u e students. The students will be led to figure out
¢ students understand that they are required to look at the rbe give k with the examples the teacher provides.

s from their wor

e Hﬂﬂlj‘lsiﬁ {th'ﬂ E:J'[Tqi'\:]ri,‘i[_\ﬂ af two Iﬂﬂguﬂg‘."&' ||'|. this CHEE‘.,
¢! native language and the target language, _Enghshfl has I.ud
to expect thar the ntud::m_s will ha.w: speum_l tr:&u]:r_lf with
iation of words such as ‘lirtle;’ \'-.'hll.:h contain /v, Lhe stu-
indeed say the word as if 1t contained fyl. As a result, th
orks on the contrast between fiy/ and /if several times dunnp:
She uses minimal-pair words, such as ‘sheep.’ ‘sh_tp‘; 'lcm'rrl,
| *he’s,” *his’ to get her students first to hear the difference in
tion berween the words in each pair. Then, when she feels
ready, she drills them in saying the two sounds—first by them-
d later in words, phrases, and sentences.
towards the end of the week the reacher writes the dialog on
khoard. She asks the students to give her the lines and she
em out as the students say them. They copy the dialogin their
s. They also do some limited written work with the dialog, In
cise the teacher has erased fifteen selected words from the
d dialog. The students have to rewrite the dialog in their note-
supplying the missing words without looking at the complerte
copied earlier. In another exercise, the students are given
s of words such as I, go, supermarket and be, need, burter and
 asked to write complete sentences like the ones they have been
orally.
ay the teacher leads the class in the ‘supermarker alphabet
The game starts with a student who needs a food item begin-
th the letter *A." The student says, ‘| am going to the supermar-
td a few apples.” The next student says, ‘'l am going to the
ket. He needs a few apples. 1 need a litle bread (or “a few
" or any other food item vou could find in the supermarket
2 Expand upon the dialog by adding a few more i achas T I:""ith the letter “B”)." The third studenr continues, ‘I_um
to the post office, I need a fe 8 4 CHNES, suchas S & the supermarket. He rlu:cdﬁ a few nqpics. She needs a little
’ RTITHE RIS S need a little cheese.” The game continues with each player
item that begins with the next letter in the alphabet. Before
15 0wn item, however, each player must mention the items of

alnd listen to the question and answer negatively if the place in
tion is not the same as what they see in the picture. ‘Are you go
bus station?' The teacher asks while holding up a picture of a.
am going to the cafe.” the class answers,

“Very good!” exclaims the teacher. After posing a few more g
which require negative answers, the teacher produces the pi::m
post office and asks, *Are you going to the post office?” The stu
tate a moment and then chorus, *Yes, Iam going to the post o

~*Good,” comments the teacher. She works a lietle longer on
tion-and-answer drill, sometimes providing her students with si
that require a negative answer and sometimes unr;nuragemenﬁ
student. She holds up pictures and poses questions one
another, bur the students seem to have no trouble keeping up v
The only time she changes the rhythm is when a student serio
nounces a word. When this occurs she restates the word and work
with the student until his pronunciation is closer to her own.

For the final few minutes of the class, the teacher returns to the di
with which she began the lesson. She repears it once, then has the
the class to her left do Bill’s lines and the half of the class to her
Sally’s. This time there is no hesitation at all. The studenrs move thre
the dialog briskly. They trade roles and do the same. The teacher s
Very good. Class dismissed.”

The lesson ends for the day. Both the teacher and the studer
worked hard. The students have listened to and spoken only Eng
the period. The reacher is tired from all her action, but she is plea
she feels the lesson has gone well. The students have learned the ling
the dialog and to respond without hesitation o her cues in the drill pat

In lessons later this week the teacher will do rhe following: A

1 Review the dialog.

3 Drill the new lines and introduce some new vocabulary items throu
the new lines, for example:
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the other students before him. If the student has dieuliyll
an item, the other students or the teacher helps. i - |
lonts repeat each line

8 A presentation by the teacher on supermarkets in the United § il several
ary alog *

lows the game. The teacher tries very hard o get meaning
English. The teacher answers the student's questions aboyt gy
ences berween supermarkets in the United States and open-aip:
in Mali. They also discuss briefly the differences berween A
and Malian foorball. The students seem very interested in th

sion, The teacher promises to continue the discussion
American sports next week,

aidents stumble over ong
s of the dialog. T h.E
o5 a backward Taild-

this lmne.
THINKING ABOUT THE EXPERIENCE

Although it is true thart this was a very brief experience with th
Lingual Methaod, let’s see if we can make some observations 3
behavior of the teacher and the technigues she used, From these
be able to figure out the principles underlying the method. We will
observations in order, following the lesson plan of the class we i

et initiates a chain
[ wi:i-:h each student
ither.

uses single-slot
ple-slot substitution

Observations Principles
1 The teacher introduces a new Language forms do not og
dialog. themselves; they occur mo

naturally within a conrext, er says, ‘Very good,
2 The language teacher uses only padents answer
the target language in the
classroom, Actions, pictures, or
realia are used to give meaning
otherwise,

The native language and tl
language have separate ling
systems. They should be
apart so that the students’
language inrerferes as lirtle 2
possible with the students” a
to acquire the target lang

eacher uses spoken cues
ECues.

her conducts
mation and question-

3 The language teacher intro- e deills

duces the dialog by modeling it
twa times: she introduces the
drills by modeling the correct
answers; at other times, she
corrects mispronunciation by
modeling the proper sounds in
the target language,

One of the language reacher
major roles is thar of a model
the target language, Teachers
should provide students witl
good model. By listening to
is supposed to sound, studes

teach s the
should be able to mimic the er poses the

5 1o them rapidly.

Ve Of
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Principles

Language learning is a process of
habit formation, The more often
something 15 repeated, the stronger
the habir and the greater the
learming,

It is important to prevent learners

from making errors. Errors lead ro
the farmation of bad habits. When
crrors do occur, they should be im-
mediately corrected by the teacher.

The purpose of language learning
is to learn how to use the language
to communicate.

Particular parts of speech occupy
particular *slots” in senrences. [n
order to Create new sentences,
students must learn which part of
speech oceupies which slot,

Positive reinforcement helps the
students to develop correct habits.

Students should learn to respond
to both verbal and nonverbal
stimuli.

Fach language has a finite number
of patterns. Pattern practice helps
students to form habits which
enable the students to use the
patterns.

Students should ‘overlearn,’ Le.
learn to answer automatically
withour stopping to think.
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12

13

14

15

1o

Observations

The teacher provides the
students with cues; she calls on
individuals; she smiles
encouragemenr; she holds up
pictures one after anorher.

New vocabulary is introduced
through lines of the dialog;
vacabulary 1s limired,

Students are given no grammar
rules; grammatical points are
taught through examples and
drills.

The teacher does a contrastive
analysis of the target language
and the students’ native
language in order o locare the
places where she anticipares
her students will have rrouble,

The teacher writes the dialog
on the blackboard toward rhe
end of the week. The students
do some limiced written work
with the dialog and the
sentence drills.
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Principles . Principles
The teacher should be like g Larket alphabet Language cannat be separated

from culture. Culture 15 nor only
literarure and the arts, buralso the
everyday behavior of the people
whio nse the targer language. One
of the teacher’s responsibilinies is
to present information about thar
culture.

orchestra leader—eonduyg
guiding, and controlling
students’ behavior in the
language.

and a discussion of
an supermarkets and
are included.

The major objective of lay
teaching should be for sy
acquire the structural parrerns
students will le '

T Wil leamn voct WING THE PRINCIPLES

at we should turn to the ren questions we have answered for
The learning of a foreign lang hod we have considered so far.
should be the same as the
acquisition of the native |4
We do not need ro memori
in order to use our native
language. The rules necessarys
use the targer language will be
figured out or induced from
examples, '

 the goals of teachers who use the Audio-Lingual Method?

‘want their students to be able ro use rhe rarger language
tively. In order to do this, they believe students need to
n the target language, to learn to use it automancally without
to think, Their students achieve this by forming new habhirs
target language and overcoming the old habits of their native

The major challenge of for i
language teaching is gerring.
students ro overcome the b
of their native language. A
comparison berween the na
and targer language will rells
teacher in whart areas her stud
will probably experience
difficulry.

HDE role of the teacher? What is the role of the students?

cher is like an orchestra leader, directing and controlling the

-behavior of her students, She is also responsible for providing

ts with a good model for imitanion, Students are imitators of

cher’s model or the tapes she supplies of model speakers. They

ih’f“—‘ﬂfhﬂ’s directions and respond as accurately and as rapidly
.

e some characteristics of the teaching/leaming process?
Speech is more basic to lan
than the written form. The
‘narural order’—the order
follow when learning rheir
language—of skill acquisitiol
listening, speaking, reading, am
WTiring.

vocabulary and structural patterns are presented through
= The dialogs are |earned through imitation and repetition,
- as repettion, backward build-up, cham, substirution,
Mmation, and question-and-answer) are conducted based upon
08 present in the dialog. Students’ successful responses are

®inforced. Grammar is induced from the examples given;
Brammar rules are not provided. Cultural information is
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contextualized in rhe dialugs or presented b}r the teacher
reading and wrirten work is based upon the oral work
earlier.

.t role of the students’ native language?

e of the students' native language are thought to interfere
s’ Atlemnpes 1o master the target language. 1 h'-f“*f”_"*«
Janguage is used in the classroom, not the stuglrnr'i_ native
A contrasfive analysis between the students’ native lan-
the target language will reveal where a teacher should

most interference.

4 What is the nature of student-teacher interaction? What is the |
of student-student interaction? '

There is student-to-student interaction in chain drills or when g
take different roles in dialogs, but this interaction is teacheradi
Most of the interaction is between reacher and students and isin

ation accomplished?
by the teacher.

to this question is not obvious because we did not actually
the students in this class taking a formal test, 1r we had, we
{ have seen that it was discrete-point in nature, that 1s, each ques-

+ the test would focus on only one point of the language at a time.
mts might be asked to distinguish berween words na minimal
example, or to supply an appropriare verb form in a sentence.,

5 How are the feelings of the students dealt with?

There are no principles of the method that relare to this area,

6 How is the language viewed? How is the culture viewed?

The view of language in the Audio-lingual Method has b
enced by descriptive linguists. Every language 1s seen as hav
unique system. The system is comprised of several diffe
phonological, morphological, and syntactic, Each level hasi
nncnve patterns.

Everyday speech is emphasized in the Audio-Lingual
The level of complexity of the speech is graded, however, so tha
ning students are presented with only simple patrerns. Culrure ¢
of the everyday behavior and lifestyle of the target language s

s the teacher respond to student errors?

errors are to be avoided if at all possible through the teacher’s
s of where the students will have difficulty and restriction of
ey are taught to say.

EWING THE TECHNIQUES

gree with the above answers, vou may wish to implement the follow-
es; of course, even if you do not agree, there may be techniques
7 What areas of language are emphasized? What language skills ar d below that you are already using or can adapt to your approach.
emphasized? E

\ : orization
Vocabulary is kept ro a minimum while the students are mas
sound system and grammatical patterns. A grammatical pa
the same as a sentence. For instance, underlying the followi
sentences is the same grammarical pattern: Meg called, The Bl

won, The team practiced.

short conversations between two people are often used to
W lesson. Students memorize the dialog through mimicry; stu-
f take the role of one person in the dialog, and the teacher the
t the students have learned the one person’s limes, they switch
The natural order of skills presentation is adhered to: Nemorize the other person’s part. Another way of practicing the
speaking, reading, and writing. The oralfaural skills receive m s for half of the class to take one role and the other half to take
attention. What students write they have first been introd : Alter the dialog has been memorized, pairs of individual stu-
orally. Pronunciation is taught from the beginning, often by ' Fﬂﬁ}l’m the dialog for the rest of the class.
working in language laboratories on discriminating between 0-Lingual Method, certain sentence patterns and grammar
of minimal pairs.

u

i md'-lldt'd within the dia log. These patterns and points are later
864N drills based on the lines of the dialog.
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Backward build-up (expansion) drill drill

ives stude
for exampl
v SENTENCE. :
Fing 1 sgatement INto a
e direct speech nto reported speech.

ats a certain kind of sentence partern, an affirma-
¢. Students are asked to transform this sentence
Other examples of transformations to ask of stu-
question, an active sentence nto i

This drill is used when a long line of a dialog is giving students grg
teacher breaks down the line into several parts. The students ren
ot the sentence, usually the last phrase of the line, Then, fol
teacher’s cue, the students expand whar they are repeating pare
they are able to repeat the entire line. The teacher begins with gy -
the end of the sentence (and works backward from there} to keen g
nation of the line as narural as possible. This also directs moge. wswer drill
attention to the end of the sentence, where new information typical srudents practice with answering guestions. The students
e B e questions very quickly. Although we did not see
here. it is also possible for the teacher to cue the students to
. as well, This gives students practice with the question pattern.

Repetition drill

Students are asked to repeat the teacher’s model as accur
quickly as possible. This drill is often used to teach the lines
1 pairs

rks with pairs of words which differ in only one .‘i[:!l_lﬂd; for
sheep.” Students are first asked to perceive the difference
two words and later to be able to say the two words. The
the sounds to work on after she has done a contrastive
mparison berween the students’ native language and the

Chain drill

A chain drill gers its name from the chain of conversarion the
around the room as students, one-by-one, ask and answer que:
cach other. The teacher begins the chain by greeting a partie
or asking him a question. That student responds, then turns to ik 3
sirting next to him. The first student greets or asks a question hey are studying.

ond student and the chain continues, A chain drill allows some 4

communication, even though ir is limired. A chain drill also g e dialog

teacher an opportunity to check each student’s speech. ' ted words are erased friom a dialog students have learned. Students

e dialog by filling the blanks with the missing words.
Single-slot substitution drill "

The teacher says a line, usually from the dialog. Next, the teacher
word or a phrase—called the cue, The students repeat the line
has given them, substituting the cue into the ling in its proper
major purpose of this drill 1s to give the students practice in findie
filling in the slots of a sentence.

@ the supermarker alphabet game described in rhis chapter are

Audio-Lingual Method. The games are designed to get stu-

Crice a grammar point within a context. Students are able to

mselves, although itis rather limited in this game. Notice there
of repetition in this game,

Multiple-slot substitution drill :

This drill is similar to the single-slot substitution drill. The difh
that the teacher gives cue phrases, one at a time, that fit into di
in the dialog line. The students must recognize what part of speeck
cue is, or at least, where it fits into the sentence, and make an¥’
changes, such as subject—verb agreement. They then say the line, #
the cue phrase into the line where it belongs.

at both the techniques and the principles of the Audio-

od, Try now to make the bridze between this baok and vour
atiom.

make sense to you that language acquisition results from habit
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formation? If so, will the habits of the native language interfere;
get language learming? Should the commission of errors be p
much as possible? Should the major focus be on the structural
the target language? Which of these or the other principles of
Lingual Method are acceprable to you?

Is a dialog a useful way to introduce new marterial? Should
rized through mimicry of the teacher’s model? Are structure 4
pedagogical activities? Is working on pronunciation through
drills a worthwhile activity? Would you say these techniques (
of the Audio-Lingual Method) are ones thar vou can use as desg
vou adapt any of them to your own teaching approach and sitpg,

f.ou’s goINg to RO 10 college nexr fall.
Where is he going ?.
He's going 10 Stanford.
. What is he going to study?
piology. He's going to be a docror.
¥ series of drills (hackward build-up, repetition, chain, single-
e d ﬁgln multiple-slot substitution, transtarmamnon, and ques-
ru weTJJ designed to give beginning level EFL students some
this structure, If the target language that you b et
may wish to write your own dialog first. It is not easy to
Is., <o to check yours, you might want to try giving i

er teachers.

own dialog to introduce your students to a sentence or
i io-Li ! i -t language you teach.
A Check your understanding of the Audio-Lingual Method. = pattern in the targe guage y

ACTIVITIES

1 Which of the following rechniques follows from the princf :
Audio-Lingual Method, and which ones don’t? Explain the rea
YOUT answern

CES AND ADDITIONAL RESOURCES
on. 1964, Language and Language Learning: Theory and

{2nd edn.) New York: Harcourt Rrace. _
Kenneth. 1988. Developing Second Language Skills. (3rd edn.)
CA: Harcourt Brace Jovanovich.
Mary. 1974, English as a Second Language: From Theory to
{2nd edn.) 62-72, 168-72. New York: Regents Publishing.
es C. 1945, Teaching and Learning English as a Foreign
e. Ann Arbor: University of Michigan Press.
1957, Linguistics across Cultures: Applied Linguistics for
Teachers, Ann Arbor: University of Michigan Press.
1964, Language Teaching: A Scientific Approach. New
raw-Hill.
f_:ln'istina Bratt. 1971, ‘The sequencing of structural partern
ESOL Quarterly 5/3, 197-208.
ford. 1965, ‘Development of a manipulative-communication
n Campbell, R. and H. Allen (eds.): Teaching English as a
ge. Mew York: MeGraw-Hill.
ga. 1968, Teaching Foreign Language Skills. Chicago:
I Ly of Chiﬂagu Press,
B Apply what you have understood about the Audio-Lingual Metha @ 8. F 1957, Verbal Behavior. New York: Appleton-Century-

a The teacher asks beginning-level students to write a
about the system of rransportation in their home cou
need a vocabulary word that they don’t know, they are told
in a hilingual dictionary for a translation.

b Toward the end of the third week of the course, the teacher gi
dents a reading passage. The reacher asks the students to ©
passage and to answer certain questions based upon it. The p
contains words and seructures introduced during the b
weeks of the course,

¢ The teacher tells the students that they must add an *s" to
son singular verbs in the present tense in English. She the
studenrs a list of verbs and asks them to change the ves
third person singular present tense form.

2 Some people believe thar knowledge of a first and second lan
be helpful to learners who are trying to learn a third languaj
would an Audio-Lingual reacher say abour this? Why?

1 Read the following dialog. What subsentence pattern is it tr¥
teach? y
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pUCTION
e did learn languages through the Audio-Lingual Method
+is still practiced today}, one problem with it was students’
readily ransfer the habits they had mastered in the classroom
ative use ouside it. Furthermore, the idea that learning a
it forming a set of habits was seripusly challenged in the
Linguist Noam Chomsky argued thar language acquisition
ssibly take place through hahit formation since people create
nd utterances they have never heard before. Chomsky pro-
d that speakers have a knowledge of underlying abstract
 allow them to understand and create novel ntrerances. Thus,
reasoned, language must not he considered a product of habit
but rather of rule formation, Accordingly, language acquisition
rocedure whereby people use their own thinking processes, or
1o discover the rules of the language they are acquiring.
ohasis on human cognition led to the establishment of the
‘Approach (Celce-Murcia 1991). Rather than sim ply being
o stimuli in the environment, learners were seen to be much
¢ responsible for their own learning, engaged in formulating
jeses in order to discover the rules of the rarget language. Errors
vitable and were signs that learners were actively testing their
For a while in the early 19705 there was great interest in
s new Cognitive Approach to language teaching and materi-
leveloped with deductive (learners are given the rule and asked
and inductive (learners discover the rules from the examples
practice it) grammar exercises. However, no language teaching
r really developed directly from the Cognitive Approach;
mber of ‘innovative methods’ emerged. In the next few chap-
itake a look at chese.
gh Caleh Gattegno’s Silent Way did not stem directly from the
!‘Tl‘-jmacm it shares certain principles with it. For example,
¢ basic principles of the Silent Way is that ‘Teaching should be
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4 The Silent Way S 2
subordinated to learning.” In other words, Gartegno belje
teach means to serve the learning process rather than to domi
principle is in keeping with the active search for rules aseri
learner in the Cognitive Approach. Gattegno looked a langy
from the perspective of the learner by studying the way babies
children learn. He cancluded thar lea Iming is a process which
by ourselves by mobilizing our inner resources (our perceptio
MEss, cognition, imagination, intuition, Creanvity, erc.) to meeg
lenge ar hand. In the course of our learning, we integrate ingg
whatever ‘new’ thar we create, and we use it s a stepping ston
ther learning,
In order to explare the Silenr Way, we will observe the firse
English class in Brazil. There are twenty-four secondary schog
in this class. The class meets for rwo hours 4 day, threc days a

EXPERIENCE

As we take our sears, the teacher has just finished introducing
Way in Portuguese. The teacher walks to the front of the room,
a metal pointer and points to a chart hanging above the blackha
chart has a black background and is covered with small ree
blocks arranged in rows. Each block is a different color,
sound—color chare, Fach rectangle represents one English sound
a white horizontal line approximately halfway down the chart
the upper rectangles, which represent vowel sounds, from tho
the line, which represent consonant sounds.

Without saying anything, the teacher POINts in succession to ek
five blocks of color above the line. There is silence, The teacher
the pattern, pointing to the same five blocks of color. Agam, no
anything. The third time the teacher does the poincing, he say
touches the first block. The teacher continues and taps the fo
blocks of color with the poincer. As he does this, several student:
fif, fol, ful. He begins with these vowels since they are the ones girl and point to the five blocks as the class responds. Then the
will already know. (These five sounds are the simple vowels of P } BEBENgS individuals to the front of the room, cach one LApPINg our
and every Brazilian schoolchild learns them in this order.) _ Boe of the sounds as he says them. The teacher works with che

The teacher points ro the rectangle that represents fe/, He puts b through Bestures, and sometimes through instructions in
palms rogether, then spreads them apart to indicate that he wants 5 10 get them 1o produce the English vowel sounds as aceu-
dents to lengthen this vowel sound. By moving his pointer, he s Possible. He does not say the sounds himself,
there is a smooth gliding of the tongue necessary to chi satished that the students can produce the five sounds accu-
Portuguese fef into the English diphthong fey/. He works with £ g Seacher next points to the five blocks in a different order, A few
dents until he is sarisfied that their pronunciation of fey/ closely appH pestate, but most of the students seem able to connect the

English vowel. He works in the same way with fivl, fow/,

teacher hands the pointer to a girlin the front row. She comes
of the room and points to the white block in the top row, The
ads: with /af, One-by-one, as she points to the next three
ass responds correctly with Jey/, fiyd, fow/. But she has trou-
the last block of color and points to a block in the rhird row. A

yell, *NOY She tries another block in the came row: ]'u:_r
yell, "NO! again, Finally a boy from the front row says, A
ortuguese for ‘to the left'). As the girl moves the pointer one
e left, the class shouts juw/, The teacher signals for the girl ro
Sagain. This time she goes a bit more quickly and has no trou-
B the block for fuwl. The teacher signals ro another student o
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‘A rod.’ The teacher hands her the pointer and

olor chart to tap our the sounds, and second
b ords *a’ and ‘rod. Several other stu-

colored blocks with the correct sounds. The teacher varies th
several times and the students respond appropriately. The
paints to a boy sitting in the second row. The teacher Mmoves.
and points to five colored blocks. Two of the blocks are above
are the fey/ and fuw/ they have a Iready worked on, The thiee g
are below the line and are new to them. Two or three of the spy

1 ﬂd 5AYS,

4 sl.':luT'ld-
__wthﬁw point o the w

3 ';pattl:_rn; to a particular rod and raps out "a blue rod.” Thez
each Epnjnt * on the word charr. A boy points to the md_an_
wm-d blue and finds the three words of this

‘Pedro,” which is the boy’s name. The other students help him as g’ He goes 10 thearc Chm‘rh:_- teacher introduces the word
ta the colored blocks that represent the sounds of his name , Other students do i i the pattern after he is through.

/tly fuw/. Two or three other students do the same. In this e arly, with students tapping D&“ ‘]L o s out /pInk/ on the chart.
dents have learncd thar English has a fp/, fdl, and /r/ and the |¢ then points to 3 Pk “T ann :;Es not exist in Portuguesc,
these sounds on the sound—color chart. The students have a lired is a new one for the students. e fivf and he indi-

s to the block of color which represents /1y

with the pronunciation of the /r/, so the teacher works with o he students are to shorten the glide and
[ gy - :

Moving o,

The teacher next poines o a girl and taps our eight colared
In a chorus, the students say her name, *Carolina.’ and pra
name as they did Pedro’s. With this the students have learned
that represent three other sounds: /k/, I/, /n/. The teacher fol o
lar procedure with a third student whose name is Gabriela,
know now the location of g/ and /b/ as well. The teacher has v
dents tap our the sounds for the names of their three class

After quite a few students have tapped out the three names,
takes the pointer and introduces a new activity. He asks eight
sit with him around a big rable in the front of the room as the:
class gathers behind them. The teacher purs a pile of blue, green
wooden rods of varying lengths in the middle of the rable. He
one of the rods, then points to three rectangles of colg
sound-color chart. Some students attempt o say ‘rod.” They
do this since they have already been introduced to these sound
binations. The teacher points again to the blocks of color, and &
of the students say ‘rod.” The reacher then points to the block of c
resenting /a/. He points to his mouth and shows the students
rassing his jaw and closing his mouth, thus showing the stude
produce a new English sound by starting with a sound they alre:
The srudents say something approximating /af, which is a new s
them. The teacher follows this by pointing first to a new block
then quickly in succession ro four hlocks of color: the students
rod." He turns to a different chart on the wall; this one has wo
ditferent colors. He points to the words ‘3’ and *rod,” and the s
that each letter is in the same color as the sound the letter signi

After poinring to “a” and ‘rod,” the teacher sits down with the

his gesture that t
 this sound.

a bit more to say this 1 _ o

: dt:l:t who tries to say ‘a pink rod’ has trouble wirh the pro-
m cointe * He looks to the teacher and the reacher gestures
B f them says ‘pink’ and the teacher
other students. One of them say e g
 pronunciation. The first student tries again and this b
. hat he says. Another student seems to have trouble with

,_.-: 'wg a finger to represent cach word of the phrase, iy

rs her how the phrase is segmented. Then by tapping his sec-
indicates that her trouble is with the second word.

at the table, saying nothing. Everyone is silent for a minute un
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The teacher then mouths the vowel sound and with Zes
student that the vowel is shorter than what she is saying,
shape her mouth as he does and her pronunciation does imp
although it sull does not appear as close to the targer lang
some of the other students are able 1o come. With the ¢ her <
attending, he works with her a bit longer. The students n ACTH
and tapping out the three color words and the phrase, with the e
tening attentively and occasionally mtervening to help them pe
their pronunciation,

The reacher has another group of students rake the places of
cight at the table, The teacher turns ro one of the students and
a green rod.” The student does not respond; the teacher
student picks up a green rod and says the same sentence,
tures from the teacher, he understands that he should direct the
to another student, The second student performs the action
says, “Take a blue rod,” to a third student, He takes one. They
dents then take turns issuing and complying with commands to1 _
of a certain color., F

Next the teacher puts several blue and green rods in the ¢
table. He points to the blue rod and to one of the students, who
“Take a blue rod.” The reacher then says ‘and” and poines to the g
The same student says, ‘and take a green rod,” The teacher indi
student that she should say the whole sentence and she says, ‘Ta
rod and rake a green rod.” As the girl says each word, the teacher
one of his fingers. When she says the second *take,” he gestures g
should remove the ‘take” from the sentence. She tries again, ‘T;
rod and a green rod,” which the teacher accepts. The students o
tice forming and complying with commands with similar @
ohjecrs, :

The teacher then points to the word chart and to one of the st
who taps out the sentences on the charr as the other studen
them. Later, students take turns tapping out the sentences of their
on the word chart. Some students tap out simple commands and
students tap out commands with compound objects.

The students rerurn to their desks. The teacher turns t
and asks the class in Portuguese for their reactions to the le
student replies that he has learned that language learning is not
Another says that he is finding it difficult; he feels that he ne
practice associating the sounds and colors. A third student
she felt as if she were playing a game. A fourth student says he
confused,

dhe lesson ends, During the next few classes, the students

cheir new sounds and learn to produce accurate intona-
- s patterns with the words and sentences.
- lish words for colors and where any new sounds are
"gi:p: sound—color chart.
e the following items:
. ﬁr!her!him."rh:m.

heselthose

.

ETe

fmylyour/their/our
king sentences with many different combinations of these

ding the sentences they have created on the wall charts.

_Fidcl charts, which are charts summarizing the spellings of
t sounds in English.
ting the sentences they have created.

walyze the lesson, let us peek in on another class being caughte
3t Way.! This class is at a high-intermediate level. The students
ound a table on which the teacher has used rods to construcr
of a ‘typical’ house. He establishes the “frone” and *back’ of
 having the students label the ‘front’ and *back” doors. He
of four rooms and is ahle to elicit from the students: *living
g room,” *kitchen,” and *bedroom.” Then the teacher points
teach room in turn, This introduces the need for ‘inside/out-
_.:’im?l!r’ pointing to each wall, the teacher gives the students
ice producing phrases like ‘the front wall of the living room,

all of the dining room.’ etc. Next the teacher picks up a rod
ble.’ He shrugs his shoulders to indicate to students thar they
m where to put it, One student savs, ‘dinmg room,” but the
8 that he needs more specific directions. The student says,
1 the middle of the dining room.’ The teacher does this, He

h Ilfssun j? based on Danald Freeman's lesson in the United Sates Information
8 Teaching Methads viden.
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60 The Silent Way

then picks up another, smaller rod. Another students save: o
teacher mdicates that the student should tell him where to nus ‘A

The teacher works with her, using the charts to introduce new pudentsavs
she can say, ‘Put the chair in the dining room ar the head of thes ._whe:lp 4
lesson continues in this way, with the reacher saying very I
students practicing a great deal with complex sentences such

: ¢ ] meTnmes
table at one end of the sofa near the outside wall of the living ¢ 50

in the grudenrs’

age, to help the
uce the target

li:nllld-'r as 3c|:u1'ulel}f

THINKING ABOUT THE EXPERIENCE

Since the Silent Way may not be familiar to many of you, let us
detail our ohservations and examine its principles.

ars learn the sounds
ks of color by
the names of their

Observations Principles

1 The teacher points to hve blocks
of color without saying
anything. The blocks of color
represent the sounds of five
English vowels close to the five
simple vowels of Portuguese.

The teacher should start w
something the student
know and build from ¢
unknown. Languages s
number of fearures, .
the most basic. cher points to a rod
n to three blocks of
the sound—color

e students respond,

2 The teacher poines again to the
five blocks of color, When the
students sav nothing, the
teacher points to the first block
of color and says fa/. Several
students say fe/, i/, fol, o/ as the
teacher points to the other four
blocks.

Language learners are int
and bring with them the
experience of already
language. The teacher

only what help is neces er points to the

‘and ‘rod’ on the

her sits down at the
1ssilent. Afrer a

girl points to a rod
A rod.”

3 The teacher does not model the
new sounds, but rather uses
pestures to show the students
how to modify the Portuguese
sounds,

Language is not learned by
repeating after a model.
need to develop their o
criteria’ for correctnes
and to be responsible
production in the target 1an

Studenrs” actions ¢an b
teacher whether or not EREY
learned.

4 Students take turns tapping out
the sounds.

The Stlent Way b1

Principles

Srudents should learn to rely on
each other and themselves.

The teacher works with the
srudents while the students work
on the language,

The teacher makes use of what
students already know. The more
the teacher does for the students
what they can do for themselves,
the less they will do tor
themselves.

Learning involves rransterring
what one knows to new contexts.

Reading is worked on from the
beginming but follows from what
students have learned to say.

Silence is a tool. It helps to toster
autonomy, or the exercise of
initiative. It also removes the
teacher from the center of
attention so he can listen to and
work with students. The teacher
speaks, but only when necessary.
Ortherwise, the teacher gets out ab
the way so that it is the students
who receive the practice in using
the language.
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Observations

11 The teacher points to a
particular rod and taps our ‘a
blue rod” on the sound—=color
chart.

12 One student tries to say *a pink
rod’ and has trouble. He lonks
to the teacher, but the reacher
remains silent and looks to the
other studenrs,

13 The first student tries o say ‘a
pink rod” again. This time the
teacher accepes the student’s
COPTECt pronunciation.

14 Another student has rrouble
pronouncing part of the phrase
*a pink rod.” Using gestures,
the teacher isolates the rrouble
spat for her.

15 Atter locating the error for the
studenr, the teacher does not
supply the correct language
unril all self-correction options
have failed,

16 The teacher mouths the correct
sound, but does not vocalize ir.

17 The student’s pronunciarion is
improved hur seill not as close
to the target language sounds
as some of the students are
able to come. The teacher
works with her a bit longer
before the lesson proceeds,
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Principles

Meaning is made clegp
students’ perceprions,

rranslation.

Students can learn from.

another. The reacher's

ENCOUTALEES Eroup cog

I the teacher praises |
students, they will be
reliant. The teacher’s act
intertere with students’
their own criteria,

Errors are important and

necessary ro learning.
the teacher where thing
unclear. 1

If students are simply give

answers, rather than by

allowed to self-correct, they

not retain them.

Srudenes need to learn x_ is

rthemsclves.

At the beginning, the
to look for progress, not
perfection. Learning ta

rime. Students learn at difig

ratcs.

or listens attentively,

T SAV5, “Take the
o ..,un‘h.- orce.

unts take turns issuing
:,ri_ng with .

to take a rod of a
OF.

ents practice
s with compound

lents take tarns
t the sentences of
ce on the word

ents choose to tap
ple commands; others
it more complex ones,

cher asks the students
Teactions to the

no homewaork

The Silernt Way 63

Principles

A reacher’s silence frees the teacher
tar closely observe the students
behaviar,

Students learn they must give the
teacher their attention in order not
to miss what he says. Student
attention is a key to learning.

Students should engage in a great
deal of meaningful practice
without reperinion,

The elements of the language are
inrraduced logically, expanding
upon what students already know.

Students gain autonomy in the
language by exploring it and by
making choices.

Language is for self-expression.

The teacher can gain valuable
information from student
feedback; for example, he can
learn what to work on next,
Students learn how to accept
responsibility for their own
learning,

Some learning takes place
naturally as we sleep, Students will
narurally work on the day’s lesson
then.
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Observati i | '
ons Principles _ tion to the learning task, and to actively engage in
26 Insubsequent lessons, the The syllabus is comp e language. No one can lemen fras, Gittegnisswonilid a9y,
students will learn to use 4 linguistic structures our PC"S"'"“I responsibility.
number of different linguistic ; onp savs, ‘The teacher works with the student; the student
= VS,
sIructures, ﬂ]f languﬂl-’-ﬂ-1
27 The students will pracrice The structures of the 1-- some characteristics of the teaching/leaming process?
making s i red i i ] F [ i thdi
g grrnrcr:es v_.nth ) not arranged in a linear Jin their study of the language through its basic building
Crent oo Pt ) , 3 y . ih
combinations of these  bur rather are conses qunds. These are introduced through a language-specific
SCruckares. recycled. < .

¢ chart. Relying on what sounds students already know
- knowledge of their native language, reachers ]IL‘ﬂd thui.r stu-
associate the sounds of the targer langoage with particular
o Later. these same colors are used to help students learn the
. ¢ correspond o the sounds (through the color-coded Fidel
d how to read and pronounce words properly (through the
d word charts),
er sets up situations that focus student attention on
tures of the language. The situations provide a vehicle for
to perceive meaning. The situations sometimes call for the
pds and sometimes do not; they typically involve only one
e ar a nime. With minimal spoken cues, the students are
d to produce the structure. The teacher works with them, striving
aciation that would be intelligible to a native speaker of

language. The teacher uses the students” errors as evidence
e the language is unclear to students and, hence, where to

28 Students will practice writing  The skills of speaking, 1
the sentences they create. and writing reinforce
anaother,

LT

REVIEWING THE PRINCIPLES

As you can see, the Silent Way has a great many principles '
can come to a fuller understanding of thern if we consider
OUT ten (uestions,

1 What are the goals of teachers who use the Silent Way?

Students should be able to use the language for self-expres
express their thought, perceptions, and feclings. In order to
they need to develop independence from the teacher, to de
own inner ¢riteria for correcrness. R
Students become independent by relving on themselves, T
therefore, should give them only what they absolutely need
their learning.

ndents receive a grear deal of pracrice with a given rarger lan

cture without reperition for irs own sake. They gain auron-
¢ language by exploring it and making choices, The teacher
udents ta describe their reactions to the lesson or what they
iened. This provides valuable information for the teacher and
students to rake responsibility for their own learning. Some
ring takes place while they sleep.

2 What is the role of the teacher? What is the role of the stu

The teacher is a technician or engineer. *Only the learner
learning,’ bur the teacher, relving on what his students alre
can give whar help is necessary, focus the students’ percepti
their awareness,” and *provide exercises to insure their faci
language. The teacher should respect the autonomy of the
their artempts at relating and interacting wich the new chal
The role of the students is to make use of whart they k
themselves of any obsracles that would interfere with

e nature of student-teacher interaction? What is the nature
I=student interaction?

ﬂf_the student—teacher interaction, the teacher is silent. He is
'm“’!-: hl]Wﬂ'Er—s-:tt'mg up situations to ‘force awareness,”
Attentively to students” speech, and silently working with
It production through the use of nonverbal gestures and
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the tools he has available, When the teacher does spe
clues, not to model the language,

Student-student verbal interaction is desirable (studen

trom one another) and is therefore encouraged. The peg
one way to do this,

5 How are the feelings of the students dealt with?

The reacher constantly observes the students. When the

interfere, the teacher tries to find ways for the students ¢
them. Also, through feedback sessions ar the end of lesse
have an opportunity 1o express how they feel. The teache;
they say into consideration and works with the students
overcome negative feelings which might orherwise ing

learning. Finally, because students are encouraged throughy

lesson to cooperate with one another. it s hoped that a
able learning environment will be creared.
6 How is language viewed? How is culture viewed?

Languages of the world share a number of features, Howey
guage also has its own unique reality, or spirit, since it is the

of a particular group of people, Their culture, as reflected in th

unique world view, is inseparable from their language.

7 What areas of language are emphasized? What language s
emphasized?

Since the sounds are basic to any language, pronunciation
on from the beginning,. It is important that students acquire the
of the language. There is also a focus on the structures of the

although explicit grammar rules may never be supplied.
somewhat restricred ar first.

There is no fixed, linear, structural syllabus, Instead,
starts with what the students know and builds from one s
the next. As the learners’ repertoire is expanded, previously

structures are continually being recycled. The syllabus

according to learning needs.
All four skills are worked on from the beginning of
although there is a sequence in that students learn to read

what they have already produced orally. The skills reinforee Wit

dents are learning.
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role of the students’ native language?

Jear by focusing the students’ perceptions, not by

e E?:I <" native language can, however, hc_uﬁr:r.i to
o ccs:mn- o ht!pﬁ student improve his or her
iﬂmfuw?s;:scc. .'1 h;nmive language is also uﬁgd iar least
: i.:‘vcl-; of ;:rwnﬁcjency} during the feedback sie:.sm:u::t.l S
crant, knowledge students alrea d'{! pusm:i St

e can be exploited by the teacher of the I.'TEI.FIE,I:..{_ a E, _;,
i -her knows that many of the sounds in the stu

I .h:hE 1[:1:1 will be similar, if nor identical, to suulnds n Fhr
E t-liu ;::sunws. then, that he can build upon this existing
? ;g:r‘umdﬁcr the new sounds in the target language.

ation accomplished?

the teacher may never give a formal rest, he assc 5?:&'51511.1:‘]12{:[
all the time. Since ‘reaching 15 ﬁub:;:rd.matcd o h=:ru-r'ur|.g-.1t t 'E
be responsive to immediate learning needs. The TE?L :::r
es him to artend to his students and to be aware o rf;:'t
- needs will be apparent to a teacher who 1s observant {:1 is
behavior, One criterion of whether or not El’l.ldﬂl‘ll:ﬁl ave
their ability to transfer what they have been studying to
s|:'1' does not praise or crincize student hc_havinr since this
aterfere with students’ developing their own inner eritenia. He
students to learn at different rates. The teacher looks for
ogress, not perfection.

5 the teacher respond to student errors?

Errors are seen as a natural, indispensable part of the learning
Errors are inevitable since the students are fnmuragr_:d to
the language. The teacher uses student errors as a basis for
g where further work is necessary.
icher works with the students in gerting them to self-correcr.
are not thought to learn much if the teacher merely supplies
| langungr. Students need to learn to listen h.'J rhlcmseh';s
mpare their own production with their developing inner cri
students are unable to self-correct and peers cannot help,
teacher would supply the correct language, but only as a last
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REVIEWING THE TECHNIQUES AND THE MATE;

Many of the ideas in this chaprer may be new to you. Someq
may be immediately attractive to you, whereas others
vourself time 1o think about all of them before you decide
you,

In the review that follows, the marterials surveyved in this

charts and rads) have been included. While you may not

[ bre dilentt way oz

od to provide visihle actions or situations f.r.:ran?' ]alr_lgu:tgr
= duce it, or T enable students o pracrice using it. The
meaning: Giruations with the rods can ].'JL‘I creared in such a
meaning 15 made clear: then the language is connected to the

el. the rods can be used to teach colors and

beginning lew : _ X
ﬂmu“ they can be used for more complicated structures; for

the actual marerials discussed here, the materials may sug ents with prepositions (‘The blue rod is between the
CAN use, the yellow one'} and l;{m;li::inn:a]x {*It you give me a blue

ive yOU TWO Breen ones’|. They can be used i]hSTl’:Ii;[l‘{' as
Sound-color chart ce, for students to make a clock when learning to tell time

The chart contains blocks of color, each one representing a
targer language. The teacher, and later the students, points
color on the chart to form syllables, words, and even sente

Cl

we did not see it in this lesson, sometimes the teacher will tap
block of color very hard when forming a word, In this way

can introduce the steess partern for the word. The charrallow
produce sound combinations in the target language with
through repetition, The chart draws the students’ artention
them to concentrate on the language, not on the teacher, Wh

lar sound contrast is new for students and they can’t percet

sound of the two they are producing, the sound—color chare
1o give them feedback on which sound they are making.

Finally, since the sound—color chart presents all of the sounds

target language at once, students know what they have lea
they yet need to learn. This relates to the issue of learner autor

Teacher's silence

The teacher gives just as much help as is necessary and then i

the teacher sets up an unambiguous situation, puts a lang
into circulation (for example, “Take a rod'), and thenis
in error correction, the teacher will only supply a verbal ansy
resort.

Peer correction

Students are encouraged to help another student when he or s
encing difficulty, It is important that any help be offered in a
manner, not a competirive one. The teacher monitors the aid
helpful, nat interfering.
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Janguage, to creare a family tree or to make a floor pla.n of
which they later describe to their classmates. ."Enm::nmfs
1l put the rods down on the desk in a line, using a different rod
each word in a sentence. By pointing to each rod in tura,
ina silent. the teacher can elicit the sentence from the stu-
. ao make concrete to students aspects of the structure, for
need to invert the subject and auxiliary verb in order to form

e therefore very versatile, They can be used as rods or more
represent other realities. They allow students to be creative
. and they allow for action to accompany language,

LB
R

gestures

examined some self-correction techniques in the chapter on
Method. Some of the particular gestures of the Silent Way
ed ro this list. For example, in the class observed, the reacher

together and then moved them ourwards to signal to stu-
d to lengthen the particular vowel they were working on. In
ce, the teacher indicated that each of his fingers represented
sentence and used this to locate the trouble spor for the stu-

and later the students, points to words on the wall charts
CE 50 that they can read aloud the sentences they have
Way the lerters are colored (the colors from the sound-
Are used) helps the students with their pronunciation.
Ive English charts containing about 500 words. The charts

COHY
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e ARe sttent Way

i ' m choices? 'l
mous in making their own choices? Doy
no !

contain the functional vocabulary of English, Although wea e s

L and auto

& : L - a e |1 g ; ]
them in this lesson, students also work with Silent Way % can learn from one 1nl+uml_":T srinciples of the Silent Way
and ['!‘lJUi{S (i8] ﬁjrl_‘h.r_'r EKPFI.H[J [ht‘:i]' "Ufﬂbﬂ;&ril_'s -iiTId fﬂcil. s f,m:[iﬂn? Are there any
W g Which ﬂ;ie rials which would be of use to }'““"k&"hnulf d|

f X = 7 | Fe Ac =t
Fidel charts twa;::-; much as possible? Is structured feedback a
ent 2

 Whic “hnigues can you
1'“;itfmmthcirstudemsf\Elmhrnhmquuc _
toc

; £ Whi
The teacher, and later the students, point to the color-cnd S pproach to language teaching?

in order thar students associate the sounds of the lang

spelling, For example, listed together and colored the sam
block for the sound leyl are ay, ea, ei, eiph, etc., showing thag,
ways of spelling the /ey/ sound in English (e.g. in the words
‘veil," ‘weigh'). Because of the large number of ways sounds
be spelled, there are eight Fidel charts in all. There are a numk
available in other languages as well.

¥
el |

derstanding of the Silent Way.

ot ol -
many reasons for the reacher’s silence in the hlllfm-:ﬁ *
l-:: ¢ been stated explicitly in this chapter; others hay
I AVE i« ]

. 4
Can vou state the reasons:

Structured feedback

Students are invited ro make observations about the day’s |
what they have learned. The teacher acceprs the students®
nondefensive manner, hearing things that will help give him
where he should work when the class meets again, The stud
take responsibility far their own learning by becoming awa
trolling how they use certain learning strategies in class.

frequency of feedback sessions vary depending on the teac)

5 15 “The teacher works with the stu
o f the Silent Way is “The teac . |
:tl::;:e::: work on the language.” What do you think this

at you have understood about the Silent Way.

students a short target language verse which contains

¥ Ues Can you
class. piliar sounds, What nonverbal gestures or Lujf. ¢ }rm_
y to guide your students to produce rhe correct sounds, into
a3
CONCLUSION ind rhythm as they learn the verse:

grammar structure. It is probably herter ar first to :;F:;:ns'.:
; életm:ntary like the demonstrarive adjectives [_ thlb: ‘r ar,1
58" ‘those’ in English) or the possessive adjectives | I:}Ii-: your,
“her, ‘its,” ‘their’ in Englis ; o55 ach the struc
i ‘ its," *our, ‘their’ in English). Plan a lesson to te

In this chapter we saw a beginning lesson and read about an i
class as well, but the Silent Way is used with advanced studen
these students the same principles apply, and the same charts are
addition, there are pictures for topical vocabularies, books for
cultural settings, and an introduction to literaty re. !

We have avoided referring to the Silent Way as a method sine
Gattegno says it is not one. Proponents of the Silent Way claim
ples are far-reaching, atfecting not only education, bur the :
ceives the living of life irself, Nevertheless, there clearly are i
for language teaching and you should ask yourself wheth
implications for you.

Do you believe teaching should be subordinated to learning
make sense to you that learners should be encouraged to be indep

il remain as silent and interfere as lirtle as possible.

eaning will be clear to the studenrs.

receive a good deal of practice withour repetition.

oF students with a particular native language background. How

i sequence the sounds of the target language in order to teach
10 these students, building on what they already know?
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pesuggestopedia

JICTION

sresent in this and the next chaprers are illustrarive of that
Murcia (1991) calls an affective-humanistic approach, an
ich there is respect for students’ feelings. The originaror of
sorei 1 .ozanov, believes as does Silent Way's Caleb Gartegno,
Jearning can occur ata much faster rate than ordinarnly tran-
for our inefficiency, Lozanov asserts, is that we set up
barriers to learning: We fear that we will be unable to per-
awill be limired in our ability to learn, that we will fail. One
do not use the full mental powers that we have. According
d others, we may be using only five ro ten percent of nur men
 order to make better use of our reserved capaciry, the limita-
we have need o be ‘desuggesred.’ Desugpestopedia,! the
an of the study of suggestion to pedagogy, has been developed to
liminare the feeling that they cannot be successful or the neg-
on they may have toward studying and, thus, to help them
barriers to learning. One of the ways the students’ mental
stimulated is through integration of the fine arts, an important
1 to the method made by Lozanov's colleague Evelyna Gateva.
see for ourselves how the principles of Desuggestopedia are
language teachin 2. We will visit a university class in Egypt,
s on a beginning-level course are taughr English using this
class meets for two hours, three momings a week.

o

IEnce:
> We notice when we enter the classroom is how different
Lompared with all the other classrooms we have been in so

is ; ;

"“?" 'u'-"d DE-“-”WHDPF‘JHI to reflect the importance placed on desuggesting
ning |:]_l.'llla.l:lfl'\.- and Miller, personal communication).

re 15 10 part hased on ones the author ohserved taught by Dan Dugas

":ﬁ s espectively, It has been somewhat modified in light of recent comments by
ks i Loranov, .
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L

L]

a

far. Everything is bright and colorful. There are several p :
walls. Most of them are travel posters with scenes from
Kingdom; a few, however, contain grammarical information
conjugation of the verb ‘to be’ and the subject pronouns; a
object and possessive pronouns, There is also a table with st
inseruments on it. Next to them are some hats, masks, and othe

The teacher greets the students in Arabic and explains
about to begin a new and exciting experience in language le:
says confidently, *You won’t need ro tey ro learn. Tt will just
rally.”

‘First, vou will all get to pick new names—FEnglish ones. It
she says. Besides, she tells them, they will need new identities
can play with) to go along with this new experience. She shows
poster with different English names printed in color in the Rom
ber. The students are familiar with the Roman alphaber from
study of French. There are men's names in one column a
names in another. She tells them that they are each to choose a
pronounces each name and has the students repeat the pra L
One by one the students say which name they have chosen and:
appears pleased with their choices.,

Mext, she tells them that during the course they will crea
nary biography about the life of their new identity. But for now, S

L]
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choose profession to go with the new name. Using pan-

; sl - teacher acts various
Tom we elp the students _unduﬁr.md, the t“{_'{h"r.“‘rl’_r;’“t =
gou are such as pilot, singer, carpenter, and artist. lhe stu CTTs
R they want t0 be. _
htfshelit is i r greets each of the students using their new name and asks
bhey i stions in English about their new occupations. Through
-;M srudents understand the meaning of her questions and

' There is a great deal of recycling of the new lan-
teaches them a short English dialog in which two peo ple
rand inquire what ecach ¢ ither does far a living. After prac
with the group, they introduce themselves to the teacher.
hythm instruments thar the reacher has brought

&l

y warious
pame SOng.

eacher announces to the class that they will be beginning a
e, She distributes a twenty-page handout, The handout con-

y dialog entitled “To want to is to be able to,” which the

eanelates into Arabic. She has the students turn the page. On the
are two columns of print: In the left ane is the English dialog; in

Arabic translation. On the left page are some comments in
certain of the English vocabulary items and grammatical
students will encounter in the dialog on the facing page.

have been boldfaced in the dialog. Throughout the twenty

pductions of classical paintings.

i Arabic, partly in English, and partly through pantomime, the

es the story in the dialog. She also calls her students” atten-

of the comments regarding vocabulary and grammar on the

5. Then she tells them in Arabic rhar she is going to read the

m in English and that they should follow along as she reads.

them sufficient rime to look at hoth the English and the

ISt enjoy,’ she concludes.

Puts on some music. It is Mozart’s Violin Concerto in A,

e of minutes, in a quiet vaice, she begins ro read the text. Her

ars to be molded by the music as she varies her intonation
hm with it. The students follow along with the voice of the
allows them enough time to silentdy read the translation of
!I:Et'ir narive language. They are encouraged to highlight and

g the session. The teacher pauses from ome to tme o
HENTs to listen to the music, and for two or three minures ar a
uf:fuup stands and repeats after the teacher, joining their

IC.

this musical session, the lesson pauvses, When the students
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return, they see that the teacher has hung a painting gf
nature at the front of the room, T'he teacher then e
read the dialog again. This time she suggests that the sy
their scripts and just listen, The second time she regg
appears to be speaking at a normal rate. She has chag
Handel's Water Music. She makes no attempt this time to
to the music, With the end of the second reading, the ¢lass
no homework assigned; however the teacher suggests the
want to do something, they could read over the dialog o
to bed and once when they get up in the morning,
We decide to attend the next class to sec how
the new material she has presented. After greeting the s
ing them introduce themselves in their new identities g
teacher asks the students to rake out their dialog scripts,
Next, the teacher pulls our a har from 1 bag. She puts i
paints to herself, and names a character from the dialog
that she wants someone else to wear the hat. A girl volun
Three more hats are taken out of the teacher’s bag and, wid
of playfulness, they are distributed, The teacher turns ro the |
wearing the hats and asks them to read 4 portion of the di
that they are the character whose hat they wear. When
portion of dialog, four different students get to wear the
tinue reading the scripr. This group is asked to read itin 4 s
next group of four read ir in an angry way, and the last grog
cheerful way. R,
The teacher then asks for four new volunteers, She tells th
are auditioning for a role in a Broadway play. They want
win the role. In order to impress the director of the play, tk
their lines very dramatically. The first

group reads several
dialog in this manner, and following groups do this as well,

her has the students stand up and getina L‘ITR.:[E.
A ET ; .1;: ball, She throws the ball to one x_tur.h.nt
dium'-m'fd'?':u- asks him whart his name is1n Enghsh. H.c.
: ﬂﬂwms I!:ﬁ:i-.,-tr; 1m-¢ is Richard.” She |ndi+;;1tlt:~i that h.u %
e ;. ‘\-!L.ldt'r'lt while posing a quesnon o h1_rr?_,
o -.nmthu;_- The teacher corrects 1n a very soft voice
ke dfIih - ‘-'.l"l.lt'l.l:.'l‘][ replies, ‘1 am a conductor. The
g Yo d“'f ; : rer with the students posing questians 10
e thlh-n:ﬂmll. The second class 1s now rwcr._.%.g,:-.nn,
il Lhz:]-::g:w:ﬂ other than to read over the dialog if a stu-
OTK 5 5 L

. | “onfi ork
the teg lass of the week, the students will continue to Wi 1d
i ? ing 1 JCVER, an
o t"ij‘;a-.a will move away from reading it, lmmuﬂ? -
3 : i L T 1 lay
i Ei'-n: new language in a creative way. They \-T E: Y
. do role plays (see description m the tec '|I111_q1il:..
A ighes I b a ne alog
3 I[:a «t week, the class will be introduced to a m.w{: ialog
Sy, [ . s : i
Euenﬂ: of lessons we observed here u\.flll be re_pt.‘l[;‘_hc .
: next door, an intermediate class is studying. :
o N - . l.l
:mund a rectangular table. On the table there m!':- a ,:
; 3 e
nts. Again there are posters around the room, this th
e : : i . ! i " v
E ted grammar. As we listen in, the teacher is introducing
ica HREEAEEI i
a reader. She gives synonyms or dusmptmzs n_;r ttj. A
5 % sk I : choral and indi-
; » story and the students do chora
sads parts of the story an ik . .
g ufpnrhcr sections. New waords, families of words, J;"j
: - ference. The intermedi-
s are listed ar the end of the story for reference i
ir own new words and phrases tc
are encouraged to add their own new o
ith their translations, The students use more comple: 5E5
Structures. . -
' elate and struc-
er presents the first story and lists of related words d}r;dL:-I;in
' i -h the same way as the -
ethoven piano concerto in much thtds 0y Yool it
. i 1 0g i f ed by a shorter second reading, this .
Next, the reacher asks questions in English abour the dia 2 15 read, IUu[J\T-ILLl days include reading, singing, discussions,
asks students to give her the English translation of an Arabic The following days -Iru._ i s s g P
vice versa. Sometimes she asks the students to repeat an Engli grammar and pronunciation games, \
Ml other | | ion f i ' b8 Creative and plaviul fashion.
her; still other times, she addresses a question fou d iR e
"."jl:!u-'d] R].'l_ldi:!‘l[. Thf.‘ CIJSFJ’I:II_I]" E”"iruniilﬂ'nr I'Em.'a,ins very L“rd

Next, she teaches the students a children’s alphaber song

English names and occupations, ‘A, my name 1s Alice; my hi

name is Alex. We live in Australia, and we sell apples. B, my
Barbara: my hushand’s name is Bert, We live in Brazil, and we
The students are laughing and clapping as they sing along.

IG ABOUT THE EXPERIENCE

¥ Investigate Desugpestopedia in our usual fashion. First, '-LL‘
observations, From these, we will attempr ro uncover the
850 Desugpestopedia.
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Observations

1 The classroom is bright and
colorful,

2 Among the posters hanging
around the room are several
conraining grammatical
information,

3 The teacher speaks
confidently.

4 The teacher gives the students
the impression that learning
the target language will be easy
and enjoyable,

5 The students choose new
names and idenrities.

6 The students introduce
themselves to the teacher

7 They play rhythmic
instruments as they sing a
SO0,

8 The reacher distributes a
lengthy handout to the class,
The ritle of the dialog is “To

want to is to be ahle to.”
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Principles

Learning is facilitated §

< priefly mentions a
environment,

’buut E—”ﬂlish

: mgbuhr}"-
Students can learn fron bold printin e
present in the envirg
their attention is not
{*Peripheral learning

[f students truse and ¢
teacher’s authority,

accept and retain in peproductions of

better. aintings throughout
The teacher should _ .

that learners bring ce: eolumn is the dialog
psychological barriers language. In the

amin 15 the native

to the learning situari .
e translation.

should artempt to
these, '
er reads the dialog
Assuming a new ider i
students’ feeling of s
allows them to be mo
They feel less inhibi
performance is really
different person.

ime 1. She marches
e to the chychm and
ion of the music.

The dialog that the stude
contains language
immediately.

Songs are useful for®
speech muscles’ and evok 4 |
positive emotions. ¥ reads the script a
' as the students

The reacher should i done to different

indirect positive sugg
{‘there 1s no limit to Wil
da’) into the learning st

Desugpestopedia 79

Principles

The teacher should present and
explain the grammar and
vocabulary, but not dwell on them.,
I'he bold print allows the students®
focus ro shift from the whaole text
to the details before they return to
the whole text again. The dynamic
interplay between the whole and
the parts is impottant.

Fine art provides positive
suggestions for students.

One way that meaning is made
clear is through native language
translarion.

Communication takes place on
‘two planes’: on one the linguistic
message is encoded; and on the
other are factors which influence
the linguistic message. On the
conscious plane, the learner
attends to the language; on the
subconscious plane, the music
suggests that learning 1s casy and
pleasant, When there is a unity
between conscious and
subconscious, learning is
enhanced.

A calm state, such as one
experiences when hstening to a
concert, is ideal for overcoming
psychological barriers and for
taking advanrage of learning
potential.
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Observations Principles Principles
. o N renitly, mot in
14 For homework, the students At these times, the - akes an error hy ]-.rrgrﬁ are mFrruteq [..»:,r:lr r',;-mn:r
are to read the dialog ar night between the cons r- Bou do?" The a direct, confrontations 3 3
and in the morning. subconscious is m the error in a

therefore, Iearning

15 The teacher gives the students Dramatization is g
hats to wear for the different valuable way of pla:
characters in the dialog. The activating the materig
students take turns reading reduces barriers to
porrions of the dialog,

5 THE PRINCIPLES
our usual procedure of reviewing the principles of a

aring our en quESTIONS.

goals of teachers who use Desuggestopedia?

s to accelerate the process h}'_wh.i:.'h students learn to ua(
nguage for everyday communication. In urder_ toy dﬂ_ this,
e students’ mental powers must be Imprred. This is a-;.crf.m!;
desuggesting the psychulogit_'al harriers learners htung wit
learning situation and using rechnigues to ar_;twnre_thc
' part of the mind, just below the fully-conscious mind.

16 The teacher tells the students The fine arts (musi
that they are auditioning fora drama) enable sup
play. reach the subconseiog

should, therefore, be
much as possible in
PrOCEsS, ' A

17 The teacher leads the class in The teacher should hely
various activities involving the  students ‘activate’ the
dialog, for example, question-  which they have been
and-answer, repetition, and The means of doing ¢l
rranslarion. varied so as vo avoid

much as possible, N

e role of the teacher? What is the role of the students?

is the authority in the classroom. In order for the method
sful, the students must trust and respect her. The students
information better from someone in whom they have Fur_‘lh-
e they will be more responsive to her “desuggesting’ their lim
suggesting how easy it will be for them to succeed.

acquisirion, -
students trust the teacher, they can feel more secure. I they
18 She teaches the students a Music and movemen they can be more spontaneous and less inhibited.
children’s song. hnguistic material. It

'some characteristics of the teaching/leaming process?

stopedic course is conducted in a classroom which is bright
. Posters displaying grammatical information about the
. nguage are hung around the room in order to take advanrage
weate o S : udents” peripheral learning. The posters are changed every few
: : ate a sense of novelry in the environment,

ts select o rget Eanguﬂge names and choose new {}Ccl.l}'lﬂti.ﬂl'lﬁ-

that students achieve
“nfantilizacion’ so

more open to learning,
the teacher, they will

19 The teacher and students play  In an atmosphere of p

a guestion-and-answer game., cﬂnscic:mf uttflll‘im‘! . B e coen aiole Yeopaphios o g aloiie -
does not focus on linguistie ities.
bk Fdshes oI the i 5 students work from are handouts containing lengthy
Leunioe R a5 many as 800 words} in the target language. Next to the
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dialog is a translation in the students’ native language, Th a
some notes on vocabulary and grammar which corresp, g s langy
faced items in the dialog. ;
The teacher presents the dialog during rwo concerts whig v
the first major phase (the receptive phase). In the first can il
active concert) the teacher reads the dialog, marching
the rhythm and pitch of the music. In this way, the
iboth rhe left and the right hemispheres) of the students
vated. The students follow the target language dialog as
reads it out loud. They also check the translation. Duri
concert (the passive concert), the students listen c‘;i:]qy
teacher reads the dialog at a normal rate of speed. Fo
the students read over the dialog just before they go to sleep
when they get up the next morning. i
What follows is the second major phase (the activation
which students engage in various activities designed to b
facility with the new material. The actvities include dran
games, songs, and question-and-answer exercises. |

ge viewed? How is culture viewed?

eSS

;ulm

N

apestopedic classes.

?

A Fd

mind will then absorb the linguisric rules.

4 What is the nature of student-teacher interaction? What is !

of student-student interaction? compositions).

The teacher initiates interactions with the whole group of
with individuals right from the beginning of a lang
Initially, the students can only respond nonverbally or wi

get language words they have practiced. Later the students
control of the target language and can respond more approprial
cven initiare interaction themselves, 1

; the role of the students’ native language?

V is evaluation accomplished?
5 How are the fealings of the students dealt with? alyari

A great deal of attention 1s given to students’ feelings in
One of the fundamental principles of the method is that if st
relaxed and confident, they will not need to try hard ro lea
guage. It will just come naturally and easily.

It is considered important in this method that the psychol
riers that students bring with them be desuggested. Indi
suggestions are made to enhance students” self-confidence
vince them that success is obtainable.

Srudents also choose target language names on the assu
a new identity makes students feel more secure and thusm
learming.

es the teacher respond to student errors?
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one uses attects how one’s linguistic message
e which students learn concerns the everyday life of peo-
speak the language. The use of the fine arts is also important

are corrected gently, with the reacher using a soft voice.

53

- is the first of two plancs in the :wu-p]u:w_pmlcc:;s of com-
= o In the second plane are the factors which influence the
ge. For example, the way one dresses or the nonve rhal
is interpreted.

areas of language are emphasized? What language skills are

is emphasized. Claims about the success of the method
focus on the large number of words that can be acquired.
smar is dealt with explicitly but minimally. In fact, it is believed
dents will learn best if their conscious attention is focused not
language forms, bur on using the language. The *paracon-

king communicatively is emphasized. Students also read in the
language (for example, dialogs) and write {for example, imagi-

e-language translation is used to make the meaning of the dialog
The teacher also uses the native language in class when necessary.
rse proceeds, the teacher uses the native language less and less,

usually is conducted on students” normal in-class per-
and not through formal tests, which would threaten the
atmosphere considered essennal for accelerated learning.

WING THE TECHNIQUES AND THE CLASSROOM

'D““EEFHUFCE] ia's principles meaningful, you may want to try
lowing techniques or to alter your classroom environment,
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Even of thev do not all appeal to you, there may be some elem

.+ asked to create their own lines relevant to the sicuation. In the lesson
could usefully adapt to your own reaching style. :

ghscr\"fd the students were asked ro prerend chat they were someone
and to introduce themselves as that person.
Classroom set-up

&<t concert (active concert)

e

& pwo concerts are components of the receprive phase of the lesson.
the teacher has introduced the story as related in the dialop and has
{ students’ attention to some particular grammatical points that
in it, she reads the dialog in the targer language. The students have
w of the dialog in the target language and their native language and
to it as the teacher is reading.

sic is played. After a tew minutes, the teacher begins a slow, dra-
reading, synchronized in intonation with the music. The music is
ical; the early Romantic period is suggested. The teacher’s voice rises
ad falls with the music,

The challenge for the teacher is to create a classroom environm
is bright and cheerful. This was accomplished in the classroom
where the walls were decorared with scenes from a country
pet language is spoken, These conditions are not always pnssibié_
the teacher should try to provide as positive an environment ag

Peripheral learning

This technique is based upon the idea that we perceive much maore
environment than that to which we consciously attend. It is claimes
by purting posters contaming grammatical information about
language on the classroom walls, students will absorb the ne
effortlessly. The teacher may or may not call attention to the
They are changed from time to time to provide grammatical infon
that is appropriate to whar the students are studying.

econd concert (passive concert)

second phase, the students are asked to put their scripts aside. They
listen as the teacher reads the dialog ar a normal rate of speed. The

her is seated and reads with musical accompaniment. The content
verns the way the reacher reads the scripr, not the music, which is pre-
cal or Baroque. At the conclusion of this concert, the class ends for

Positive suggestion

It is the teacher’s responsibility to orchestrate the suggestive §
learning situation, thereby helping students break down the
learning that they bring with them. Teachers can do this throu
indirect means. Direct suggestion appeals to the students’ cons
teacher tells students they are going to be successful. But indirect s
which appeals to the students’ subconscious, is actually the more
of the two, For example, indirect suggestion was accomplished in
we visited through the choice of a dialog entitled, *To want o is o

activation

chnique and the one that follows are components of the active
of the lesson. The students plavtully reread the target language dia-
oud, as individuals or in groups. In the lesson we observed, three
of students read parrs of the dialog in a particular manner: the first
s sadly; the next, angrily; the last, cheerfully,

Choose a new identity

The students choose a target language name and a new occupa
course continues, the students have an opportunity to develop a
raphy about their fictional selves. For instance, later on they may
to talk or write about their fictional hometown, childhood, and s

e adaptation

IS engage in various activities designed to help them learn the
[:al and use it spontaneously. Activities particularly recom
r this phase include singing, dancing, dramatizations, and

Role : e pt i

play important thing is that the activities are varied and do not
Students are asked to pretend temporarily chat they are someo +5't“f1fﬂl5 to focus on the form of the linguistic message, just the
to perform in the target language as if they were that person. | HMicative intent.
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CONCLUSION  aation of the Educational Training Process. Avleshury, UK: Acceler-
o

What connection, if any, can you make between Desuggestoped Learning Systems. L . " ;

vour approach to teaching? Does it make sense to you that w : ko, 1993, Interview: Georgi Lozanov and Evelyna Gateva. The

; OHALE Teacher 17171 3-17.
Ay, Georgi, 1974. Suggestology and Outlines of Suggestapedy.
jelphia, PA: Gordon and Breach,

. Georgi and Evelyna Gateva, 1988, The Foreign Language

dents are relaxed and comfortable, their learning will be
Should the teacher’s role be one of being a respected and
ity? Should direct and indirect suggestions be used? Should
made as enjoyable as ible? Which, if ; -
Desuggesmip:diu 2 }F{E’l‘:‘:f::’:}:;[?w}“‘-h« if any, of the other py er’s Suggestopedic ."I.:'T-'.J'HIMJr. New York: Gordon and Hn:ulch..

Do you think students can learn peripherally? Would it he er, Ludger- 1992. Suggestopedic %ﬁ’f#rm{g and Applications.
s Yarpo e Mo . 301 identity? W olish ;_-.;]ipﬂn] b \-w'dnn.. Swn_z:criaml: Elﬁu;srdun and Bn.:,ad-l:
sider presenting new material with 2 musical accompanimentd Earl W. 1998, Working with Teaching Methods: What's at Stake?
the activiries of the activation phase of use to you? i, MA: Heinle & Heinle,

ACTIVITIES

A Check your understanding of Desuggestopedia.

1 What are some of the ways that direct positive suggestions wer
ent in the lesson? Indirect positive suggestions?

2 How are the arts integrated into the lesson we observed?

B Apply what you have understood about Desuggestopedia.

1 Most reachers do not have control of the classrooms in which
teach. This does not mean that they cannot provide an en
designed to reduce the barriers their students bring with
ever. Can you think of ways that you might do this?

1 Make a list of ten grammatical points about the target |
vou would want to displa:r O POsters (o encourage Deg
dents’ peripheral learning,

REFERENCES AND ADDITIONAL RESOURCES

Celce-Murcia, Marianne. 1991, ‘Language teaching appro
overview' in Celce-Murcia, Marianne. (ed.). Teaching E
a Second or Foreign Language. (2Znd edn.) Boston, MA:
Heinle. .

Dhaority, Lynn, 1991, The ACT Approach: The Use of Sugges
Integrative Learning. Yverdon, Switzerland: Gordon and Breachs

Gateva, Evelyna, 1991. Creating Wholeness through Art, Global A
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Community Language
Learning

NTRODUCTION

ethod we will examine in this chapter advises teachers to consider
students as ‘whole persons.” Whole-person learning means thar
consider not anly their students’ intellect, bur also have some
ding of the relationship among students® feelings, physical reac-
instinctive protective reactions, and desice to learn. The
munity Language Learning Method takes its principles from the
e general Counscling-Learning approach developed by Charles A,
n. Curran studied adult learning for many years. He was also influ-
by Carl Rogers” humanistic psvchology (Rogers 1951; Brown
and he found that adults often feel threatened by a new learning
on. They are threatened by the change inherent in learning and by
r that they will appear foolish, Curran believed that a way 1o deal
fears of students is for teachers to become “language counselors,”
age counselor does not mean someone trained in psychology; it
meone who is a skillful understander of the struggle students
they attempt to internalize another language, The teacher wha ean
nd' can indicare his acceptance of the student. By understanding
ents’ fears and being sensitive to them, he can hel p students overcome
ative feclings and turn them into positive energy to further their
se¢ how Curran's ideas are put into practice in the Community
Learning Method. We will observe a classin a private language
€ In Indonesia. Most of the students work during the day and

language instruction in the evening. The class meets two
a week for two hours a session. This is the first class.

ERIENCE

IS arnve and take their seats. The chairs are in a circle around
at has a rape recorder on it. After greeting the students, the
¢ Introduces himself and has the students introduce themselves. In
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Indonesian, he tells the students whar they will be doing that evening - T . T
are going to have a conversanion in English with his help, The &
rion will be tape-recorded, and afrerward, they will create a
of the conversation—a transcripr. He tells the class rhe rest of
will be spent doing various activities with the language on the
He then explains how the students are to have the conversarion, 1

“Whenever one of you would like to say something, raise ye
and I'will come behind vou. 1 will not be a participant in the com
except to help you say in English what you want to say. Say '
want to say in Indonesian; 1 will give you the English translagi
rive you the translation in phrases, or *chunks.” Record c:-nl:,r“'
one at a time, After the conversation, when we listen to the ¢
vour sentence will sound whole, Only your voices in English
the tape, Since this is your first English conversation, you ma
keep it simple. We have ten minutes for this activiry.”

Mo one speaks ar first. Then a young woman raises her |
teacher walks to her chair. He stands behind her. “Selamat sore;
The teacher translares, *“Goaod ... " After a little confusion withat
on the microphone, she puts ‘Good” on the tape and turns the
The teacher then gives “evening,” and she tries o say “eveni
microphone but only gets out ‘eve ... ." The teacher says again
and warm voice, somewhat exaggerating the word, "Eve ... nin
woman tries again, She shows some signs of her discomfort
experience, but she succeeds in putting the whole word ‘evening’
recording,

Another student raises his hand, The teacher walks to him an
behind his chair. *Selamat sore,” the second student says to the §
dent. *Apa Kabar?® he asks of a third. The teacher, already sen
this student is a bit more secure, gives the entire translation
evening.” *Good evening,’ the student says, purting the phrase on
‘How are you?' the teacher continues. ‘How ... " the student sa
microphone, then turns, obviously seeking help for the rest of the
The teacher, realizing he needed to give smaller chunks, reped
word separarely. ‘How,' repeats the teacher. "How,’ says the stu le:
the microphone, *Are, repeats the teacher. *Are,’ the student says.
completes the teacher. *You,’ the student recards.

The student to whom the question was directed raises his hand
teacher stands behind him. ‘Kabar baik. Terima Kasih,' he 1€
‘Finc,' the teacher says. ‘Fine,’ the student records. ‘Thank yo!
teacher compleres. “Thank you,” the student confidently puts on

A fourth students asks of another, *Namia saudara siapas’ Thet

behind her and says, ‘What's ... your ... name?’ pausing after cach
It give the student rime to put her question successfully on the rape.
= ather student replies, ‘Nama saya Saleb.” "My name is Saleh,’ the
et says in English. “Apa kabar?® another student asks Salch. "How
wou?’ the teacher translates. *Saya tidak sebat,’ Saleh answers. 'l am
well,' the teacher translates, ‘Mengapa?’ asks another student “Why#
the teacher. *Sebab kepala saya pusing,’ Saleh replies. ‘Because Lhave
dache, translates the reacher. Each of these English utterances is
ded in the manner of the earlier ones, the teacher trying to be sensi-
to what size chunk cach student can handle with confidence. The
her then announces that they have five minutes left, During this time
udents ask questions like why someone is studying English, whar
ne does for a living, and whar someone’s hobbies are. In this con-
iom, each student around the table records some English utterance
& tape.

the conversarion has ended, the reacher sits in the circle and asks
Students in [ndonesian how they feel about the experience. One stu-
E8ays that he does not remember any of the English he has just heard.
eacher accepts what he says and responds, “You have a concern thar
haven'y learned any English.” The students savs, "Yes.” Another
tsays he, too, has not learned any English; he was just involved in
versation, The teacher accepts this comment and replies, “Your

Feh: -
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ATenton was on the conversation, not on the English,” 4
says that she does nor mind the fact rhar she cannaor
English; she has en inved the conversation, The teacher aceen;
ment and reassures her and all the students that they wil]
apportunity to learn the English words—rthar he does nor e
remember the English phrases ar this time. "Would anyone ¢
anything?’ the teacher asks. Since there js silence, the teae
‘0K, then. Let’s listen 1o your conversation, | will play rhe tape,
vo your vorces in English.” The students listen, ‘OK_" the g 1c)
am going to play rhe tape again and stopitat theend o t cach sen
if you can recall what you said, and say it again in Indonesian ro e
everyone understands what was said. If you can’t recall your
tence, we can all help our,” They have no trouble recalling whary

Next the reacher asks them to move their chairs Into a semicj
warch as he writes the conversation on the black board, The teg
anyone would like to operare the tape recorder and stop it at theen
sentence, No ane volunreers, so the teacher operates it himself,
then writes line by line, numbering each English sentence. O
asks if he can copy the sentences. The reacher asks him to sray
the words being written up at this point and reassures him tha
be time for copying later, if not in this class session, then in the. uter on and off.”

The teacher writes all the English sentences. Before going back ta student raises his hand and says, *Thank you.” He has trouble with

e sound ar the beginning of ‘thank.” The teacher repeats the phrase after

L& |

e cesian equivalents, he quietly underlines the 1ir':ft Eu;_:.li-f;h word
. auses. He asks the students to giv{'lrh: Indonesian tquwalem.s.
one volunteers the meaning, after a few bt:l.;l)ltl'.!ti he writes the lie-
onesian translation. He continues this way until all the sentences
sslated, leaving out any unnecessary repetition.

the teacher tells the students to sit back and relax as he 1'&;?115 the
J: o of the Fnglish conversanion. He reads it three times, x'arymg_:ile
mt task each time. The first timne, students just Iist_i.'n. The next time
e close their cyes and listen, The last time they silently mouth the
--:.’3 the reacher reads the conversation. .
- the next activity, the ‘Human Computer,”™ the students are told in
e manner, ‘For the next five to ten minutes [ am going to turn into a
nan computer” for you. You may use me to practice the pmnungla-
cof any English word or phrase or entire sentence on r|.1r: transcript,
se your hand and I'll come behind you, Then you say either the setl-
numtber or the word in English or Indonesian vou want to practice.
the computer [ am programmed to give back only correct English, so
| have to listen caretully to see if whart you say matches whar Lam
g, You may repeat the word, phrase, or sentence as many times as
iwant. I will stop only when you stop. You control me; you turn the

 ofullf Lom v and the student says it again. The reacher repeats it. Three more times

N ¢ LR student starts the computer by saying, “Thank you.” After the reacher
= L ; said it for the third rime, the student stops, which in turn stops the

LITET,
other student raises his hand and says, “What do you do¥ a guestion
the transcripr. Again the teacher moves behind the student and
ats the question the student has chosen to practice. The studentc
3 on this question several rimes just as the first student did, Several
* Practice saying some part of the transcript in a similar manner.
teacher then asks the students to work in groups of three to create
“entences based upon the words and phrases of the transcript. Each
Wnites its sentences down. The reacher walks from group to group
; --I:hﬂ first group writes the sentence *Adik not work in a bank.” The
BIves the correct sentence to the group: ‘Adik does not work in a
he second group writes *‘What is my name?' ‘OK,’ says the
After the teacher finishes helping the group, each group reads its
CES 10 the class,

: tﬁt'hl:r HEFP[EI}-'S the tape two times more while the students listen,

o
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Finally, the teacher tells the class they have ten minutes
sion, He asks them to talk about the experience they k
evening, their English, and/or rheir learning process. As stud
the teacher listens carefully and reflects back ro the students
that each feels he or she has been understood, Most of the
positive about the experience, one student saying thar it is
she has telt so comfortable in a beginning language class, *f ne
can learn English,” she says, 3

For the next two classes the teacher decides to have the
tinue to work with the conversation they created. Some of
are as follows:

eacher tells the students

< chey are §OINg 10 do that
.o He explains the

{ure of the first activity

ra i

E 4 cets a time limit.
E
b dents have a conversation.

be teacher stands behind the

1 The reacher selects the verb ‘be’ from the transcript, and ¢ s,

the students conjugate it for person and number in the
They do the same for the verb *do” and for the regular verh

2 The students work in small groups to make sentences
forms. They share the sentences they have created with the
class. )

3 Students take turns reading the transcript, one student rea
English and another reading the Indonesian. They have an o)
to work on their English pronunciation again as well.

4 The teacher puts a picture of a person on the blackboard ar
dents ask questions of that person as if they have just met
5 The students recomstruct the conversarion they have creared.

teacher translates what
students want to say in
nks.

2 teacher rells them that

6 They create a new dialog using words they have learned to :
' ¢ have only a few minutes

their conversarion.

When they finish these activities, the class has another

records ik, and uses the new transcrpt as the basis for subsequent a ts are invited to talk

t how they fele during the
Aversation.

THINKING ABOUT THE EXPERIENCE

Let us now turn our attention to analyzing what we saw. On

can list our observations, and on the right, we can list the p

derive from our observations. B teacher accepts whar each
dent says.

Observations Principles

1 ‘The teacher greets the students,  Building a relationship with
introduces himself, and has the  among students is very im
students introduce themselves.

ining for the conversarion.

Commmnity Language Learning 95

Principles

Any new learning experience can
be threatening. When students
have an idea of what will happen
in cach activity, they often feel
more securc. People learn non-
defensively when they feel secure.

Language is for communication.

The superior knowledge and power
of the teacher can be threatening,
If the reacher does not remaim in
the front of the ¢lassroom, the
threat is reduced and the students’
learning is facilitared. Also this
fosters interaction among students,
rather than from student to reacher.

The teacher should be sensitive to
students” level of confidence and
give them just what they need o
be successful,

Students feel more secure when
they know the limits of an activiry.

Teacher and students are whole
persons. Sharing about their
learning experience allows
learners to get to know one
another and to build community,

Guided by the knowledge thar each
learner is unique, the teacher creares
an accepting atmosphere. Learners
feel free to lower their defenses
and the learning experience
becomes less threatening.
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Observations Principles B dans
9 The teacher understands whar  The teacher ‘counsels? i geacher reads the

the students sayv.

10 The students listen to the tape

11

12

13

and give the Indonesian
translation.

The reacher asks the students
to form a semicircle in front of
the blackboard so they can see
easily.

The reacher reassures the
students that they will have
time later on o copy the
sentenoes.

The teacher asks the students
to pive the Indonesian
equivalents as he points to
different phrases in rhe
transcript. He poinrs to the
first phrase and pauses; if no
one volunteers the meaning, he
writes it himself,
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He does not offer ad
rather shows them th;
listening to them and
what they are saying.
understanding how s
the teacher can help studeg
insights into their own le

process as well as
negative feclings, which g
otherwise block their learn

ipt three times. The
is relax and listen.

Human Computer™

iry, the students choose

) phrase they want o

e pronuuncing_; the 1
ber following the student’s
repeats the phrase until
Jearner is satisfied and

The studenrs’ native I3
used to make the meanin
and to build a bridge f; lly to see if what they say
known to the unknown, es what the teacher is
feel more secure when ¢ g

understand everything. '

students learn to listen

The teacher should take the
responsibilicy for clearly
structuring activities in
appropriate way possible
successful completion of an
activity.

udents work rogether in
ps of three.

e teacher corrects by
eating correcrly the sentence
the students have created.

Learning at the beginni
facilitared if students arrend
task at a tme. |
students read their
ences to the other
The teacher encourages st members of the class.
initiative and independenc
does not let students floundes
uncomforrable silences. e teacher plays the rape two
times while the students

v

Community Language Learning aF

Principles

Srudents need quiet reflection time
in order 1o learn.

Students learn best when they have
a choice i what they practice.
Srudents develap an inner wisdom
about where they need to work. It
students feel in control, they can
take more responsibility for their
own learning.

Students need to learn w
discriminare, for example, in
perceiving the similarities and
differences among the target
language forms.

In groups, students can begin to
feel a sense of community and can
learn fram each other as well as
the teacher. Cooperation, not
competition, is encouraged.

The teacher should work in a non-
threarening way with whar the
learner has produced.

Developing a communiry among
the class members builds trust and
can help to reduce the threat of the
new learning situarion.

Learning tends not to take place
when the marerial is too new ot
conversely, too familiar. Retention
will best rake place somewhere in
herween novelty and familiarry.
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Observations Principles .1ty the learners are very dependent upon the teacher, It is rec-
pakl’

however, that as the learners continue o 'E-tud}’.. they become
! "??Lde ':ndenr. Community Languape Learning methodol-
7 .}.?',',jizmiifjﬁgd five stages in this movement from dependency ;:1
h’_wtcrdmﬁ"dcnc? with the teacher. In Stages 1, _!1, a.mi T, : r:
e s not only on the language but also on being supportive
Eu:;-:lbll;cir 1::-.m{ing process. In Stage IV, because of the snfdcnti
curity in the language and readiness to benehr from L1urr;:._
t}f::: reacher can focus more on accuracy. It should be noted that

21 The students are once again In addirion to reflect
invired to talk abour the language, students
experience they have had that  they have experienced
EVETHRE. they have an opportuni

about the language,
learning, and how to
one another in comm

s e . 5= however, iTis
3% Oihieractivibes with the T ,:, acy is always a focus even in rl’h.E first [.]mff ﬁtagn;:'r e
ther g;r1# 1fies 'l.-'uiﬂ: the nthe tgllnnmg stages, l—d'nﬂttd to fluency. The reverse 15 true in sfages ¢
transcript of the first ‘syllabus’ is generared e
cuvmnaoeo Then sty e didei Sl are some characteristics of the teaching/learning process?
learners have a new willing to learn when

COMVETsation. created the material th beginning class, wh;ch e .Whm we abserved, F?I:}llde:;::!::rpt:_llli
. 4 CONVETSATion using their nanive hu!gl!.mge. i hi.- . : ]!:;_
em express what they want to say by giving rhr:_m r 5 L.lrf;;:t 15:911
we rranslation in chunks. "lhtae_c_hunlscs are rcmrdel. anl W
are replayed, it sounds like a t_anrh,' tHuid conversation. :atc_l:,l :T
ipt is made of the conversarion, and native language equIvR
are written beneath the rarget language wm‘_ds. [he rranscrip-
of the conversarion becomes a ‘text’ with which sn_ndcnlrs wurk.
ious activities are conducred (for _n::{amph:, examination of a
ammar point, working on pronunciation of a pnrncp!ar phrase, or
ating new sentences with words from the rranscript] that a!lfrw
nts to further explore the language they have generated. During
course of the lesson, students are invited to say how they feel, and
n return the teacher understands them.
" According to Curran, there are six elements necessary for Tmm‘lc—
ensive learning. The first of these is securicy. ?\h:xt is aggression, by
ich Curran means that students should be given an opportunity to
themselves, he actively involved, and invest themselves in the
ing experience. One way of allowing for this in the Egssnn we
erved was for students to conduct their own conversation. The
,E:Id element is attention. One of the skills necessary in learning a sec-
::-h or foreign language is to be able to attend to many factors simul-
tancously. To make this skill easier to learn, especially ar the
‘beginning of the learning process, the wacher helps to narrow the
Seope of artention. Recall that the teacher in our lesson asks the stu-
dents not to copy the transcript while he was writing it on the black-
Board. Instead, he wanred them to attend to what he was writing and

REVIEWING THE PRINCIPLES

Let us now review the principles of the Community Language |
Method. In answering our ten guestions, some additional infi
about the method will also be provided.

1 What are the goals of teachers who use the Community Lang {
Learning Method?

Teachers who use the Community Language Learning Me
their students to learn how to use the rarget language communi
In addition, they want their students to learn about their own |
to take increasing responsibility for it, and to learn how to le
one another. All of these objectives can he accomplished ina
sive manner if a teacher and learner(s) trear each other as
sons, valuing both thoughts and feelings.

2 What is the role of the teacher? What is the role of the stude

The teacher’s initial role is primarily that of a counselor. This
mean thar the teacher is a therapist, or thar the teacher does 06
ing. Rather, it means thar the teacher recognizes how threatenin
learning situarion can be for adult learners, so he skillfully
and supports his students in their struggle to master the
Buage.
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to add whar translation they may have recalled in order ¢
the transcript. 3
The fourth element, reflecrion, accurred in two diffe
our lesson. The first was when the students reflected on
as the teacher read the transcript three times. The secong
students were invited to stop and consider the active e3
were having, Retention is the fifth element, the integra
material thar rakes place within the whole self. The last
crimination, sorting out the differences among target s
We saw this element when the students were asked to li
Human Computer™ and attempt to match their pronun
COmpurer’s.

§ the teacher can help them overcome negative feelings that might
I e block their learning. . o .
& erqdent sccunty in this lesson was prtm_de.d for in a mm_xhcr of

gome of these were the teacher’s use of the students’ native lan-
. relling students precisely whnt_rhey_wimuld be doing during the
o respecting esrablished time limirs, giving .‘iTlu.Li:ﬂtﬁ only a._i-.mui:h
s ge at 2 time as they could handle, and raking responsibility for
structuring activiries in the most appropriate way. \ﬁ’hn!c secu-
w 14 @ basic element of the learning process, the way in which it is
ided will change depending upon the stage of the lcarner.

( is language viewed? How is culture viewed?

suage 15 for communication, Curtan writes thar “learning 1s per-
meaning that both teacher and students work at building trust
one another and the learning process. At the beginning of the
ess, the focus is on ‘sharing and belonging between persons
oh the language tasks.” Then the focus shifts more to the target
guage which becomes the group’s individual and shared identiry.
also believes that in this kind of supportive learning process,
age becomes the means far developing creative and critical
nking. Culture is an integral part of language learning.

What is the nature of student-teacher interaction? What 3
of student-student interaction? -

The nature of student—teacher interaction in the
Language Learning Merhod changes within the lesson an
Sametimes the students are assertive, as when they are
versation. At these times, the teacher facilitates their abi
themselves in the target language. He physically rem
from the circle, thereby encouraging students to interact
another. At other times in the lesson, the teacher is very @
charge and providing direction. At all times initially, : areas of language are emphasized? What language skills are
structures the class; at later stages, the students may 2 phasized?
responsibility for this. As Rardin and Tranel (1988} ha i
the Community Language Learning Method is neith
centered, nor teacher-centered, but rather teacher—student-c
with both being decision-makers in the class. '
Building a relationship with and among students is very
In a trusting relationship, any debiliranng anxiety that s
can be reduced, thereby helping students to stay open to €
process. Students can learn from their interaction with e
well as their interaction with the teacher. A spirit of coope
competition, can prevail.

the early stages, typically the students generate the material since
decide what they want to be able to say in the rarget language.
on, after students feel more secure, the teacher might prepare
fic materials or work with published texthooks.

Particular grammar points, pronunciation patterns, and vocabulary
are worked with, based on the language the students have generated.
*most important skills are understanding and speaking rhe language
the beginning, with reinforcement through reading and wnnng.

is the role of the students’ native language?

How are the feelings of the students dealt with? dents’ security is initially enhanced by using their native language.
Purpose of using the native language is to provide a bridge from
f"—mi“ar to the unfamiliar, Where possible, literal native language
Ulvalents are given to the target language words that have been

Hanscribed. This makes their meaning clear and allows students to

Responding to the students” feelings is considered very it

Counseling-Learning. One regular activity is inviting st
comment on how they feel. The teacher listens and respo 1c
comment carefully. By showing students he understands B
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combine the target language words in different ways g
sentences, Directions in class and sessions during wh
express their feelings and are understood are conducted jp
language. In later stages, of course, more and more of the
guage can be used. By the rime students are in Stages [11 5
conversations have few native language words and phrases
where the students speak a variety of native languages,
take place right from the start in the target language,
made clear in other ways, with pantomime, pictures and
target language synonyms, for example.

L

How is evaluation accomplished?

Although no particular mode of evaluation is prescril
Community Language Learning Method, whatever evalug
ducted should be in keeping with the principles of the meth
example, the school requires thar the students take a test ars
a course, then the teacher would see to it that the student
quately prepared for taking it.

Also, a teacher-made classroom test would likely be
mtegrative test than a discrete-point one, Students would:
write a paragraph or be given an oral interview, rather
asked to answer a question which deals with only one p
guage ar a time. (Compare this with the evaluation procedus
Audio-Lingual Merhod.)

Finally, it is likely that teachers would encourage their

self-evaluate—to look at their own learning and to become &

their own progress.

10 How does the teacher respond to student errors?

Teachers should work with what the learner has produced
threatening way, One way of doing this is for the teacher
carrectly what the student has said incorrectly, without cal
artention to the error. Technigues depend on where the stude
the five-stage learning process, but are consistent with &

respecttul, nondelensive relationship between teacher and st

REVIEWING THE TECHNIQUES

We will review the techniques described in this lesson and pro
more detail. You may have agreed with some or all of the ansv
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tions and might like to try to incorporate some of these tech-
< o your own approach to foreign language teaching. Of course,
also may he techniques you are currently using that can be adapted
they are consistent with the whole-person approach we have

4 here.

. recording student conversation

< 4 technique used to record student-?;unemted language as wslcill as
 the opportunity for community learning to came abour. By giving
ts the chowce about whaf [i..'llﬁﬂ'y'_al'ld wlh*:u o say it, srud!:n:s are ina
position to take rﬂpunmh!h:y Inlr rhmr_ own learning, Students are
1 to have a conversation using their native language as the common
auage of the group. In multi-lingual groups, other means will have to
iployed. For instance, students can use gestures to get their meaning
.« After each native langnage utterance or use of a gesture, the
“her rranslates what the student says or acts out into the targer lan-
The reacher gives the students the targer language translation in
spriate-sized chunks, Each chunk is recorded, giving students a final
recording with only the target language on it.
or a conversation has been recorded, it can be replayed. Since
dents had a choice in what they wanted to say in the original
rsation, it is easier for them ro associate meaning with a particular
et language utterance, Being able to recall the meaning of almost
hing, said in a first conversation 15 motivating for learners. The
ding can also be used to simply listen to their voices in the target
LaAEeE.
ording student conversation works best with rwelve or fewer stu-
In a larger class, students can take turns being the ones to have the
ersation,

scription

; W_EI-ChLT transcribes the students’ tape-recorded target language con-

on. Fach student is given the opportunity to translate his or her
ces and the reacher writes the nartive language equivalent beneath
Bet language words. Students can copy the transcript afrer it has
completely written on the blackboard or on large, poster-sized
or the teacher may provide them with a copy. The transcript pro-
%@ basis for future acrivities. If poster-sized paper is used, the tran-
L €an be pur up in the classroom for later reference and for the
95¢ of increasing student security.
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Reflection on experience B gt to know each other better. This can lead to the developmenr

The teacher rakes time during and/or afrer the various activitie j COT prity SO0 class members.
the students the opportunity to reflect on how they feel aboy
guage learning experience, themselves as learners, and their
with one another. As students give their reactions, the teg
stands them—shows that he has listened carefully by giving
ate understanding response to what the student has said. .
repeat what the learner says, but rather shows that he unds
essence. You may wish to return to the lesson we obs
teacher understood the students’ reactions to their conves
responses can encourage students to think about their uni
ment with the languape, the activities, the teacher, and the othe
strengthening their independent learning.

aNCLUSION
; ted early in this chapter, the particular class that we observed
< a first lesson of what is considered a Stage 1 experience in the
ity Language Learning Method, The principles we have drawn
& i+ can also be seen in Stage I, 11, IV and V relationships, although
| be implemented in different ways in order to respond appropri-
Jearner growth.
awo most basic principles which underlie the kind of learning that
ke place in the Community Language Learning Method are
d up in the following phrases: (1) ‘Learning is persons,” which
that whole-person learning of another language takes place bestin
ip of trust, support, and cooperation between teacher and
s and among students; and (2} “Learning is dynamic and crearive,’
h means that learning is a living and developmental process.
Do you agree with these two basic principles? Do you believe thar a
should adopt the role of a counselor, as Curran uses the term?
the development of a community be encouraged? Do you think
ents should be given the opportunity for, in effect, creating part
own svllabus? Which of these or any other principles is compati-
h your personal approach to teaching?
ou think you could use the technique of tape recording your stu-
“conversation? Should voo give vour students an opportunity to
their experience? Can you use the Human Compurer™? Which
& other techniques can you see adapting to your teaching style?

Reflective listening

The srudenrs relax and listen to their own voices speaking the
guage on rhe tape. Another possible technique is for the teac
the transcripr while the students simply listen, with their e
shut. A third possibility is for the students to mouth the wore
teacher reads the transcripe.

Human Computer™

A student chooses some part of the transcript to practice p
She is ‘in control” of the teacher when she tries to say the word
The teacher, following the student’s lead, repeats the phrase
the student wants to pracrice it. The reacher does not correct
mispronunciation in any way. It is through the teacher’s co
ner of repeating the word or phrase clearly thar the srudent
as he or she tries to imitate the teachers model.

ITIES

Small group tasks 2 teck your understanding of the Community Language Leaming Method.

The small groups in the class we observed were asked to make
tences with the words on the rranscript. Afrerward, the groups
sentences they made with the rest of the class. Later in the wee
waorking in pairs made sentences with the different verb conjug

There are a lot of different activities that could occur with st
working in small groups. Teachers who use small group acrivities
students can learn from each other and can get more practice with
get language by working in small groups. Also, small groups:

AN says there are six elements of nondefensive learning: security,
sion, attention, reflection, retention, and discrimination. Some
ways these were manifest in our lesson were pointed out in
to questions 3 and 5. Can you find any other examples of these
class we observed?

ran i_:|ﬂims learners pass through five stages of learning as they go
' Being a beginning language learner to an advanced language
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learner. As they experience these stages, they change frgy
dependent on the reacher to being mutually interdepen
teacher. Can you see how these students are dependent on

now? Can you find anything in the class we observed that
learner independence?

Total Physical Response

i 4

B Apply what you have understood about the Community Langyg
Learning Method. 4

NTRODUCTION

first consider a general approach ro foreign language instruction
has been named ‘the Comprehension Approach.” Ir is called this
: ce of the importance it gives to listening comprehension, Most of
e other methods we have looked at have students speaking the target
T age from the first day. In the 19605 and 1970s rescarch pave rise to
sypothesis that language learning should start first with understand-
and later proceed to production (Winitz 1981). After the learner
nalizes an extensive map of how the rarget language works, speaking
appear spontaneously, OFf course, the student’s speech will not be per-
but gradually speech will become more targer-like. Notice thar this is
etly how an infant acquires its native language. A baby spends many
aths listening to the people around it long before it ever says a word.
child has the time to try to make sense our of the sounds it hears. No
tells the baby that it must speak. The child chooses to speak when it is
ly to do so.
e are several methods being pracriced today that have in commaon
pt to apply these observarions o foreign language instruction.
: such method is Krashen and Terrell’s Natural Approach. The Nat-
_ppmach shares certain features with the Direcr Method, which we
din Chapter 3. Emphasis 1s placed on students’ developing hasic
unicarion skills and vocabulary through their receiving meaningful
ure to the targer language. The students listen to the reacher using
Farget language communicatively from the heginning of instruction.
# 10 not speak at first. The teacher helps her students to understand
using pictures and occasional words in the students’ native lan-
and by being as expressive as possible. Ir is thought that if the
=T i5es language that is just i advance of students’ current level of
ency, while making sure that her input is comprehensible, acquisi
ill proceed ‘naturally.” Creating a ‘low affective flter” 15 also a con-
for learning thar is met when rhere is a eood classroom
Phere. If anxiety is reduced, the students’ self-confidence is

1 Have some students tape-record a conversation with your he
language counselor, Tell them to record only the targer langy
you have completed the conversation, think of five different
to help them process and review rhe rarget language conversa
have created while being consistent with the principles of 1
munity Language Learning Method. i

2 Try reaching a lesson as you normally do, but think of vour sgud
a whole-person way, if this is a new idea to you. Does this cf
way vou work? If so, then how? '
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hoosted. The filter is kept low as well by the fact that students 5
on the spot ta speak; they speak when they are ready to do s
Another method that fits within the Comprehension A,
Winitz and Reed’s self-instructional program and Winirz®
ables. In this method, students listen to tape-recorded :
and sentences while they Inok at accompanying pictures. The ;
the utterance is clear from the conrext the picture provides, -
are asked to respond in some way, such as pomting to each pig
deseribed, to show that they understand the I:angﬁage: to wh
listening, but they do not speak. Stories illustrated by picrur
used as a device to convey abstract meaning, '
A new method, called the Lexical Approach, also fits within
prehension Approach. Developed by Michael Lewis, the Lexical /
is less concerned with student production and more COnCe
dents receive abundant comprehensible inpur, Especially at low
teachers talk extensively to their students, while requiring little
bal response from them. Instead, students are gIVen exercises ;
ties which raise their awareness about lexical fearures of
language. In particular, students are encouraged to notice mult
ical items such as ‘I see whar you mean’ and *Take vour time
hurry.” In this way, the phrasal lexicon of students can be dey
A fourth method, James Asher’s Toral Physical Response
one we will examine in detail here in order to see how the prinei
Comprehension Approach are pur into practice. On the he
research, Asher reasoned thar the fastest, least stressful way
understanding of any targer language is 1o follow directions 1
the instructor (without nanve language translation), We will
TPR through our usual way of observing a class in which itis b
The class is located in Sweden. It is a beginning class for thirey
students. They study English for one class period three timesa

- El‘tﬂl“h and you wi]_l do the acrin.n.-'. along with me. 1 will need
= lunteers to help me with the lesson.
et s £0 UP and the reacher calls on four students to come o the front
; room and sit with her in chairs that are lined up facing the other
. She tells the other students to listen and 1o warch,
': ish the teacher says, ‘Stand up.’ As she says it, she stands up and
als for the four volunteers to rise with her, They all stand up. *Sit
s che says and they all sit. The teacher and the students stand up and
en together several imes according to the teacher’s command; the
< say nothing. The next rime thar they stand up rogether, the reacher
- new command, Turn around.” The studemts follow the teacher's
and turn so that they are facing their chairs. “Turn around,’ the
says again and this time they turn to face the other students as
- siit down. Stand up. Turn around. Sit down.” She savs, “Walk,’
all begin walking towards the front row of the students” sears.
Jump. Stop. Turn around. Walk. Stop. Jump. Stop. Turn around.
wn." The teacher gives the commands and they all perform the
s together. The teacher gives these commands again, changing their
and saying them quite quickly. *Stand up. Jump. Sit down. Stand
urn around. Jump, Stop. Turn around. Walk. Stop. Turn around.
Jump, Turn around. Sit down.”
ce again the teacher gives the commands; this time, however, she
ins seated. The four volunteers respond to her commands. *Stand up.
wit. Walk., Stop. Jump. Turn around. Turn around. Walk, Turn
d. it down.” The students respond. perfectly. Next, the teacher sig-
at she would like one of the volunteers to follow her commands
‘One student raises his hand and perforims the actions the reacher
miands,

ally, the teacher approaches the other students who have been sit-
bserving her and their four classmates. ‘Stand up,’ she says and the
responds. “Sitdown. Stand up. Jump. Stop. Sit down, Stand up. Turn
d. Turn around. Jump. Sit down.” Even though they have not done
fHons before, the students are able to perform according to the
S commands,
teacher is satisfied that the class has mastered these six commands.
BINS to introduce some new ones. ‘Point to the doo r." she orders, She
explains in Swedish, *You will be studying English in a way that Sher right arm and right index finger in the direcrion of the door at
to the way you learned Swedish. You will nat speak ar first, F e of the classroom, The volunteers point with her. ‘Paint to the desk.”
will just listen to me and do as [ do. [ will give you a command to do: : - [,s to her own big teacher’s desk at the front of the room. “Point to

4L She points to the chair behind her desk and the students foll ow,

up.’ The students stand up. “Point to the door.” The students

EXPERIENCE®

We follow the teacher as she enters the room and we take a
back of the room. It is the first class of the year so after the
artendance, she introduces the method they will use to study

! This lesson s based i thee cvine 1 Ashier [ 1994
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gentence, ‘Paint to the door and walk to the door’ Again, the
e cforms as it has been commanded,
the last step of the lesson, the teacher writes the new commands on
h[i:ckhm"'j- Each time she writes a cr*.-mmapcl, she acts it out. The stu-
copy the sentences from the blackbaard into the notebouks.
 class is over. No ane except the teacher has spoken a word. How-
a few weeks larer when we walk by the room we hear a different
We stop to listen for a moment. One of the students is speaking. We
her say, ‘Raise your hands. Show me your hands. Close your eyes,
our hands behind you. Open your eycs. Shake hands with your
bor. Raise your left foor.” We look i and see that the student is
ing the other students and the teacher with these commands. They
t saying anvthing: they are just fullowing the student’s orders.

THINKING ABOUT THE EXPERIENCE

w that we have observed the Total Physical Response Method being
in a class, let’s examine what we have seen. We will list our observa-
and then try to understand the principles upon which the teacher’s
vior is based.

point. “Walk to the door” They walk together. “Touch the
students touch it with her. The teacher continues to comma
dents as follows: ‘Point to the desk. Walk to the desk. Touch
Point to the door. Walk to the door. Touch the door. Point to
Walk to the chair. Touch the chair.’ She continues to perform €

Dbservations Principles

1 The teacher gives acommand  Meaning in the rarget language can

: “inthe target lan e and fren be convey h actions.
with the students, but changes the order of the commands. Aft . e ! _ﬂgl;a[:, tud :1 ae 3 T:" i Tlr{]] ug Ttmm
a - = s 1t witth Live 5 CTIES, £Im F 15 AV
ing these new commands with the students several times, th P et i : OEF 15 Achivalog LIS
L learner response. Beginning forcign

remains seated and the four volunteers carry out the commands
selves. Only once do the students seem confused, at which
teacher repeats the command and performs the action with them.
Next the teacher rumns to the rest of the class and gives the f0
commands to the students sitting in the hack row: *Stand up.
Stand up. Point to the desk. Point to the door. Walk to the door.
the chair. Touch the chair. Walk. Stop. Jump. Walk. Turn ara
down.’ Although she varies the sequence of commands, the stus
not seem to have any trouble following the order.
Next, the teacher turns to the four volunteers and says, “Stan
Jump to the desk.” The students have never heard this command E
They }Eesimre a second and r_hen jump to the desk just as they : BN be toochcr St
told, Evervone laughs at this sight. “Touch the desk. Sit on
Again, the teacher uses a novel command, one they have not
hefore. The teacher then issues two commands in the form of

language instruction should
address the right hemisphere of the
brain, the part which controls
noenverhal behavior, The target
language should be presented in
chunks, not just word by word.

2 The students say nothing. The students’ understanding of the
rarget language should be
developed before speaking.

Students can imitially learn ome
Smmands quite quickly. part of the language rapidly by
maoving their bodies.
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Observations

4 The teacher sits down and
i1ssues commands to the
volunteers,

5 The teacher directs students
other than the volunreers.,

6 The teacher introduces new
cormmands after she is satished
that the first six have been
mastered.

7 The teacher changes the order
of the commands.

8 When the students make an
error, the teacher repeats the
command while acting it our,

9 The teacher gives the students
commands they have nor
heard before.

10 The teacher says, ‘Jump o the
desk.’ Everyone laughs.

11 The teacher writes the new
commands on the blackboard.

12 A few weeks larer, a student
who hasn'r spoken before
gives commands,
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Principles Principles
The imperative isa p Jent says, ‘Shake hand Students are expected to r_nake
linguistic device thre vour neighbor.’ errors when they first begin

speaking. Teachers should be
tolerant of them. Work on the
fine details of the language
should be postponed until
students have become somewhat
proficient,

teacher can direct stude
behaviar,

Students can learn
observing actions as
performing the action

It is very important th
teel successful. Feclin
and low anxiety facili

EVIEWING THE PRINCIPLES

Sl pext turn to OUr ten guestions in order to increase our under-
o of Total Physical Response.

hat are the goals of teachers who use TPR?

ers who use TPR believe in the importance of having their stu-
s enjoy their experience in learning to communicate in a foreign
age. In fact, TPR was developed in order to reduce the stress
sle feel when studying foreign languages and thereby encourage
ents to persist in their study beyond a heginning level of proh-

Students should not be mad
memorize fixed rnuﬁi‘leg_.,l-l

Correction should be carrieg
in an unobtrusive manner.

Students must develop flexib
in understanding novel
combinations of target

chunks. They need to undersh 2 What is the role of the teacher? What is the role of the students?
more than the exact sentel L

in training. Novelty is also
motvaring,

. " The way to do this, Asher believes, is to base foreign language
learning upon the way children learn their native language.

tiailjr, the teacher is the director of all student behavior. The students

imitators of her nonverbal model. At some point {(usually after ten
twenty hours of instruction), some students will be ‘ready to speak.”’
t that point there will be a role reversal with individual students

Language learning is more. ;
ting the teacher and the other students.

effective when it is fun.

at are some characteristics of the teaching/leamning process?

first phase of a lesson is one of modeling. The instructor issues

imands to a few students, then performs the actions with them. In

second phase, these same students demonstrare thar they can
stand the commands by performing them alone, The observers

have an opportunity to demonstrate their understanding.

teacher next recombines elements of the commands to have

Spoken language should b
emphasized over written
language.

Students will begin ro speak ¥
they are ready, :
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students develop flexibility in understanding unfamiliae
These commands, which students perform, are often hum,

After learnmg to respond ro some oral commands, |
learn to read and write them. When studenrs are rtad}rﬁb

ot areas of language are emphasized? What language skills are
:, wphasired?

e abulary and grammatical structurcs are cmphﬂ_ﬁiﬂ:d over other
N reas. These are embedded within imperarnives. The impera-

become the ones who issue the commands. After students .t age are : : :

g activities expand ro include skits and fives are single words and muln-wtlml chunks. Qne reason _fnr t'hﬂ~usj
’ gammes. jmperatives is their frequency of occurrence in the speech directe

What is the nature of student-teacher interaction? What is young children learning their native language.

3 " Understanding the spoken word should Pr&ccdf s pmdu-:_'ti.un:
The spoken language is emphasized over written language. Stndznrn
. gfti:“ do not learn to read the curnmandf:-; they have already learned to
’F:rform until after ten hours of instruction.

of student—student interaction?

The teacher interacts with rhe whole group of students and w
vidual students. Initially the interaction is characte
reacher speaking and the students responding nonverbally
the students become more verbal and the teacher responds. = What is the role of the students’ native language?
bally. b, :

Students perform the actions together. Students can learn by
ing each other. At some point, however, Asher believes obs
demonstrate their understanding of the commands in or
them.

As students begin to speak, they issue commands to one
well as to the teacher.

5 . G
: TPR is usually introduced in the student’s native language. Afrrfr th_e
sntroduction, rarely would the narive language be used. Meaning is
" made clear through body movements.

iy Hw is evaluation accomplished?

Teachers will know immediarely whether or not studltnts understand
by observing their students’ actions. Formal evaluations can be con-
-~ ducted simply by commanding individual students tw perform a setries
‘of actions. As students become more advanced, their performance of
“skits they have created can become the basis for evaluation.

How are the feelings of the students dealt with?

One of the main reasons TPR was developed was to reduce th
people feel when studying foreign languages. One of
ways this is accomplished is to allow learners to speak
ready. Forcing them to speak before rhen will only crea
Also, when students do begin to speak, perfection should
expected,

Another way to relieve anxiety is to make language le
enjovable as possible, The use of zany commands and h
are two ways of showing thar language learning can be fun.

Finally, it is important that there not be too much mod
that students not be oo rushed enther. Feelings of success amn
anxiety facilitate learning.

How does the teacher respond to student errors?

It is expected that students will make errors when they first begin
speaking. Teachers should be tolerant of them and only correct major
errors. Even these should be corrected unobtrusively. As bz_tudenrn get
'*,Sﬂﬂﬂt advanced, teachers can ‘hine rune’—correct more mMiNoer errors.

VIEWING THE TECHNIQUES

Major technique, as we saw in the lesson we observed, 15 the use of
ands to direct behavior. Asher acknowledges thar, although this
ue is powerful, a variety of activities is preferred for maintaining
interest. A detailed description of using commands is provided
f you find some of the principles of Total Physical Response to be
8%, you may wish to devise your awn technigues to supplement

How is language viewed? How is culture viewed?

Just as with the acquisition of the narive language, the oral mo
primary. Culture is the lifestyle of people who speak the E (
natively, ' % Oneg,
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Using commands to direct behavior sequence

pint we saw the teacher give threc connected commands. For
je, the teacher told the students to point ta the door, wal}q to the
* 4 rouch the door. As the students learn more and more of the t.ari;
"u age, a longer series of connected mmm;w!ds gan be given, wh_tc

”.' mprise a whaole procedure. While we did not see @ long, _au.:tmn
c; this very first class, a lirtle later on students might receive the

It should be clear from the class we vbserved that the use of eop
the major teaching technique of TPR. The commands are gi
dents to perform an action; the action makes the meaning.
mand clear. Since Asher suggests keeping the pace lively, iti
a reacher to plan in advance just which commands she will
lesson. If the teacher tries to think them up as the lesson pros
pace will be too slow.

At first, to clarify meaning, the teacher performs the acti
students. Later the teacher directs the srudents alone,
actions tell the teacher whether or not the students understas

As we saw in the lesson we observed, Asher advises teag
the sequence of the commands so that students do not simp
the action sequence without ever connecting the actions
FUAage.

Asher believes it is very important thar the students feel
Therefore, the reacher should not introduce new commands to
recommended thar a teacher present three commands at a rime
dents feel successful with these, three more can be taughe.

Although we were only able to observe one beginning
alwavs ask just how much of a language can be taught through
imperatives. Asher claims that all grammar features can be
cated through imperatives. To give an example of a more ad
son, one might introduce the form of the past tense as follows:

ng in SEructions:

ot @ Pen.

e out a picce Of paper.

o g lerter. (imaginary)

the letter,

in an envelope.

the envelope.

write the address on the en velope.
a stamp on the envelope,

il the letter.

serics of commands is called an action sequence, of an operation.
everyday activities, like writing a letter, can be broken down into
action scquence that students can be asked to perform.

NCLUSION

s that we have had a chance to experience a TPR class and to examine
ciples and techniques, you should try o think about how any of
will be of use to you in your own teaching. The te acher we observed
using Total Physical Response with Grade 5 children; huwr:-vcr, this
e method has been used with adult learners and younger children as

reacuEr Ingrd, walk to the blackboard.
{Ingrid gets up and walks to the blackboard.) =
TEACHER Class, if Ingrid walked to the blackboard, stand ups
(The class stands up. )
TEACHER Ingrid, write your name on the blackboard.
{Ingrid writes her name on the blackboard.) -
rEACHER Class, if Ingrid wrote her name on the blackboard,
down.
(The class sits down.)

Ask yourself: Does it make any sense to delay the reaching of speaking
target language? Do you believe that students should not be encour-
d to speak until they are ready to do so? Should a teacher overlook
brtain student errors in the beginning? Which, if any, of the other princi-
D you agree with?
uld you use the imperative to present the gra mmatical -strulcturﬂs
I vocabulary of the target language? Do you believe it is possible to
‘ach all grammarical features through the imperative? Do you think that
Ompanying language with action aids recall? Would you teach reading
writing in the manner described in this lesson? Would vou want to

Role reversal

Srudents command their teacher and classmates ro perform SOME
Asher says that students will want to speak after ten to rwenty 19
instruction, although some students may take longer. Students shou
be encouraged to speak until they are ready.
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adapr any of the techniques of TPR to your teaching situation? ¢
think of any others you would create that would be consistent y

i : — Acqunsition. Englewood Cliffs, NJ: Prentice-Hall.
principles presented here?

ACTIVITIES

S eaching Publicanions.

A Check your understanding of Total Physical Response. e anguage Teaching Publicativis.
1 Asher believes that foreign language instruction can and
modeled an native language acquisition. What are some
tics of his method that are similar to the way children a
native language?

? edn.) Brattleboro, VT: Pro Lingua Associates,

2 One of the principles of TPR is thar when student anxiety is loy
guage learning is enhanced. How does this method lower r
lery?

eign Students. San Francisco, CA: Alemany Press.

~ Gatos, CA: Sky Oaks Productions.

B Apply what you have understood about Total Physical Respe bistics. Cassette program series:

1 Although the teacher uses imperatives, she does so in a gentle,
way, the way a parent would (usually) do with a child. Her
expression, and manner are kind. Pracrice giving the com
chapter in this way.

2 Alorofrarger language structures and vocabulary can be taughi
the imperative, Plan part of a TPR lesson in which the present
ous tense, or another structure in the targer language, is ino

3 In the action sequence {operation) that we looked at, the tea
the students pretend to write and mail a lerter. Think of
comman acrvities which could be used as action sequences
classroom. Make a list of commands for each one.
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Communicative Language
Teaching

INTRODUCTION

You may have noticed that the goal of most of the methods we have
ooked at so far is for students to learn to communicate in the targer
anguage. In the 1970s, though, educators began to guestion if they
‘were going about meeting the goal in the right way. Some observed
that students could produce sentences accurately in a lesson, hur could
use them appropriately when genuinely communicating ourside of
classroom. Others noted that heing able to communicate required
re than mastering linguistic structures. Students may know the rules
linguistic usage, but be unable to use the language (Widdowson
8). It became clear that communication required that students
certain funcuons as well, such as promising, inviting, and
hining invitations within a social context (Wilkins 1976). In short,
g able to communicate required more than linguistic competence;
required communicative competence (Hymes 1971 }—knowing
nand how to say what to whom, Such observations contributed to a
itin the field in the late 1970s and early 1980s from a linguistic struc-
ntcred approach to a Communicative Approach {Widdowson
mmunicative Language Teaching aims broadly to apply the
Efﬂ perspective of the Communicative Approach by making
Municative competence the goal of language teaching and by
Owledging the interdependence of language and communication.
this looks like in the classraom may depend on how the tenets are
. d_and applied. Nevertheless, we will follow our usual way of
fanding the theory and associated practices by visiting a class in
a form of Communicative Language Teaching is being practiced.
we will visit is one being conducted for adult immigrants to
Tllzesr: twenty people have lived in Canada for two years and are
“intermediate level of English proficiency. They meet two
a week for two hours each class.
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EXPERIENCE

- ides the class into small groups cnnt;_unirlg five people each. HL‘
gdi y group a deck of thirteen cards. Fach card has a picture of a
ey - equipment. As the students identify the items, the teacher
g n:v]: on the blackboard: basketball, soccer ball, vollevhall,
; Eﬂc: -ll:zlla--.l.-_i:--.~ e skates, roller skates, football, baseball bar, polf
;,:irlli,n‘g ball, badminton racker, and hockey stick.
', cards are shuffled and four of the students in a group are da?alt
"~ ards each. They do not show their cards to anyone else. The extra
-c“ri ed face down in the middle of the group. The fifth person in
E rcc;ives no cards. She is told that she should try 1o predict
5[?'?; at Dumduan (one of the students i the class) will be doing the
:'ls weckend. The fifth student is to make statements like, “Dumd-
3 n.i:;rggﬂ skiing this weckend. [f one of the members of her glmw::[? has
ard showing skis, the group member w_nuld reply, for example, "Dum-
can’t go skiing because 1 have her skis.” If, on the other hand, no one
s the picture of the skis, then the fifth stu dvlrnr can make a strong sla;r:-
about the likelihood of Dumduan going skiing. She can say, for
: le. ‘Dumduan will go skiing.” She can check her prgdwtmu by rurn-
= over the card that was placed Face down. [f itis the picture of the skis.
she knows she is correct.
- students scem to really enjoy playing the game. They take turns so
each person has a chance to make the predictions about how a class-

ill spend his or her rime. _

wt;:c :Exl acrivity, the teacher reads a number of predictions like the
ing:
2008, Quebee will vote to remain part of Canada. .
2020, solar energy will replace the world’s reliance on frossil fuels.
20150, people will be living on the moon.

The teacher greets the class and distributes a handout. There jg
both sides. On one side 15 a copy of a sports column from a re
paper, in which the reporter discusses who he thinks will win
Cup. The teacher asks the students to read it and then to
predictions the reporter has made. He gives all instructions in
language. When the students have finished, they read whae
underlined. The reacher writes the predictions on the blackhoa
he and the students discuss which predictions the reporter fee
tain about and which predictions he feels less certain about,

Malaysia is very likely to win the World Cup this vear,
ltaly can win if they play as well as they have lately,
France probably will not be a contender again.
England may have an outside chance.

Then he asks the students to look at the first sentence and ro
another way to express this same prediction. One student says
probably will win the World Cup.” *Yes,” says the teacher, ‘A
Mo one responds. The teacher offers, *Malaysia is almost ce
the World Cup.” “Whart about the next?” he asks rhe class:
replics, ‘It s possible that [taly will win the World Cup.” Anotl
atfers, "There’s a possibility that ltaly will win the World C
the reporter’s predictions is discussed in this manner. All the p
the students suggest are evaluated by the teacher and the other
make sure they convey the same degree of certainty as the repa
inal prediction.

Next, the teacher asks the students to turn to the other side of
out. On it are all the sentences of the article that they have been

on. They are, however, out of order. For example, the hrst two sen

ey md.EI'I.T_'S are Tf.l'ld o make statements about how pmhabi-e I'I'll:‘lr' tll'li.l'lk
o this side of the handout are:

PIBdictiuns are anr_‘] '\I,'h_}' [hf_"_l.? h::]ieue S0 ThEF arc alsn asked how [hl:}'
bout the prediction. In discussing one of the predictions, a student
he does not think that it is like that a world government will be n
by the twenty-second century. The teacher and students ignore his
and the discussion continues.

, the teacher has the students divide into groups of three. Since
are twenty students, there are six groups of three students :.md ane
p of two. One member of each group is given a picture strip story.
B are six pictures in a row on a piece of paper, bur no words. The pic-
tell a story. The student with the story shows the first picture to the
Fmembers of his group, while covering the remaining five pictures.

England may have an ourside chance.
In the final analysis, the winning team may simply be the one wi
most EHF‘E‘J'iEnCE-

The first sentence was in the middle of the original sports columil
second was the last sentence of the original column. The teache
students ro unscramble the sentences, to put them in their proper €
numbering them. When they finish, the students compare what
done with the original on the other side of the handout. L

The reacher next announces that the students will be playing a1



http://www.pdffactory.com

Commiunicative Language ledehing  LLY

124 Communicative Language Teacking

wards They then discuss what language forms are :!m‘.rmpri;:’tr.- m
., with one’s boss. ‘For example,’ the teacher explm_ns. 'Mm: if you
ﬂ?haf your hoss doesn’t think thar rhe vacation |_.'FL'!il_C‘I>' ,w1|] change,
ou think it will. How will you state your .pri:du.:rmnf ‘E_uu are more
T 1o say something like °1 think the vacation policy might change,
T‘Thc vacation policy will uhange.'. _ _

syhat if. however, the teacher says, it is your cnl]mgue with whom vou
e and you are certain that you are right. How will yOU eXPpress your
crion then?” One student offers, ‘1 know that the vacation puilwy w!ll
+ Another student says, ‘I am sure that the vacation policy will
. A third studenr says simply, “The vacation pr:_lic'_,' will change,.‘
class is almost over. The teacher uscs the last few minutes 1o give
homework assignment. The students are o listen o the nie_h_atc
ween two political candidates on the radio or wa_r;h it on television
t night. They are then to wrnite (in English) their pre du:n_nn of who they
e will win the election and why they think so. They will read these to
classmares at the start of the nexr class.

THINKING ABOUT THE EXPERIENCE

we have seen before, there are important principles underlying the
hehavior we have observed. Let us now investigate these by compiling
our two lists: our observations and the underlying principles.

The other students tey to predict whar they think will happen in th
ond picture, The first studenr tells them whether they are correct ¢
He then shows them the second picture and asks them to predict w
third picture will look like, After the entire series of pictures h
shown, the group gets a new strip story and they change roles,

first student an opportunity to work with a partner in making p " .

For the final acﬁﬁ'it}' of rﬁe class, the s:udsms are rold that%vi!l.’ Sservotions Principles
play. The teacher tells them that they are to be divided into grou 1 The teacher distributes a Whenever possible, ‘authentic
They are to imagine that they are all employees of the same com handout that has a copy of a language’'—language as it is used
of them is the others” boss. They are having a meering to discuss sports column from a recent in a real context—should be
possibly occur as a resulr of their company merging with anoth newspaper, introduced.

pany. Before they begin, they discuss some possibilities rogether | .
decide that they can talk abour topics such as whether or not some @ 2 The teacher tells the students to Being able to figure out the

people in their company will lose their jobs, whether or not they v - underline the reporrer’s speaker’s or writer's intentions s
to move, whether or not certain policies will change, whether or Predictions and ro say which part of being communicatively
will earn more money. ‘Remember,” reminds the teacher, ‘that on ones they think the reporter competent.

ls most certain of and which

in each group is the boss, You should think abour this relationship i
; he feels least certain of,

example, he or she makes a prediction that you don't agree with.”

For fifteen minutes the students perform their role play. The
moves from group to group to answer guestions and offer any 2
what the groups can discuss. After it’s over, the students have an opp
niry to pose any questions, In this way, they elicit some relevant ¥

3 The teacher gives the students The target language is a vehicle for
¢ directions for the activityin - classroom communication, not
the targer language. just the abyect of study.
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Observations

4 The students try to state the
reporter’s predictions in
different words.

5 The students unscramble the
sentences of the newspaper
article,

6 The students play a language
game,

7 The students are asked how

they feel about the predicrions.

PDF created with pdfFactory Pro trial version www.pdffactory.com

Principles

One function can have my
different linguistic forg
the focus of the course
]?m Buage use, a variegy
linguistic forms are pre
together. The emphasis
process of communicat
than just mastery of la
forms,

phbservations
smdcrl'r makes an error. The
hcr and other students

9 The reacher gives each group
~ of students a strip story and a

Students should work
task to perform.

language at the discou
suprasentential (above gh
sentence) level. They must e
about cohesion and cohere
those properties of lang
which bind the Sﬂntﬂm
together.

The students work with a
 parmer to predict what the
pext picture in the strip story
will look like.

Ciames are important becay
they have cerrain features in
commaon with real
COMMUnICAtive even
is 3 purpose to the exch
Also, the speaker receives
immediate feedback from ¢ i _
listener on whether or Ilut
or she has successfully ,
communicated, In this way '
can nfgl!tiﬂ[ﬂ ITIEQIIIIIE
having students work in
groups maximizes the
COMMUNICAtIve practice f
receive.

X The students are to do a role
play. They are to imagine that
they are all emplovees of the
same company.

The teacher reminds the
Students that one of them is
“playing the role of the boss and

that they should remember this

- when speaking to her,

The teacher moves from group
0 group offering advice and
- ANSwering questions,

b The studens suggest alternative
. they would use to state a
- Prediction to a colleague.

Students should be given an
opportunity to express their ie
and opinions.

Communicative Language Teaching
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Principles

Errors are tolerated and seen as a
natural vutcome of the
development of communication
skills. Since this activity was
working on fluency, the teacher
did not correct the student, but
simply noted the error, which he
will return o at a later point,

One of the teacher™s major
responsibilities is to establish
situations likely to promorte
COMMUNICATon,

Communicative interaction
encourages Em}FETﬂti.VE
relationships among students. It
gives studenrs an opportunity to
work on negotiating meaning,

The social contexr of the
communicative event is essential in
giving meaning to the utterances.

Learning to use language forms
appropriately is an important part
of communicatve comperence,

The teacher acts as a faclitator in
SELing up commuricative
activities and as an advisor during
the activities.

In communicating, a speaker has a
chotce not only abour what to say,
but also how to say ir,
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Observations Principles

Lnicator” engaging in the communicative activity along with stu
il .

15 After the role play 1s finished,  The grammar and ve LS |1.i“!'-""‘"*“"d 1381).

o : o o bave all, communicators, They are actively engaged
- ot _—r. = . . udfnn_. are, a . y 4
:T;;::j;[: et relevant :E:; ~:I1;dnu1:£a:r., fﬂllm?. : ..15: otiating meaning—in trying to make themselves understood and
v C ; ationa nes

understanding others—even when their knowledge of the rarget lan-
e is incomplete.

the roles of the interla

: - T oo the teacher’s role is less dominant than in a teacher-cen-
. AT E . . ,ﬁlﬁﬂ« S1nce the Le ] :
16 Forther ht}mwlmrk, the Students shlnuld be given i thod. students are seen as more responsible managers ol their
students are to listen to a opportunities to listen ro pered meth
debate on the radio or warch it language asivis used in learning.
on television. authentic communica

istics of the teaching/leami rocess?
may be coached on str are some characteri g/ ng p

for how to improve thei ' “The most obvious characteristic of CLT s that almost everything that
camprehension. done is done with a communicarive intent., _SFudents use the language
a great deal through commuricative activities such as games, .r_nlx:
plays, and problem-solving tasks (see discussion of these in the review
of technigues). _

* Activities that are truly communicanive, according o Mnrr?w {in
ﬁu]mmn and Morrow 19813, have three features in common: informa
tion gap, choice, and feedback.

_ An information gap exists when one person in an exchange knows
1 What are the goals of teachers who use Communicative Languag g nething the ather person does not, If we both know today is Tuesday

Teaching (CLT)? B nd 1 ask vou, “What is today?” and you answer, “Tuesday,” our

exchange is nor really communicative, _ _

In communication, the speaker has a choice of what she will say and
“haw she will say it. If the exercise is tightly controlled so that students
‘éan only say something in one way, the speaker has no choice and the
change. therefore, is not commumicative. In a chain drill, for
example, if a2 student must reply to her neighbor’s quesnion n the
same way as her neighbor replied 1o someane else’s quesrion, then she
s no choice of form and content, and real communicarion does not
ACur,

REVIEWING THE PRINCIPLES

The answers to our ten questions will help us come to a bel
standing of Communicative Language Teaching. In some an
information has been provided ro clarify certain concepts.

The goal is to enable students o communicate in the targer
To do this students need knowledge of the linguistic forms, o
and functions, They need to know that many different for
used to perform a function and also thar a single form can ol
a variety of functions. They must be able to choose from am
the most appropriate form, given the social context and th
the interlocutors. They must also be able to manage the p
negotiating meaning with their interlocutors, Communi

55 - ; is insufficient. : ; ;
process; knowledge of the forms of language is inst B Truc communication is purposeful. A speaker can thus evaluate

Whether or not his purpose has been achieved based upon rhe infor-
ion she receives from his listener. If the listener does not have an
unity to provide the speaker with such feedback, then the
hange is not really communicative. Forming questions through a
stormation drill may be a worthwhile activity, but it is not in keep-
Ewith CLT since a speaker will receive na response from a listener, so
B unable 1o assess whether her question has been understood or not,

Another characteristic of CLT is the use of authentic materials. It is

2 What is the role of the teacher? What is the role of the stude

The teacher facilitates communication in the classroom. In.
one of his major responsibilities is to establish siruarions likely
mote commuanication. During the acrivities he acts as an &
answering students’ questions and monitoring their perform
might make note of their errors to be worked on at a later time
more accuracy-based activities. At other rimes he might be a
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comsidered desirable to give students an opportunity to devele
gies tor understanding language as it is actually used, 3

Finally, we noted that actvities in CLT are often carried o
dents in small groups, Small numbers of students inters
tavored in order to maximize the time allotted to each s
municating,

However, they must also use this knowledge a.m..! take mio con-
tiun the social situation in order to convey thﬂ_r inl:cnderd‘mean-
appmprme!y, A speaker E;I-I.I'!.E_i_t":k permission using ’ma}'. i{“May |

a picce of fruit?’); however, if rhi.z ﬁp[.‘:_]kl:.'l‘ perceives the listener as
:ﬂ more of a social equal or the situation as being informal, he or

E1IES

would more likely use *can’ to seek permission {"Can [ have a piece
ﬁ'ui.t?‘], 2

" Culture is the everyday l}fesr';!u ol pvruplc.whul use the language.
“There are certain aspects of it that are especially important ro com-
icarion—the use of nonverbal behavior, for example, which might
ceive greater arrention in CL1

HONS

4 What is the nature of student-teacher interaction? What is th
of student-student interaction?

The reacher may present some part of the lesson, such as
ing with linguistic accuracy. At other rimes, he is the fagil;
activities, but he does nor always himsell interacr with ¢
Sometimes he is a co-communicator, but more often he est:
uations that prompt communication between and among
dents. :

Students interact a great deal with one another. They do
ious configurarions: pairs, triads, small groups, and whaole gr

*

‘what areas of language are emphasized? What language skills are
mphasized?

guage functions r'ru:ghr he r:mphnsiz.fr_d over [unn_s. Tvpically,
*although not always, a functional syllabus is used. A variety of forms
are introduced for each function. Only the simpler forms would be pre-
sented at first, but as students ger more proficient in the target lan-
se, the functions are reintroduced and more complex forms are
arned. Thus, for example, in learning ro make requests, begimning
students might practice *“Would you ... 2" and *Could you ... ¥ Highly
ficient students might learn I wonder if you would mind ...
Students work with language ar the suprasentential or discourse
level. They learn about cohesion and coherence. For example, in our
son the students recognized that the second sentence of the scram-
bled order was the last sentence of the original sports column because
of its introductory adverbial phrase, ‘In the final analysis ... .* This
adverbial phrase is a cohesive device that binds and orders this sen-
tence to the other sentences. The students also recognized the lack of
coherence between the first two sentences of the scrambled order,
which did not appear connected in any meaningful way.
~ Students work on all four skills from the beginming. Just as oral
€ommunication is seen to take place through negotiarion berween
Speaker and listener, so too is meaning thought to be derived from the
Written word through an interaction between the reader and the writer,
Ahe writer is not present to receive immediate teedback from the
m‘iﬂ, of course, but the reader tries to understand the writer's inten-
; and the writer writes with the readers perspective in mind.
: hfa“iﬂg does not, therefore, reside exclusively in the texr, but rather
Arises through negotiation berween the reader and writer.

5 How are the feelings of the students dealt with?

One of the basic assumptions of CLT is that by learning to
cate students will be more motivared to study a foreign lang
they will feel they are learning to do something useful
guage. Also, reachers give students an opportunity to e
individuality by having them share their ideas and opinions
lar basis. Finally, student security is enhanced by the many op)
ties for cooperative interactions with their fellow students
teacher,

6 How is language viewed? How is culture viewed?

Language is for communication. Linguistic competence, the
edge of torms and their meanings, is just one part of commu
competence. Another aspect of commumicative competence i
edpe of the functions language 15 used for. As we have seen in
son, 4 variety of forms can be used to accomplish a single
speaker can make a prediction by saying, for example, ‘It may
‘Perhaps it will rain.” Conversely, the same form of the langus
used for a variety of functions. *May,” for instance, can be used
a prediction or to give permission {*You may sit in the back’).
Thus, learners need knowledge of forms and meanings a#
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8 What is the role of the students’ native language? ag? i n this lesson we see that the reacher uses a real newspaper

. He also assigns the students homework, requiring thar they listen
icl -E radio or television broadeast. s _
B urse, the class that we observed was at the high intermediate level
: cien;}'- For studenrs with lower pmﬁcicn.cy in the target language,
~ot be possible to use language materials such as these. More
bl materials (for example, the use of a wea_th.cr torecast whlcn
ing on prcdiurionﬁb, or at I_e-af.r m:ms that are rt;i_hstlc, are most desir-
- With a lower level class it is possible to use rclalla that do net contam
1 of language, but abour which a lot of discussion could be generared.
enus in the targer language are an example; timetables are another.

Judicious use of the students” native language is permirg
However, whenever possible, the targer language should

only during commumcative activities, but also for exp
activities to the students or in assigning homework, The
learn from these classroom management exchanges, too,
that the rarger language is a vehicle for communication,

abject to be studied. 1

9 How is evaluation accomplished?

A reacher evaluares not only the students’ accuracy, bur also
ency. The student who has the most control of the 5
vocabulary is not always the best communicaror,

A teacher can mformally evaluate his students’ performa
rale as an adviser or co-communicaror. For more formal evs
teacher is likely to use an integrative test which has a real
nicative function. In order to assess students’ writing :
instance, a teacher mighe ask them to write a letter to a fri

bled sentences

crudents are given a passage (a text) in which the sentences are in a
led order. This may be a passage they have worked with or one they
ave not seen before. They are old to unscramble the sentences so that the
ences are restored to their original order. This type of exercise teaches
—udents about the cohesion and coherence properties of language. They
how sentences are bound together at the suprasentential level through
formal linguistic devices such as pronouns, which make.a text cohesive,
- and semantic propositions, which unify a text and make it coherent.

* In addition to written passages, students might also be asked to
‘anscramble the lines of a mixed-up dialog. Or they might be asked to put
th pictures of a picture strip story in order and write lines to accompany
he pictures.

10 How does the teacher respond to student errors?

Errors of form are tolerated during fluency-based activities ani
seen as a natural outcome of the development of communic
skills. Srudents can have limited linguistic knowledge and
successful communicators, The teacher may note the errars di
fluency activities and return to them later with an accur
acriviry.

E-I.-'lnsuage games

P Games are used frequently in CLT. The students hind them enjoyable, and
REVIEWING THE TECHNIQUES AND THE MATERIAL rﬁﬂ'ﬂ.’}' are pmperlyqdcsjgged. they give students valuable communicarnive
There may be aspects of CLT that vou find appealing. This review P '1:'?. Morrow's three features of cummunicatiwlr activities w-l.‘rf: man-
been provided in the event vou wish to try to use any of the rechnigqu ﬁm‘ﬂi in the card game we observed m the following way: An informa

materials associated with CLT. tion gap existed because the speaker did not know what her classmate
Was going to do rhe following weekend. The speaker had a choice as to
What she would predict (which sport) and how she would predictir {which
torm her predicrion would take). The speaker received feedback from the
mﬂﬂj{:ﬁ; of her group, If her predicriun WS Inco I'I'l[!I['hEI'lSib]E, then none

Authentic materials

To overcome the typical problem thar students cannot transfer #
they learn in the ¢lassroom o the outside world and to expose stude
natural language in a variety of situations, adherents of CLT ad

L}
D"-"":"-'J'!il-', whae s authentic and natureal o nanve speakars of the target language 15 not s i
the use of language marerials authentic to native speakers of the &

A in the classroom. Whar is important is that these materials are used in @ way that is real
for learmers Widdowson 1998),
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of the members of her group would respond. If she gor a
response, she could presume her predicrion was understood.

i
1 g

Picture strip story

Many activities can be done with picture strip stories. We sup:
in our discussion of scrambled sentences.

In the activity we ohserved, one student in a small group was g
strip story. She showed the first picture of the story to the other
of her group and asked them to predict what the second pi o
look like. An information gap existed—the students in the grou;
know what the picture contained. They had a choice as to what
diction would be and how they would word ir. They received fee
not on the form but an the content of the prediction, by being a )
the picture and compare it with their prediction. -

The activiry just described is an example of using a problem-so
a communicative technigue. Problem-solving tasks work well in C
they usuallv include the three features of communication. What's
can be structured so that students share information or work
arrive at a solution, This gives students practice in negotiating

)

Role play

We alrcady encountered the use of role plays as a technique
looked at Desuggestopedia. Role plays are very importan
because they give students an opportunity to practice comm

different social contexts and in different social roles. Role plays
up so that they are very scructured (for example, the teacher te
dents who they are and whart they should say) or ina less struct
(for example, the reacher tells the students who they are, what th
tion 15, and what they are talking about, but the students derermi
they will say). The latter is more in keeping with CLT, of conrse,
it gives the students more of a choice. Notice that role plays st
like this also provide information gaps since students cannot be
with most forms of communication) what the other person or peop
say (there is a natural unpredicrability). Students also receive feedbag
whether or not they have effectively communicated.

3

CONCLUSION

Perhaps the greatest contribution of CLT is asking teachers
closely at what is involved in communicatior. If teachers intend s

PDF created with pdfFactory Pro trial version www.pdffactory.com

Communicative Language Teaching 153
the target language, then they must truly understand all that being

unicatively competent entails. , _
chieving communicative competence a goal for which you should
a

sarc your stu dents? Would you adopt a functional syllabus? Should a
i

y of language forms he presented at one rime? Are there times when

-.:.-c:uld emphasize fluency over accuracy? Do these or any other prin-

sof C1.T make sense ro you? .
4ld you ever use language games, problem-solving tasks, or role

- all v VItiEs ing he three features of communica-
-2 Should all your activities include thetl

5 Ghould authentic language be used? Are there any other techniques

materials of CLT that you would find useful?

ACTIVITIES
& Check your understanding of Communicative Language Teaching.

Explain in your own waords Morrow’s three ii-:alures of communica-
. on: information gap, choice, and feedback. Choose one of the acuvi-
* ties in the lesson we ohserved and say whether
" fearures are present.

or not these three

"9 Wihv do we say that communication is a process? What does it mean (o
. pegotiate meaning?

3 What does it mean to say that the linguistic forms a speaker uses
~ should be appropriate to the social context?
i Apply what you have understood about CLT.

1 I you wanted to introduce your friend Paula to Roger, you might say:

Raoger, this is (my friend) Paula.
I would like you to meet Paula.
Let me present Paula to you.
Roger, meet Panla.

Allow me to introduce Pasda.

In other words, there are a variety of forms for this one funcrion.

Which would you teach to a beginning class, an intermediate class, an
advanced class? Why?

List linguistic forms you can use for the function of inviting. Which
""-I'ﬂuld vou teach to beginners? o intermediates? To an advanced
classs
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2 lmagine thar vou are working with your students on the funes
requesting information, The authentic material you have selee,
railroad rimetable. Design a communicative game or problem-sg]
task in which the ometable 15 used to give vour students Practic
requesting mformation.

Content-based,
Task-based, and
Participatory Approaches

3 Plan a role play to work on the same function as in Exercise 2,
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practice using the communicative function of making prudu.nn.m. The
.qi;ppm&chts we examine in this chapter do not helgm w!rhlﬂmctmns., or
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CONTENT-BASED INSTRUCTION

Using content from other disciplines in language courses is not a new
idea. For years, specialized language courses have il:‘LL!]l,Il%Ed content rele-
vant to a particular profession or academic discipline. So, for example,
the content of 1 language course for airline pilots is different from one for
computer scientists. The special contribution of urllrent-h-.is.r&d TNSTrUC:

tion is thar it integrates the learning of language with the learning of some

other content, often acadenic subject martter. It has been :}hscr\'r:d that
academic subjects provide natural content for language instruction. Such
rvations motivated the ‘language across the curriculum’ movement
native English speakers in England, which was launched in the I‘J?"lh

0 integrate the teaching of reading and writing into all other subject
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areas, Of course, when students study academic subjects in 4 nopng
language, they will need a great deal of assistance in understandi,
ject marter texts; theretore, there must be clear language obje
well as content learning objectives. Because the language objegy
dictated by the texts, content-based instruction rightfully fits i
other methods in this chapter where the selection and sequence g
puage items arise from communicative needs, not predetermined

B blackboard. When they have trouble explaining a concept, the
;_kwhcf supplies the missing Iﬂngl._::lf.w. Mext, she distributes 3 handour
that she has prepared based on a video, ‘Understanding Globes.” The top
section on the handout is entitled Some vocabulary to know. Listed are
iﬂm’ key geographical terms used in the video. The reacher asks the sty-
| dents to listen as she reads the ten words: degree, distance, equator, globe,
pemisphere, imaginary, latitude, longitude, model, parailel.

Below this list 1s a modihed cloze passage. The reacher tells the students
1o read the passage. They should fill in the blanks in the passage with the
E'-'-“ yocabulary where they are able to do so. After they are finis hed, she
shows them the video. As they warch the video, they fill in the remaining
ME with cerrain of the vocabulary words that the teacher has read aloud.

The passage begins:

Experience’

Let us step into the classroom, where a sixth prade class in an ing
tional school in Taipei is studying both geography and English ¢
canrent-hased instrucrion. Most of the students are Chinese spea
there are several native speakers of Japanese and a few Ko
teacher asks the students in Fnglish whar a globe is, A few
‘world." Others make a circle with their arms. Others are silens
teacher then reaches under her desk and takes out a globe, She e
globe on her desk and asks the students what they know about it

They call out answers enthusiastically as she records their ang

e is a three-dimensional __ _ of the earth.
Paints of interest are located on a globe by using a system of
. lines, For instance, the equator is an imaginary line rhat
divides the earth in half, Lines that are parallel to the equator are called
linesof __ Lattude is used to measure __an
the earth north and south of the equator ...

After the video is over, the students pair up to check their answers,

Next, the teacher calls artention to a particular verb pateern in the cloze
passage: are located, ave called, is used, erc. She tells students that these
are examples of the present passive, which they will be studying in this

son and ones ro come this week, She explains that the passive is used Lo
defocus the agent or doer of an action, In face, in descriptions of the sart
that they have just read, the agent of the action is nat mentioned ar all.

The teacher then ex plams how lanrude and longitude can be used to
any place in the world. She gives them several examples. Then the
ﬂ“dfﬂts use latitude and longitude co-ordinates to locate cities in ather
pSountries. By stating “This city is located at latitude 60° north and longi-
;mde 11° east,” the teacher integrates the present passive and the content
| 2PUS ar the same time, Hands go up. She calls on one girl to come to the
! baf the room to find the city. She correctly points to Oslo, Norway an
e globe, The teacher provides a number of other examples. ?

; Later, the students play a guessing game. In small groups, they think of
L Ames of five cities. They then locate the city on the globe and write
"-ﬂrdi;“ rh'f-' latitude and longitude co-ordinates. Later, they read the co-
. Mates our loud and see if the other students can guess the name of the
_rt‘ I:rsr Broup says: "This city is located at latitude 5° north and lon-
/4% west." After several misses by their classmares, group 4 gets the

i

I This lesson is based on Glonia Crastelli (1994): An Integrated, Comtent-based Cureit
Begivning Level English as a Second Languaye Ledrners of .'.#‘.'hfdul'r Sckonl Age:
Units, an Independent Professional Project, Schoal for International Training.

UQ

i‘?ﬁ“lde
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correct answer: Bopota. Group 4 then give the others new co-ordi
“This city is located at 34° south lantude and 1517 east longitude,
answer: Sydney! i

Ear homework, the students are given 2 map and a description of Ay
tralia. They have to read the description and label the major cities a

Content-based, Task-based, and Participatory Approaches

Observations

7 The reacher provides a number
of examples using the present
passive with latitude and
longitude co-ordinares.

141

Principles

When they work with authentic
subject matter, students need
language support. For insrance,

ponts of interest an the map.

Thinking about the experience

Let us follow our customary procedure by listing our observations an

the principles that underlie them.

Observations

1 The class is studying geography.

2 The reacher asks the students
whar they know about a globe.

3 The students call our their
answers enthusiastically as the
teacher writes them on the
blackboard.

4 The teacher supplies the missing
language when the students
have erouble in explaining a
concept in the target language.

5 The reacher reads the new
vocabulary and then the
students watch a video entitled
‘Understanding Globes.

6 The students fill in the
vocabulary words in the blanks
in the modified cloze passage as
they watch the video.
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Principles

The subject matter content 15
for language teaching purposes

Teaching should build on s

Previous exXperience,

When learners perceive the
relevance of their language
they are motivated to learn.
know that it is a means to an
rather than an end in iself.

The teacher ‘scaffolds’ the
linguistic content, i.c. helps
learners say what it is they
to say by building together w
the srudents a complete
urrerance.

Language is learned most
effectively when it is used as

medium to convey informa
content of interest to the student

Vocabulary is easier to acquil
when there are contextual ¢l
help convey meaning,

the teacher may provide a number
of examples, build in some
redundancy, use comprehension
checks, etc.

§ The students are given the
latitude and longitude co-
ordinares, and they have to
come to the front of the
classroom to find the city on the
glube,

Learners work with meaning ful,
copnitively demanding languape
and content within the context of
authentic material and rasks.

9 For homewaork, the students are
given a map, which they are to
label based on a descriprive
reading they have been given.

Communicative comperence
involves more than using language
conversationally. [t also includes
the ability to read, discuss, and
write abour conrent from ather
hields,

The lesson we have just observed might be cansidered a form of language
immersion, where academic subjeets are learned through the medium of a
foreign language. In Canada, successful second language immersion pro-
grams, in which Anglophone children learn their academic subjects in
French, have existed For many vears, Snow has referred to content-hased
instruction as a method with many faces. Another content-based instruc-
tion “face, where content and language mstruction have been integrated,
is the adjunct model. In the adjunct model, students enrall in a regular
academic course, In addition, they rake a language course thatis linked to
the academic course. Then, during the language class, the language
teacher’s focus is on helping students process the language i order to
understand the academic content presented by the subject teacher. The

Nguage teacher also helps students to complete academic tasks such as
Writing term papers, improving their note-taking abilities, and reading
academic textbooks assigned by the content teacher.

_[“ sheleered-language instruction in a second language environment, a
nird model of content-based instruction has been used. Both native
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speakers and non-native speakers of a particular language follow a
lar academic curriculum. For classes with non-narive speakers, howe
‘sheltered” instruction is geared to students” developing second languagy
proficiency. Sheltered-language instructors support their students through
the use of particular instructional techniques and materials. It offers the
significant advantage that second language students do not have o
pone their academic study until their language control reaches a
level. It follows that students are often highly motivated because they
learning content that is relevant to the academic requirements of the pros
grams in which they are enrolled. 1

Finally, it should be noted that the focus need not be academic for th
same motivational benefits o be derived. For example, compete
based instruction, an effective form of content-hased instruction for 3
immigrants, offers students an opportunity to develop their second I3
guage skills ar the same time that they are learning vital ‘life-coping”
‘survival® skills such as hilling out job applications or using the telephe

In sum, whar all madels of content-based instruction have in co '
is learning both specific content and related language skills. *In conte
based language teaching, the claim in a sense is that students get “rwo
one”—both content knowledge and increased language profici
{Wesche 1993),

Before moving on, it would be worthwhile to briefly touch upon
more approach here since its philosophy has much in common with
ers presented in this chapter. Although it originated in classes for chile
who speak English as a native language, the Whole Language Appra
has often been used with second languape learners as well. The Wh
Language Approach, as the name suggests, calls for language o
regarded holistically, rather than as pieces, i.e. the vocabulary
grammar structures and pronunciation poimts, Whole Language edu
tors believe that students learn best nar when they are learning lang
picce by prece, but rather when they are working to understand the m
ing of whole texts, In other words, students work from the ‘top-doy
attempting hirst to understand the meaning of the overall text before £
work on the linguistic forms comprising it. This contrasts with the
tom-up’ approach we have seen in other methods in this rext, where
dents learn a language piece by piece and then work to pur the pies
place, constructing whole meaningful texts out of the pieces.

It is thought thar the learning process will work best when studen
engaged in purposeful use of language, 1.e. not learning linguistic
for their own sake. ‘Therefore Whole Language educarors provide
tent-rich curriculum where language and rthinking can be abour int
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ing and significant content’ {Edelsky, Altwerger, and Flores 1991: 11).
Whole Language educators see errors as part of learning and they encour-
age students to experiment with reading and writing 1o promore hoth
their enjoyment and ownership. Further, Whole Language educarors
embrace the ideas of Vygorsky (1978) abourt the social nature of learning.
Asasocial process, itis assumed thar learning is best served by collabora-
rion between teacher and students and among students,

For instance, one example of a technique to teach reading that fits with
principles of Whole Language is the Language Experience Approach. The
general idea is that the texts students learn to read from are based upon
the students’ life experiences. The students take urns dictating a story
about their experiences to the teacher who writes 1t down in the target
language. Each student then practices reading his or her story with the
teacher’s assistance. The Language Experience Approach applies the
principles of Whole Language: the text is about content that is significant
to the students, it is collaboratively produced, it is whole, and since it s
the student’s story, the link between text and meaning is facilitated.

Two writing rechniques that fit well with Whole Language philosophy
are process writing and pournal keeping. Traditionally, when teachers
teach wriring, they assign topics for students to write on, perhaps they do
a bit of bramstorming about the topic during a pre-writing phase, and
then have students write about the topic without interruption. Subse-
quently, teachers collect and evaluate what students have writter., Such
instruction is very ‘product-oriented’; there is no involvement of the
teacher in the act or ‘process’ of writing. In process writing, on the other
hand, students may initially brainstorm ideas about a topic and begin
writing, but then they have repeated conferences wirh the reacher and the
other students, during which they receive feedback on their writing up to
that point, make revisions, based on the feedback they receive, and carry
on writing. In this way, students learn to view their writing as someone
clse’s reading and ro improve both the expression of meaning and the
torm of their writing as they draft and redraft.

Another way to begin working on literacy skills is to have students
keep dialog journals, a technique that is widely practiced in the Whole

nguage Approach. The particular way rthar journals are used varies,

ut essentially it involves students writing in class or for homework regu-
lacly, perhaps after each class or once a week. There ma y be a particular
focus for the writing, such as the students’ expressing their feelings for
h“_‘-"-’ and what they are learning, bur the writing might also be on any-
thing that the student wishes to communicate to the reacher. Usually it
s the teacher who *dialogs’ with the studen, i.e. is the audience for the
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journal. The teacher reads the srudent’s journal entry and

Wil
response to it, but does not correct its form.

TASK-BASED INSTRUCTION

As with conrent-based instruction, a task-based approach aims o
vide learners with a natural context for language vse. As learners wa
complete a task, they have abundant opportunity o interact, Such in :
action is thought to facilitate language acquisition as learners have
work ro understand each other and to express their own meaning, B?
doing, they have ro check to see if they have comprehended correctly
ar rimes, they have to seek clarification, By mteracring with others,
get to listen to language which may be beyond their present ability,
which may be assimilated into their knowledge of the target language
use at a later ime. As Candlin and Murphy (1987: 1) note, “T'he cen
purpose we are concerned with is language learning, and tasks pres
this in the torm of a problem-solving negotiation between knowledge
the learner holds and new knowledge.”

Experience

The following lesson is one that has been adapted and expanded fr
Prabhu (1987). It takes place in Southern India. The class consists of
ten-vear-old children who are advanced beginners in English, As we e
the classroom, the teacher is speaking:

“Wie are going ro do a lesson today on timetables, OK?

The teacher draws the columns and rows of a class timetable on
blackboard. Ae the head of the first column, she writes 9:30-10:15.
students understand that the teacher has written the duration of the
class period of the day.

“What should T write here?® asks the reacher, pointing to the head of |
second column. The students respond, “Ten ffteen.” And then ‘Ele
o'clock,” as the reacher moves her finger across the top row. The reac
points in mien to the top of cach column and the students chorus the t
that cach class period begins and ends.

Then the teacher asks: “Who will write the names for the days of the wi
here?” Several students raise their hands, The teacher calls on one. ‘Cot
she savs, The student she has called on comes to the front of the roam, Gk
the chalk, and writes the names of each weekday beside each row, Mot
day to Friday, correctly, as the rest of the class helps with the spelling-
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‘s that correct?” the teacher asks. ‘Correct!” the s.[udfn_r:c s:!mru.a back.
ayhar about Saturday? Do we have school on .‘“inturdlavl.-: _ Mhe sFudr:;nu‘
reply 1n lll]i‘jilH], ‘No ... haliday.” The teacher responds, ‘Holiday. Yes. Sat

dav's a holiday.” .
un.'l\ﬁx.r the reacher divides the class into eight groups of hve .~'.1L1|.ir:nr:~é
Each student in a group receives a card with the '{El:IL‘dllh: for one i;i.n 0
[iw week. The students’ rask is to complete the week’s st‘hvdulu 11-. 5 w.u l.!.l'lg
the information on their cards wirh_:_-ugh other. There is much L{“Emw;".
as each group works to draw up a full :na:hcdu]t_-. As she moves about the
sonm listening to the groups, thl:_ reacher reminds the class to speak 12
English. The first group that is finished comes to the blackboard an
wrires the schedule on the board.

After the students have checked their work, the reacher collects each
group’s rimetable so she can read it and return it to them the next day, 5he
checks their tmetables mainly to see that the content is correct.

Next, still working in their groups, the students are told that they are to
find a way to survey their classmares® preferences of their favorite school
subjects. -'i'hu:}- must find out which are the three most popular subjects
among class members. Each group is ro discuss ways they might find out
the informarion. They might design a questionnaire, for nstance, or go
around the room interviewing other students. Afrer they have completed
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their survey, they have to summarize and report the results. They have s
determine how to do this, For example, they may use percentages, a bay
graph, a pie chart, or some other visual display. Once again, much in
action takes place. Students are busily talking about how they will ga
the informarion they need o complete the rask and later report their find
Ings.

Thinking about the experience

We have seen that tasks are used in Communicative Language Tea
o at hirst glance what we have just observed may not seem so diff
But notice that while the task in our CLT lesson was designed to get g
denrts to pracrice making predictions, a communicative funcrion, the ra:
based lesson we have just observed did not focus on a particular fu
or even a particular form of the langnage. In facr, the teacher used a wi
variery of linguistic forms, which the context made clear. The “depa
from CLT [in such lessons] ... lay not in the tasks themselves, but E|I1_)
accompanying pedagogic focus on rask completion instead of on the
guage used in the process’ (Long and Crookes 1993: 31). Thisis a
shift of perspecrive, one characteristic of all of the merhods dealr
this chaprer.

Let us compile the principles underlving task-based insts
depicted in the lesson from Prabhu (1987} by making some observ
and then atrempting to infer the underlying principles from them.

Observations Principles

The class activities have a

perceived purpose and a clear
outcome,

1 The teacher tells the class that
they are going to complete a
tmetable,

2 The teacher begins by having
the class help her begin ro fill
out a class schedule, This is
done through whole-class
interaction in the form of
teacher question and student
TeSpOnSe,

A pre-task, in which students
work through a similar rask to
one that they will laterdo
individually, is a helpful way to.
have students see the logic
involved in what they are being
asked ro do. It will also allow
the language necessary to
complete the rask to come nto
play.
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Observations

3 The teacher first has the
students label the time periods
and then the days.

4 The teacher asks the srudents if
a particular answer is righr.

5 The teacher asks, “What abour
Saturday? Do we have school
on Saturday®

& The reacher asks about

Saturday. The students reply,
‘Holiday.’ The teacher

responds, “Yes, Saturday’s a
holiday.’

Principles

The teacher breaks down into
smaller steps the logical thinking
process necessary to complete the
task. The demand on thinking
made by the activity should be just
above the level which learners can
meet without help.

The teacher needs to seck ways of
knowing how mvolved the
students are in the process, so she
can make adjustments in light of
the learners’ perceptions of
relevance and their readiness o
learn. Such teacher—class
negotiation ensures that as many
students as possible in a mixed-
ability class grasp the nature of the
activity.

The teacher does not consciously
sumplify her language; she uses
whatever language is necessary to
have students comprehend the
current step in the pre-task. Here
she switched from an abbreviared
wrb-question o a yes/ino question.
This switch is a natural strategy
thar proficient speakers use when
interacting with less proficient
speakers inside and outside of the
classroom,

The teacher supplies the correct
target form by reformulating or
recasting what the students have
said,
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QObservations Principles

7 The students then do the task in - This jigsaw rask, where st

groups, following the reacher’s have to listen 1o different pa_ri_-g'
instructions. They are each total ser of information they need
given part of the informarion to complere a task, gives them

they need to complete the task. plenty of opportunity to en

authentic speaking and listen;
and provides opportunities ta
develop their comprehension and

speaking skalls.
8 The students’ papers were Students should receive feedback
marked by the teacher on the on their level of success in

basis aof the conrent.
focus is on meaning,

9 Srudents are asked 1o design a Students have input into the d
way to survey the other students  and the way that they carry out
about their favorite subjects. rask. This gives them more opp
They are to figure out 2 way o tunity for anthentic and mea

report their Aindings to the rest ful interaction.
of the class.

Prabhu identitied three types of tasks, all of which were represen

the lesson we have just observed. An information-gap activity, which w

saw used in the previous chapter and in this one, invelves the exchang
informartion among participants in order to complete a task. For exd
ple, an information-gap activity might involve a student describing a
ture for anather student to draw or students drawing each others” fa
trees after sharing information. In this lesson, students had to exchange

information within their groups in order to complete the nmetable.

An opinion-gap activity requires that students give their personal p
erences, feelings, or attitudes in order to complete a rask. For insta
students might be given a social problem, such as high unemployme
and be asked to come up wirh a series of possible solutions, Another
might be to compose a letter of advice to a friend who has sought &
counsel abour a dilemma. In our lesson, the students were only at

advanced-beginning level. Their opinion-gap task was a rather s
one which involved students’ surveying their classmates abour
favorite subjects.
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completing the task. The overall
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A reasoning-gap activity requires students to derive some new infor-
mation by inferring it from information they have been given. !-:}1‘. e:fam—
Je, students might be given a railroad :ime:ablr and asked to wulrk out
the best route to get from one particular city to another or they might be
asked to solve a riddle. In the lesson we observed, students were asE{cd o
use their findings to figure out how best to discover their L‘I.'lf.sm-.ltes thn:t'.
most popular subjects. Prabhu (1987) fecls that reasoning-gap rasks
work best since information-gap tasks n&:r! require a 5|ngle_ step transfer
of information, rather than sustained negotiation, and opinion-gap tasks
tend to be rather open-ended. I{casnning-g.up 'rasks: on the other hand,
encourage a more sustained engagement with meaning, though they are
still characterized by a somewhat predicrable use of language.

Long and Crookes (1993) have ident%hcd three different types of rask-
bhased approaches (they call them syllabi). The first of these is Pmcedural.
which is illustrated in the lesson in this book. The ﬁ_:cond 15 based on
Breen and Candlin’s (1980) notion that language lcarmr_tp_ should be seen
as a process which grows out of communicative interaction. As such, stu-
dents and teachers decide together upon which tasks to do. The third type
of approach is their own task-hased language teaching, which focuses on
meaningful interaction while still drawing students” attention to language
form as needed.

Whereas in Prabhu’s approach, the teacher designs which rasks are to
be worked on, others believe that the way to begin is to conduct a needs
analysis of real-world tasks that learners are likely to need to perform
(Long forthcoming, cited in Skehan 1998). Then pedagogic tasks, which
are more accessible to the students and more manageable by the reacher
than real-world tasks, can be designed.

Another approach, which is also concerned with real-world language
use, hur is distinctive enough to merit special consideration is Project
Work, As with a task-hased approach, the language practiced in the
classroom is not predetermined, but rather derives from the narure of a
particular project that students elect to do. For example, students might
decide to take on a project such as publishing a school newspaper in the
target language. This project would follow the same three stages of all
projects (based on Fried-Booth 1986). During the first stage of their
project, the students would work in their class, planning, in collaboration
with the teacher, the content and scope of the project and specific lan-
puage needs they might have. They might also devise some strategies for
how they will carry our the tasks, such as assigning each other specific
roles to fulfill.

The second stage typically takes place ourside the classroom and
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involves the gathering of any necessary information. For example, if the
students have decided ro publish a school newspaper, then this
might involve their conducting interviews, taking photographs, and gae
ering printed or visual material. It would also include writing up
interviews and laying out and printing and distributing the first edit
their newspaper. During this stage, students may well use all four ski
a natural, integrared fashion.

In the third and final stage, students review their project. They monite
their own work and receive feedback from the teacher on their perfor
ance. At each of these three stages, the teacher will be working with |
students acting as counsclor and consultant, not as the project directa

By encouraging students to move out of the classroom and into the
world, project work helps to bridge the gap between language study and
language use,

PARTICIPATORY APPROACH

Although it originated in the early sixties with the work of Paulo F
and therefore antedares modern versions of content-hased and
based approaches, it was not unul the 1980s that the partici
approach started being widely discussed in the language reaching |
ture. In some ways the participatory approach is similar to the conges
based approach in that it begins with content that is meaningful to t
students and any forms that are worked upon emerge from that conte
What is strikingly different though is the nature of the content. It is ¢
the content of subject matter texts, bur rather content thart is based
issues of concern to students,

In the early 19605, Freire developed a native-language literacy pro
for slum dwellers and peasants in Brazil, Freire engaged learners in di
logues about problems in their lives. These dialogs not only became #
basis for hteracy development, but also for reflection and action
improve students’ lives. Freire believed thar ‘education is meaningf
the extent that it engages learners in reflecting on their relationship to
world they live in and provides them with a means to shape their war
[Freire and Macedo 1987 1n Auerbach 1992). Education is not value
it occurs within a parncular contexr, The goal of the participat
approach is to help students to understand the social, historical, or
tural forces that affects their lives, and then to help empower stude

take action and make decisions in order to gain control over their
(Wallerstein 1983),
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Hpeﬂentel

Let us now see a lesson in which the participatory app roach is being prac-
ticed. The students are recent immigrants to the .Ummd States from Cen-
¢ral Europe. They are adults who work part-time during the day and
study English ar night. Although artendance fluctuares Ismnewhnt due to
family and work demands placed on the students, tonight there are ten
adults present as the class gets underway. .

The teacher begins, ‘Good evening everyone. How are you tonight?’
The students return the greeting warmly and imteract with the teacher an_d
each other, enly interrupting to greet latecomers. They know Elrunl1 previ-
ous experience that this is a time to catch up on anything of smgmﬁcan_ce
that has happened in their lives since last week’s class. One student dis-
cusscs the fact that one of her children is struggling at school. He never
wants to go to school, She does not know what the problem is, but she is
worried. Much of this conversation takes place in halting English anfi
gesture since the students are still of low-intermediate English profi-
ciency. Another student discusses the problem she has been having with
her landlord, She can never get enough heart to make herself comfortable.
When she tries to communicate with the landlord, he tells her that it has
always been that way. One bit of good news is that one of the students’
brothers has just gotten word that he will be permitted entry into the
United States soon and so will be able to join the rest of the family.

Having listened to the stadents and having taken note of their issues,
the teacher continues, ‘Last week, we were talking about why it is difficult
for some of you to come to class regularly. Now, I know that most of you
work during the day and you have your family to take care of in the
evening. However, several of the women were speaking about not choos-
ing to come to class a few times because of not wanting o be out alone in
the city after dark. | would like us to look at this situation a little more in
depth tonight.”

The teacher shows the students a picture. It is a drawing of an apart-
ment building.

In one of the windows of the building, there is a woman looking out.
On the street below are several young men standing around. The teacher
tells the students that the woman has an English class starting in an hour
thar she does not want 1o miss. Then she begins a discussion.

* This lesson is based on Flsa Auerbach®s presentation at the Schoaol for Internarional Traiming
[51T) on 18 Crctober 1993, entitled *Participatory Approaches: Problem-Posing and Beyond.”|

have also drawn from Carolyn Lavzer and Bill Perry’s workshop at 31T on 28 May 1993 and
Aucrbach (1992).
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“What do you see?” The students reply, a woman.” And one stud
adds, “Men” “Who 1s the woman?' *What is she doing?’ the tea
queries. The students decide thar the woman is Lina, one of the wa
who expressed her fear of being out in the city by herself after dark.
reacher continues with the quesrions. “Who are the men? Whar are t
doing? Where are thev?' The students reply as well as they can vsing
English they know.

Mext the teacher asks the students to imagine how the people in the
ture feel, *How does the woman feel? Is she happy, sad, afraid? Why
How do the men feel? Do they like to stand in the street?” The stoden
reply to these questions, '

The teacher then pursues a line of questioning that actempts to get st
dents to relate the problem to their own experience. *Has this ever b
pened to vou?” she asks. ‘How did you feel? Did you leave the house?

‘In your country/culture arce people alone much?® the teacher asksin
attempt to contextualize the problem. ‘Do women walk in the s
alone?’ Finally, to end this segment of the class, the teacher invites the
dents to discuss what thev can do about this problem. She does this
posing a series of questions: “What can Lina do about this? What de yo
think will happen if she does? Whar would you do abour this?® and
forth.
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since one of the suggestions for a solution to Lina% problem was to
have more street lighting mstalled in her neighborhood, the :ca}u]u,jr asks
the class if they would like to wrire a group letter 70 thu mayor’s office to
request better lighting. The students think :lm_l .Fhlﬁ is a p,c:-._:d idea, and
‘hev take out their notehooks. The teacher elicits content for the lerrer
with questions such as “What's important in this Ir_uerr Hew do y'umlj1x-+:a}nt
it to stare? What do you want me to write? What comes next? [he
ceacher faithfully records the srudents” answers, making sure not o
change their words. She reads the text aloud as she writes it and she
invites students to read along. When they are through, the n:nuf'h{c'r asks
them if they want to change anything, pointing to each word as 1t is n:_ud.
When they are finished with their changes, each student reads one line.
They do this several times with students reading different lines each Ii.me.

The students next copy their group letter into their notehooks, Since
they intend ro actually send the letter out, they want ro make sure that the
English is good. She asks them to reread and edir the letter for homework.
Thev will read each orher’s letters next time and incorporare any neces-
sary revisions in the group letter before sending it out. The Fiaﬁs con-
cludes by the students talking about what they liked in that evening’s class
and what they did not like. They also respond to the teacher’s questions
about what they have learned and what they want to learn in the future.

Thinking about the experience

Let us examine the practices and principles of the participatory approach.

Principles

1 The teacher engages the What happens n the classroom
students in an initial discussion  should be connected with what
about what is happening in their  happens outside that has relevance
lives. ro the students. The reacher listens

for themes in whar students say
that will provide the content for
Future lessons.

Observations

The curniculum is not a
predetermined product, but the
result of an ongoing context-
specific problem-posing
process,

2 The teacher poses a problem
that was voiced by several
women during a discussion
from a previous class.
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Observations

3 The teacher leads the class in
discussing the problem, ending
with students responding with
solutions to the problem,

4 The teacher asks the students if
they want to write a group
letter. She uses a collaborarive
process to do so.

5 Afterwards, rhe students work
together to edit the leteer for
meaning and form, They
continue editing che letter for
homework,

6 The students are to bring their
revised versions of the letters to
class next time for others to
read.

7 The students discuss what they
have learned in the class,

Thus, as we have seen with the other approaches we have examined i
this chaprer, the language focus in the participatory approach s
established in advance. Rather, it follows from content, which its
emerges from ongoing, collaborative investigations of critical the
students” lives. As Auerbach (1992: 14) puts it, ‘Real communica
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Principles

Education is most effective w
1s experience-centered, when it
relates to students’ real needs,
Students are motivated by their
personal involvement, T-:achg;%
are co-learners, asking questio

of the students, who are the
experts on thetr own lives,

When knowledge is jointy
constructed, it becomes a ool o
help students find voice and by
finding their voices, students can
act in the world, Students learn .
see themselves as social and
palirical beings.

Focus on linguistic form occurs
within a focus on content,

Language skills are taught in
service of action for change, rathe
than in isolation. '

Students can creare their own
materials, which, in turn, can
become texts for other srudents.

A goal of the participatory
approach is for students to be
evaluating their own learning
and to increasingly direct it
themselves.
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accompanied by appropriate feedback thar subordinates form ro the
slaboration of meaning. is key for language learning,”

CONCLUSION

Learning to communicate by communicating, rather than ]'n- pr;pnring
to do so through pracricing the various pieces of language, is a different
way to approach the goal of developing students’ communicative com-
petence. Can you see vourself applying this cenrral notion in your
teaching? Is there content your students are interested in f;tu-i}rmp_ that
may prove to be a useful medium for their I:_mguage acqg uisirmn—fpe rhaps
some special interest like music or sports, if not an academic subject? Are
there tasks that you could devise that would engage your students in
using the language, rather than having the language itself be what is in
focus ar all times? Do vou see the value of having 1ssues, if not problems,
that are relevant to vour students” lives be the vehicle for their personal
empowerment as well as their language learning? Which, if any, of
the techmiques presented here can you adapt to your own teaching
CONTex?

ACTIVITIES

A Check your understanding of content-based, task-based, and
participatory approaches:

1 In your own words describe the difference between the approach
to teaching communication taken in the previous chapter and this
one.

2 Why do vou think that content-based instruction has been called ‘a
method with many faces™? (Snow 1991).

3 Willis (1996) proposes the following sequence for tusk-based activi-
ties: Pre-task, Task, and Language Focus. Skehan (1998) comments
that this sequence is the reverse of the sequence found in more tradi-
tional instruction, Discuss.

4 It might be said thar the participatory approach has a political philos-
ophy as well as an educational one. Whar do you understand this stare-
MENT to mean?
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B Apply what you have understood about content-based, task-based,

and participatory approaches:

1 How are process writing and journal-keeping consistent with whale
language principles? Can you think of any other writing tmhniq g

that follow from the principles?

2 Draw up a list of projects thar might be undertaken by your s

Remember that the project is not designed ro suit particular ling
points, Also remember the facr thar students want to be involved

crucial. On your list could be something like publishing a s
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snow, Marguerite Ann. 1991, ‘Content-based instruction: A method
with many faces” in Alatis, |. E. (ed.). Georgetown University Round
Table on Languages and Linguistics, Washingron, DC: Georgetown
Liniversity Press,

¢now, Marguerite Ann and Donna Brinton. 1997, The Content-based
Classronm: Perspectives on Integrating Language and Content. New
York: Addison-Wesley Longman.

Wesche, Marjorie. 1993, ‘Discipline-based approaches to language
study: Research issues and outcomes’ in Krueger, M. and E Ryan {eds. ).
Language and Content: Discipline- antd Content-hased Approaches to

newspaper as described in this chaprer. Other ideas might be plang
a field erip, conducting a survey, or researching a topic such as
environmental concern. If you do decide to have vour students

[ anguage Study, Lexingron, MA: D. C. Hearth.

ahead and work on a project, you may wish to consult Fried-B
11984,

3 Think of one example to fit each of Prabhu's chree types of task: i
marion-gap, opinion-gap, and reasoming-gap. Iry them our in
classroom and see what you can learn.

4 Speak with your students about what is happening in their lives. Are

there themes rhar emerge which vou can plan lessons around?
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Learning Strategy Training,
1 1 Cooperative Learning, and

Multiple Intelligences

INTRODUCTION

In Chaprer 10 we investigated three means of reaching languages that are
innovative in the way that they approach the target language and its
acquisition. In this chaprer, we will also deal with three methodological
innovarions: learning strategy training, cooperative learning, and mulri-
ple intelligences. What these three have in common differs from those of
the previous chapter in that the main concern of these is with the language
learner, Because of their different focus, they complement, rather than
challenge, those found in Chapter 10. While these innovations are not
comprehensive methods of language teaching, they reflect interesting and
enduring methodological pracrices, and thus are presented here.

LEARNING STRATEGY TRAINING

It was noted in Chapter 5, when discussing the Cognitive Approach, that
beginning n the early 19705, language learners were seen to he more
actively responsible for their own learning, In keeping with this percep-
tion, in 1975 Rubin investigated what ‘good language learners’ did to
facilitate their learning. From this investigation, she identified some of
their learning strategies, ‘the rechniques or devices which a learner may
use to acquire knowledge (p. 43). Good language learners, according to
Rubin, are willing and accurare guessers who have a strong desire to com-
municate, and will attempt to do so even at the risk of appearing foolish.
They attend ro both the meaning and the form of their message. They also
practice and monitor their own speech as well as the speech of others.
While early research went roward identifying just these kind of learn-
ing strategies, it was not long before language educarors realized that sim-
ply recognizing learners' contributions to the process was not sufficient.
In order to maximize their potential and contribute to their autonomy,
language learners—and especially those nor among the group of so-called
‘good’ learners—needed training in learning strategies. Indeed, Wenden
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[1985) ohserved that language teachers” time might be profitably spent
learner tramming, as much as in language training. Such suggestions led ¢
the idea of learning strategy training—training students in the use
learning strategies in order to improve their learning cHectiveness,

Experience’

Let us now see one model for such training. We enter into a seconds
school in Japan. There are 32 students in the class ar intermediare-]
rarget language proficiency. Prior to the lesson, the teacher has read
students” learning journals and has interviewed the students. One of
problems thar students have been complaining about is that their readis
assignments are lengthy. There is a lot of new vocabulary in the read
and it takes a long time for them to look up all the new words in the ¢
tionary. Based on these comments, the teacher has decided to teach o
strategy of advance organization.

e begins the class with a presentation. He tells students that they ar
poang to work on a learning serategy called advance organization, Th
will be working on improving their reading by learning to preview and
skim to ger the gist of a reading passage. Learning this strategy wil
improve their comprehension and the speed at which they read,
explains. He begins by modeling. He uses the think-aloud technig
telling students what he is doing as he is modeling. He has distributed &
reading passage. Let us listen in, ]

What I do first is read the title. T try to figure out what the passage
about. I look at the subheadings and pictures, too, if there are any. [ asl
myselt what 1 know about the topic and what questions [ have, Next,
read the frst paragraph, I don’t read every word, however, [ let my eyes’
skim it very quickly—just picking out what 1 think are the main ideas
especially look at the content or meaning-bearing words—usually
nouns and verbs.”

The teacher calls out the waords thar he considers key in the firsop
graph. ‘From deing these things, | know that this passage is abour

first paragraph, | have gotten the impression that the passage 1s abour the
challenges of carching and taming wild horses.”

! Thee lessoa eutline, not content, is based on o presentation by Anna Chamor (1998), cnl
‘Language Learning Straregics Instrucrion: Promises and Pictalls’ ar the Twenre-chied An
{.lrllt;'rl."\.\. ul the .-";r|1li|'n| ||r|‘§'_|1u.'ru.'l. Assowcratioon of Australa, Grthth L=r|i|.rr\il]'.. Brishan
Australia, Chamor and Michael O"Malley have developed the Copnitive Academic 1.il1§|r“ﬁ
Leaming Approach (CALLA), which integrates content, academic binguage development; ands
expleit instruction n leaming straregics.
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A

‘I"
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s

“'d like you to practice just this much now. I am going to hand out a
new reading passage for vou to practice on, When you get it, keep it face
down. Don't read it vet. Does everyone have one? Good. Now remember,
hefore you turn the paper over, you are going to be practicing the strategy
that I have just introduced. Ready? Turn over the paper. Take a look.
Now quickly turn it face down again, What do vou think that this passage
is about? Who can guess?’

Ome student says he thinks that it is about whales. “Why do you think
03 asks the teacher. The student says he has guessed from the title,
which is ‘Rescuing the World’s Largest Mammal.” *What do you know
abour whales?” the teacher asks the class. One student replies that there
are many different kinds of whales. Another adds that they rravel long
distances. A third says that they are very intelligent. “What do you think is
meant by “rescuing” ?' the teacher asks. No one knows so the teacher asks
them to keep this question in mind as they read.

“Turn your page over again. Read through the first paragraph quickly.
Do not read every word, Skip those you don't know the meaning of,
Don't use your dictionaries.” The teacher gives the students two minutes
to read the first paragraph.

He then asks, “Who can tell us what the main idea of the passage 15—
what is the gist?” A student replies that the passage is about certain types
of whales being put on the endangered list. Another student immediately

h“l \

—
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raises his hand. “What does “endangered™ mean?’ he asks. The teach
encourages him to take a guess. “Is there any part of the word “end;
gered” that you recognize? What do you think it might mean in the con-
text of passage about whales?” The student pauses, thinks for a minure,
and then says, “The whales, they are disappearing?’

“Yes,' replies the reacher, *scenusts are concerned that whales wﬁ
disappear 1f conditions do not umprove, Good, Do you know i
“rescuing” means now?’

The students nod. One volunteers “saving." "OK," says the teacher
Does anvone want to make a prediction about what the main idea is i
the second paragraph?’

Several students venture that it may talk about the conditions that are
not good for whales. R

“That's a good guess,” says the teacher. *Let’s see if vour prediction
correct. Skam the second paragraph now, This rime, however, | am on
going to give you one and a half minutes.”

The lesson proceeds like this untl by the fourth paragraph, the sm-
dents are given only a half a minurte to skim for the main idea.

*(irear. We are off 1o a gnod beginning. We will practice more with this
tomorrow,” '

Mext the students evaluare how they have done. Some feel disern
because they still feel that they need to understand every word. Ho
others are feeling better because they realize that their reading assig
ments need not take as long as they have been taking. Some students
cuss their implementarion of the strategy and how they modified
The teacher encourages them to share any innovations they made. A
the students feel that they need a lot more practice with rhis new strd

“Yes,” responds the teacher, *and you will begin tonighr. For homew
[ would like you to use your new strategy on something that you
like to read—a newspaper or magazine article, for example. Don't
begin by reading the first sentence. See what you can learn from rea
the headline or ritle. See if there are any pictures with captions.
when vou do go to read, read the first paragraph first, When you co
a word vou don’t know, skip over it and continue. See what you can
about the main idea of the article in this way. Then write about thi
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Observations

1 Prict to the lesson the teacher
has heen reading the students’
learning journals, where the
students regularly write abour
what and how they are learning,.
The teacher has also been
interviewing the students,

]

The teacher decides to have the
students work on the strategy of
advance organization.

3 The teacher models the use of
the straregy using a think-aloud
demonstration.

4 The students pracrice the new
learming strategy.

5 The studenrs evaluare their own
success in learning the serategy,
They modify the strategy to
meet their own learning needs.
They share their innovations
with their classmates.

& The teacher asks the students o
try out the new strategy on a
different reading rhey choose
for homework that night.

Principles

The studenrs® prior knowledge and
learning experiences should be
valued and built upon.

Studying certain learning
strategies will contribute 1o
academic success,

The teacher’s job is not only ro
reach language, bur to teach
learning.

For many students, strategies have
to be learned. The best way o do
this is with “hands-on’ experience.

Students need to become
independent, self-regulated
learners. Self-assessment
C(J]'Itrlhl.l[l.'bi o lf:ﬂl’]’lt‘!’ Elllli.'-ﬂl:]m:l"

An important part of learning a
strategy is being able to transfer it,
i.e. use it in a different situation.

It was pointed out at the begmming of this chaprer thar the methodological
“‘El'hﬂs_ in this chapter complement the ones presented in the previous chap-
e dris easy to see how learning strategy training would fit content-based
mstruction, for example. Indeed, research has shown thar ro be effective,
Strategies should not be taughr in isolation, bur rather as part of the
Lontent-area or language curriculum (Grabe and Stoller 1997). An added

rience in your learning journals. That's all for taday.”

Thinking about the experience

Let us examine this experience now in our usual manm’:r—-—obs:nfz
on the left, and the principles that might account for them on the rig!
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beneht of learning strategy training is that it can help learners to continge g
learn after they have completed their formal study of the targer language

The strategy i the lesson we have just observed is an example of w
Chamot and O'Malley (1994) call *metacogmitive strategies,” stra
thar are used to plan, monitor, and evaluare a learning task. Orher exa
ples of metacognirive strategies include arranging the conditions that ke
one learn (What conditions help vou learn best?), serting long and sh
term goals (What do you want to learn?), and checking one'’s compre ,
sion during listening or reading (What have you understood?). Cham
and O'Malley identify two other categories. One is cognitive srrategi
which involve learners interacting and manipulating what is to
learned. Fxamples include replaying a word or phrase menrally to 9is
to it again, outlining and summarizing whart has been learned from re
ing or listening, and using keywords (remembering a new target lang
word by associating it with a familiar word or by creating a visual i
of it). The acher category 15 social/affective strategies where learners in
act with other persons or *use affective control to assist learning,” Fxam-
ples include creating situwations to pracoce the target language wi
others, using self-talk, where one thinks positively and ralks onese
through a difficult task, and cooperaring or working wirh others to sh
information, obtain feedback, and complete a task. This last strateg
couperation, gives us a convenient bridge to the next topic,

COOPERATIVE LEARNING

Coaperarive or collaborative learning essentially involves students lea
ing from each other in groups. But it is not the group configurarion ths
makes cooperative learning distincrive; it is the way rhar students an
teachers work together thar is important. As we have just seen, Wil
learning strategy training, the teacher helps students learn how to le
maore effectively. In cooperative learning, reachers reach students collab
rative or social skills so thar they can work together more effectiv
Indeed, coaperarion is nor only a way of learning, but also a theme to
communicared abour and studied (Jacobs 1998). Let us see how this
accomplished.

Experience”

As the 24 fifth-grade ESL students in Alexandria, Virginia, USA se
down after lunch, the reacher asks for artention and announces rhat thes

2 Thes lesson has been adapeed from the one presented in {::hxprrrlnfnigl‘mﬂ and O'Leary 1984,
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day’s vocabulary lesson will be done in cooperarive groups. Several stu-
d:;lr.f- ask, ‘“Which groups, teacher?’

'l stay in the same groups of six that you have been in so far this
week,” he replies. ‘T will give each group a ditferent parrt of a story. There
are four parts. Your group’s job is to read the part of a story char [ will give
you and to discuss the meaning of any new vocabulary words. Use your
dicrionaries or ask me when you can’t figure out the meaning of a word.
In ten minutes, you will form new groups. Three of you will move o
another group and three of you will stay where you are and others will
join you. In each new group you will tell vour part of the story. You will
teach your new group the meanings of any vocabulary words that the group
members don’t know. Listen to their part of the story. Learn the meaning
of the new vocabulary in it. Then we will change groups again and you
will do the same thing. The third time you will return to your original
group and tell the story from beginning to end. You will waork together
to learn the new vocabulary. After ten minutes of pracrice rime, you will
be asked to match cach new vocabulary word wirh irs definition on a
worksheet that 1 will give vou. Your group will help you during the prac-
tice time. During the test yvou're each on your own. Your score will
depend on your results as a group, since your five scores will be added
together”

The teacher then wrires the criteria on the board as he explains
them:

90-100 percent = No one in your group has to take the test again,
89 percent or less = Everyone in your group takes the test again,

“Everyone in the class will ger an extra five minures of recess tomorrow
if the room score is 90 percent or better.” There is a buzz of excitement
about thar possibility.

One student asks, “What social skills, teacher?” In response, the teacher
says, “Today you are all to practice encouraging others while your group
works on learning the vocabulary words.” He then asks, “Whart can
encouraging others sound like#

One student responds, ‘Nice job!” Another says, “Way rogo!” “Clapping
and cheering,” offers a third.

“Yes, says the reacher. ‘Now what can encouraging others look like?’

*A smile.’

‘A nod’

*A pat on the back.

“All right. You've got the idea. Today | will observe each group. 1 will be
ooking for you ro practice this social skill. Now, get into vour groups.'
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-

v

The teacher points our in which part of the room the groups are to sit.
One group of students sits in a circle on the floor, two put chairs around
rwo desks, and one group sits at a table in the back of the room. \

The reacher distributes handouts with a different part of the story to
each group. He then moves from group to group spending rwo or three
minutes with each one.

The students appear 1o be busy working in their groups: there is much
talking. After ten minutes, the teacher tells the students to stop and for
three students ro leave their group and to join another group. After t
more minutes thev do this again. Then the students return to their or
nal groups and work on putting the parts of the story togerther and tea
ing ecach other the new vocabulary. It is then time for the individual®
vocabulary test. Afrer the test, the students correct their own worl
Groups move back together to compare and combine scores. The sty-
dents put their group’s scores on each of their papers.

The teacher picks up each group’s paper and quickly figures the room
score. There is much cheering and applauding when he announces thats
there will be five minutes of extra recess for everyone. He then tells the
groups to look at how they did on the social skill of encouraging others
and ro complete two statements, which he has written on the board while:
they were raking the vocabulary test:
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Our group did best on encouraging others by
g ,and (three specific behaviors).
Goal serting: The social skill we will practice more olten tomorrow is

He suggests that one of the students be the raskmaster to keep the group
focused on the task of completing the statements, one be the recorder 1o
write the group’s answers, one be the timekeeper to keep track of the
time, one be the checker to see thar all of the work is done, and one be the
reporter who will give the group report later. He tells them that they have
ten minutes for the discussion.

The teacher circulates among the groups, but does not say anything.
After ten minutes, he asks each group’s reparter to share their grnup’s
responscs. The teacher consults the notes that he has made during his
ohservation and he offers his comments.

Thinking about the experience

Let us list our observations and review the principles of cooperative learning.

Principles

1 The vocabulary lesson will be Students are encouraged to thimk n
done in cooperative groups. terms of ‘positive interdependence,’
Fach student is to help the other  which means that the students are
students learn the new not thinking comperitively and
vocabulary words. individualistically, but rather

- cooperatively and in terms of the

ErOup,

Observations

In cooperative learning, students
often stay together in the same
tells them to stay in the same groups for a period of time so they
groups they have been n this can learn how to work better
week. together. The teacher usually assigns
students to the groups so thar the
groups are mixed—males and
females, different ethnic groups,
different proficiency levels, ete.
This allows students to learn from
cach other and also gives them
practice in how to get along with
people different from themselves.

2 The studenrs ask which groups
they should form. The teacher
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Observations

The reacher gives the studenrs
the criteria for judging how well
they have performed the task
they have been given, There are
consequences for the group and
the whole class.

The students are to work on the
social skill of encouraging
others,

The students appear to be husy
working in their groups, There
is much talking in the groups.

Students take the test
mdividually.

Groups move back together to
compare and combine scores,

The students put their group’s
scores on ¢ach of their papers.

The group discusses how the
target social skill has heen
pracuced. Each student is given
arole,

The teacher gives feedback on
how scudenes did on the target
social skill,

Mrategies, Covperative Learning, and Multiple Intelligences

Principles

The effarrs of an individual help
not only the individual to be
rewarded, but also others in the
class.

Social skills such as
acknowledging another’s
contribution, asking others ro
contribute, and keeping the
conversation calm need o be
explicitly taught.

Language acquisition is facilitated

by students interacring in the
target language.

Alchough scudenes work '[l']-gE"[hBl;l

vach student 15 individually
accountable,

Responsibility and accountability
for each other’s learning is shared.

Each group member should be

encouraged to feel responsible for

participating and for learning,.
Leadership is “distributed.”

Teachers not only teach languages

they teach cooperation as well.
Of course, since social skills
involve the use of language,
cooperative learning teaches
language for hoth academic and
social purposes.
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Once again note the complementanty between this trend and the ones pre-
sented in the previous chapeer. Cooperative learning groups can easily work
on tasks fraom a task-based approach to language instruction, for insrance.
Yet cooperative learning is similar to learner strategy traiming as well in that
both require language to teach other skills in addition to teaching language.

The last methodological innovation we will consider in this chapter is
multiple intelligences. Teachers who adopt this approach expand beyond
language, learning strategy, and social skills training, to address other
gualities of language learners.

MULTIPLE INTELLIGENCES

Teachers have always known that their students have different strengths,
In the language teaching feld, some of the differences among students
have been attributed to students” having different learning or cogmitive
styles. For instance, some students are better visual learners than aural
learners. They learn berter when they are able to read new material rather
than simply listen to it. Of course, many learners can learn equally well
either way; however, it has been estimarted thar for up to 25 percent of the
population, the mode of instruction does make a difference in their suc-
cess as learners (Levin er al. 1974 cited in Larsen-Freeman and Long
1991). Harch (1974) further distinguishes berween learners who are
data-gatherers and those who are rule-formers. Data-gatherers are fluent
but inaccurate; rule-formers are more accurate, but often speak haltingly.

Related work by psychologist Howard Gardner (1983) on multiple
intelligences has been influential in language teaching circles. Teachers
who recognize the multiple intelligences of their studenrs acknowledge
thar students bring with them specific and unique strengrhs, which are
often not taken into account in classroom situarions. Gardner has theo-
rized that individuals have at least seven distincr intelligences thar can he
developed over a lifetime. The seven are:?

1 Logical/mathematical—the ability to use numbers effectively, to see
abstract parrerns, and to reason well

Visualspatial—the ability to orient oneself in the environment, to cre-
ate mental images, and a sensitiviry to shape, size, color

Body/kinesthetic—the ability 1o use one's body o express oneself and
to solve problems

]
Thave drawn on descriprons from Christison {1996) and Lazear | 1997] s explain the severn, |
5[:’-‘ itlsiy leamed from John Balbis presentation on muinple inelligences at the New York
te TESOL Conference, Sararopa Springs, New York, 24 November 1994,
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4 Musical/rhythmic—an abiliry to recognize tonal patterns and a sengj.

mouth, but 1 cannor speak. If | am young, [ stay young; it 1 am old, 1
tivity to rhythm, pitch, melody

stay old. What am [?
5 [n[crpcrmnsl-utht: ability to understand another person’s moods, &-ﬂ; Answer: A person in a painting or photograph.

INgEs, Moy
gs, morivations, and intentions (Intelligences: interpersonal, verbal/linguistic)

6 Intrapersonal—the ability ro understand oneself and to practice self-

discipline step 2—Guided imagery: Tell students to close their eves and o relax;

then describe a painting to them. Ask them to imagine it Play music

7 I
) while vou are giving the students the description,

Verbalflinguisric—rhe ability to use language effectively and creatively,
While everyone T]'Ilf_,l'!t possess these seven intelligences, thev are not
equally de-.e]npﬂ‘: in any one ndividual. Some teachers feel thar they
need to create acrivities that draw on all seven, not only to facilitate Ia_q-
puage acguisition among diverse students, but also o hetp them realize
their full potential with all seven. One way of doing so s to think about
the activiries rhar are frequently used in the classroom and to categorize
them according to intelligence type. By being aware of which type of
intelligence 1s heing rapped by a particular activity, teachers can keep
track of which type they are Elnpha sizing or neglecting in the classroom
and aim for a different representation if they so choose. Christison (1996)
and Armstrong (1994) give us examples of activities that fit each type nf
wnelhgence:

(Intelligences: spatialfvisual intelligence, musical)

Step 3—Distribute to each person in a small group a written descrip-
rion of the same painting they have just heard described. Each descrip-
tion is incomplete, however, and no two m the group are gquite the
same. For example, one deseription has certain words missing; the oth-
ers have different words missing. The students work together with the
orher members of their group to fill in the missing words so thar they all
end up with a complete description of the painting,

(Intelligences; interpersonal, verbal/linguistic)

Step 4—Ask the groups to create a tableaw of the pamting by acting out
the description.

1 Logicalimathematical—puzzles and games, logical, sequential presen-
tations, classificarions and categonizations

(Inrelligence: bodvikinesthetic)

Visualispatial—charts and grids, videos, drawing
Body/kinesthetic—hands-on activities, field trips, pantomime
Musical/thythmic—singing, plaving music, jazz chants
Interpersonal—pairwork, project work, group problem-solving

Frob e e b

Intrapersonal—self-evaluation, journal keeping, options for home-
work

7 Verbal/linguistic—note-taking, story telling, debates.

A second way to reach from a multiple intelligence perspective is to delib-
erately plan lessons so that the different intelligences are represented.
Here is one lesson plan, adapted from E. Agostini.* which addresses all of
the intelhgences:

Srep 1—Give students a riddle and ask them ro solve it in pairs:

I have eyes, but | see nothing. 1 have ears, but I hear nothing, | havea

' Based on Emanueln Agosting’s 1997 TESOL ltaly's presentation, *Seven Easy Pieces," & Decem=
her 1997, Rame,
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Step 5—Show the students the painting. Ask them to find five thingg
about it thar differ from their tableau or from how they imagined the
painring ro look.

{Intelligence: logical/mathematical)

Step 6—Reflection: Ask students if they have learned anvthing aboug
how to look art a painting. Ask them if they have learned anything new
abour the rarger language.

{Intelligence: intrapersonal )

OF course, not every intelligence has to be present in every lesson plan.
Indeed, that is not likely to be possible, as the list of intelligences is grow-
ing. For insrance, Gardner (1999) has recently added an eighth intelli-
gence, one he calls “the naturalist' —someone knowledgeable about and
comfortable in the natural world, The point is that, typically, linguistic
and logical-mathematical intelligences are most prized in schools, In
language classrooms, without any special attention, it is likely thar
verbal/linguistic intelligence and interpersonal intelligence will be regu-
larly activated. The issue for teachers who wish to honor the diversity of
intelligences among their students is how to represent the other intelli-
gences and enable each student to reach therr full potencial, while lmt‘:
losing sight that their purpose is to teach language. )

CONCLUSION

In this chapter we have considered methodological innovations that have

i
o

revolved around language learners. Does it make sense to you that lan-
guage teachers should think about teaching skills such as working coop-
eratively, in addition to skills that relate directly to languape? Can you
think of any learning straregies that you can introduce to your students to
facilitate their language acquisirion? Would you want to adopt any Dfﬂli‘-'
practices from cooperative learning when you ask your students to w
in small groups? Does it make sense to d:vcnlf}- your instructional pﬂﬁ"
tices in order to accommodate your students® learning styles or multiple
intelligences?

As teachers, it can be useful to be reminded about the unique qualities
of each of our students. Keeping this in mind will provide a useful back=
drop for the next chapeer, in which we address the question of method-
ological choice,
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ACTIVITIES

A Check your understanding of Learning Strategy Training, Cooperative
Learning, and Multiple Intelligences.

1 State in your own words the difference berween langnage training and
learner training,

2 It has been said about cooperative learning that it attempts to teach
students to ‘think us, not me.” What do you think that this means?

3 Cateparize each of the following seven activity types into the type of
intelligence it likely taps. There is one intelligence for each:

Listening to lectures, npping out the stress patterns of sentences,
cooperative tasks, goal setting, map reading, Total Physical Response,
surveying students’ likes and dislikes, and graphing the results,

B Apply what you have understood about Learning Strategy Training,
Cooperative Learning, and Multiple Intelligences.

1 Interview a group of students about the learning strategies they use to
facilitate their language acquisition, Are there any parterns? Are there
strategics that might help your students if they knew how to use them?
If so, plan a lesson to teach one. See what results.

2 Goodman (1998} has wrnitten that *one essential tenet of cooperarive
learning is the notion that any exercise, course material, or objective ...
may he reformulated into a cooperative experience’ (p. 6. With thisin
mind, think back to a recent exercise you asked your language students
to do. How could you have reformulared it in such a way as to be con-
sistent with cooperative learning principles?

3 Make a list of your most commonly used language teaching activities.
Try to derermine which intelligences they work on. If there are inrelli-
gences that are not included in vour list, see if you can change the way
you do the activities to include it/them. Alternatively, consider adding
activities which work on the missing intelligence(s) to your repertoire.

REFERENCES AND ADDITIONAL RESOURCES
Learning strategy training

Brown, H. Douglas. 1989. A Practical Guide to Language Learning.
New York: McGraw-Hill.


http://www.pdffactory.com

PDF created with pdfFactory Pro trial version www.pdffactory.com

174  Strategies, Cooperative Learming, and Multiple Intelligences

Chamot, Anna Uhl and Michael O'Malley. 1994. The CALLA Hand-
hook: How to Implement the Cognitive-academic Language Learning
Approach. Reading, MA: Addison-Wesley.

Cohen, Andrew and Susan Weaver. 1998, *Strategies-based instruction
for second language learners” in Renandya, W. and G. Jacobs (eds,),
Learners and Language Learning. Singapore: SEAMEO Regional Lan-
guage Center,

Dickinson, Leslie, 1987, Self-instruction in Language Learming, Cam-
bridge: Cambridge University Press.

Ellis, Gail and Barbara Sinclair. 1989, Learming to Learn English: A
Course in Learner Training, Cambridge: Cambridge University Press.

Grabe, William and Fredricka Stoller. 1997, *‘Content-based instruction:
Research foundations’ in Snow, M. A. and D, Brinton (eds.). The Con-
tent-based Classroom, White Plains, NY: Addison-Wesley Longman,

(rMalley, Michael and Anna Ukl Chamot. 1990, Learning Strategies in
Second Language Acqusition. Cambridge: Cambridge University
Press,

Oxford, Rebecca. 1989. Language Learming Strategies: What Every
Teacher Should Know. Boston, MA: Heinle & Heinle.

Rubin, Joan. 1975, “Whar the “good language learner™ can teach us’
TESOL Chearterly 3: 41-51.

Wenden, Anita. 1985, ‘Learner strategies.” TESOL Newsletter 19(1: 4=5,
rFa

Wenden, Anita and Joan Rubin. 1987, Learner Strategies in Language
Learning. Englewood Cliffs, NJ: Prentice-Hall.

Cooperative leaming

Dishon, D. and P. W. O'Leary. 1984, A Guidebook for Cooperative
Learming, Holmes Beach, FL: Learning Publications.

Goodman, Mitchell. 1998, ‘Cooperative learning.” The English Connee-
tion: The Newsletter uf Korea Teachers of English to Speakers of Other
Languages 2/3: 1, 6-7.

Jacobs, George. 1998, ‘Cooperative learning or just grouping students:
The difference makes a difference” in Renandya, W. and G. Jacobs
(eds.). Learmers and Language Learning. Singapore: SEAMEQ
Regional Language Center. .

Johnson, David W., Roger T. Johnson, and Edythe Johnson Holubec.
1988. Conperation in the Classroom. Edina, MN: Interaction Books.

Kagan, Spencer. 1990, Cooperative Learning: Resources for Teachers.
San Juan Capistrano, CA: Resource for Teachers.

Strategtes, Cooperative Learnmg, and Multiple Intelligences 175

Kessler, Carolyn. (ed.). 1992, Cooperative Langunage Learming: A
Teacher's Resource Book. Englewood Chiffs, NJ: Prentice Hall
Rugents.

§lavin, R. 1995. Cooperative Learning. (2nd edn.) Boston, MA: Allyn &
Bacon.

Learning styles

Hatch, Evelyn. 1974, ‘Second language learners—universals?” Working
Papers on Bilingualism 3: 1-17.

Larsen-Freeman, Diane and Michael H. Long. 1991, An Imtroduction to
Second Language Acquisition Research. London: Longman.

Levin, J., P. Divine-Hawkins, 8. Kerst, and J. Guttman. 1974, “Individual
differences in learning from pictures and words: The development and
application of an instrument.’ Jowrnal of Educational Psyehology
a6/3: 296-303.

Multiple intelligences

Armstrong, Thomas 1993, Seven Kinds of Smart: Discovering and Using
your Natural Intelligences, New York: Plume/Penguin.

Armstrong, Thomas 1994, Multiple Intelligences m the Classroom.
Alexandria, Vi: ASCD.

Christison, Mary Ann. 1996. ‘“Teaching and learning language through
multiple intelligences.” TESOL Journal Autumn: 10-14.

Gardner, Howard, 1983, Frames of Mind: The Theory of Muliiple Intel-
livences. New York: Basic Books.

Gardner, Howard. 1993, Multiple Intelligences: The Theary in Practice.
New York: Basic Books,

Gardner, Howard. 1999, *“Who owns intelligence?’ The Atlantic Monthly
Feburary 1999 67-76.

Lazear, David. 1997, Seven Ways of Teaching: The Artistry of Teaching

- with Multiple Intelligences. (rev. edn.) Arlingron Heighrs, IL: Skylight
Publishing.


http://www.pdffactory.com

PDF created with pdfFactory Pro trial version www.pdffactory.

1 2 Conclusion

A SUMMARY CHART

~Now thar we have considered the methods individually, it will be usetul o
view them collectively. The following chart has been compiled to summa-
rize each methodfapproach with repard ro which aspects of language/cul-
ture are focused upon, how the method seeks ro promore language
learning, and the associated language teaching pracrices. What is in the
chart 1s selective, highlighting only major features of each method or
approach,

While this charr provides a useful summary of the methodsfapproaches
concerning the global caregories of language/culture, learning, and teach-
ing, there are three limitations to presenting information in this form.
One is thar this charr fails to caprure the dynamics of methodological
change. 5econd, it obscures the similarities thar exist among the merhods.
Thard, there are certain areas of difference thar are not revealed by treat-
ing the categories globally. Each of these three areas will be discussed in
turn,

THE DYNAMICS OF METHODOLOGICAL CHANGE

While it is rrue, as was mentioned at the beginning of this book, that all of
these methods are being practiced taday, it is also true that they are not
equally distributed in classrooms around the world. In some parts of the
world, certain older language teaching methods, such as the Grammar-
Translation Method, have endured for years. Similarly, the Direct
Method has been preserved in particular commercial language teaching
enterprises, such as the Berlitz Schools.

In other parts of the world, some of these methods have had more influ-
ence during certain times than at others. For instance, in the United States
in the 1950s and 1960s, although other language teaching methods were
practiced, the Audio-Lingual Method was clearly dominant, When
Noam Chomsky challenged the view that language was a set of patterns
acquired through habit formation, its influence began to wane. Following
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irs decling, the field entered into a period of great methodological diver-
sity in the 1970s and early 19805 (Larsen-Freeman 1987), a period in
which a number of ‘innovarive methods' emerged, such as the Silent Way
(1972}, Community Language Learning (1976), Total Physical Response
(1977}, Suggestopedia (1978}, and the Narural Approach (1983,

Interest in developing students” communicative competence reunified
the field in the 1980s. Although certainly the Communicative Approach
has not been universally adopted (Ellis 1996; Li 1998), in cerrain con-
texts, especially where the target language is spoken in the environment,
it is widely used. It is also true, of course, that how it is implemented
varies from conrext o context.

lnnovation in the language teaching field in the lare 1980s and 19905
has been stimulated by a special concern for the language learning
process, The predominant view is that language learning is best served
when students are interacting—completing a task or learning content or
resolving real-life issues—where their attention is not directed toward the
language itself, except when a focus on linguistic form is necessary.

As we enter a new century and millennium, we mighr expect to find
more methodological innovarions revolving around the teaching process
itself. Technological advances have already ushered in new pedagogical
strategies in the form of computer-assisted learning and the use of the
Internet. Teachers' roles are also being redefined (Larsen-Freeman
1998a). While computers may relieve teachers of certain functions, their
responsibilities have multiplied in other ways. For instance, with some
proponents of the participatory approach reminding us of the political
nature of our studenrs and of the world, some teachers are assuming the
role of advocates—not only advocates on behalf of their disempowered
students, but also advocates on such topics as environmental issues, ethi-
cal issucs concerning globalization, social issues such as AIDS education,
and international education issues such as the universal need for world
peace education, Such teachers feel thar they can no longer be content to
teach language in classrooms ignoring issues in their own and their stu-
dents’ lives outside of the classroom walls.

SIMILARITIES AMONG LANGUAGE TEACHING
METHODS

In ‘liEP|ﬂ}'i1'l,g the essential features of the language teaching methods in

1t form as above, it is the salient differences that get highlighted. Not
apparent from this display is the fact that these methods overlap in signif-
Kant ways as well. Despite there being continued dehate on what
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communication entails, and on the means ro bring it about, it is neverthe-
less true that one of the most important similarities in many of these
methods is that thesr goal has heen to teach students to communicare in
the rarget language.

Another similarity, which has only recently become obvious, is thar al]
of the language teaching methods described in this book are practiced in
classrooms in schools. With the increasing influence of technology, such
may not be the case in the future. Classroom instruction is already often
supplemented with visits to the audio or computer lab, In certain situa-
tions, distance learning may make classes, fixed schedules, and learning
in face-to-face groups obsolete.

Finally, it is interesting to note that most of these methods seem to treat
culture implicitly, having no clearly articulated view of it or its teaching.
Certain methods, such as Desuggestopedia, make use of the fine arts, bar
the arts themselves are not the object of study; rather they are drawn
upon o facilitare the acquisition of the target language. Where culture is
included, it may be seen as a “fifth’ skill, another skill to teach in addition
to reading, writing, speaking, and listening. Alternatively, there may be a
deliberate attempt, in the case of those who reach English as an interna-
tonal language, ro omir explicit teaching of culture, even though we
know that culture values are rransmitted through language (Kramsch
1993) and language teaching methods,

COMPLEMENTARY AND CONTRADICTORY
DIFFERENCES AMONG LANGUAGE TEACHING
METHODS

There are also differences among the methods, which get lost on such a
selecrive chart as ours, There are two particular kinds of differences. The
first is one we might call complementary differences. While each method
may emphasize a different perspective on a learner, a teacher, learning,
etc., taken together, they do not necessarily contradict each other, but
rather help us to construct a more complete view. For insrance, the lan-
guage learner is not only a mimic, but is also a cognitive, affective, social,
and political being. The same applies to the role of the language teacher—
not only is the teacher a model, a dnll conductor and a linguist, but possi-
bly also a counselor, facilitator, technician, collaborator, learner trainer,
and most recently, an advocarte (Larsen-Freeman 1998a).

The ather type of difference 1s one that s contradictory. For instance,
notice that the use of the students’ native language in the Direct Method
and Comprehension Approach (Chapter 8) is proscribed, whereas in the
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Crammar-Translation Method and Community Language Learning, it is
prescribed. Wimness the divergenr views regarding the level of control of
the input that learners receive, from highly controlled input in the Audio-
Lingual Method, to less controlled in the Natural Approach, o virtually
uncontrolled in task-based, content-based, and participatory approaches.
Cantrast the views regarding whar to do with learners’ errors, which
range from doing everything to prevent them in the first place (Audio-
Lingual Method), to ignoring them when they are made under the
assumprion thar they will work themselves our ar same furure point (for
example, TPR).

There are no doubt other differences as well. However, it is the exis-
tence of contradictory differences that leads us to the question we will be
discussing next: How is a teacher to choose?

CHOOSING AMONG LANGUAGE TEACHING METHODS

At the end of this book a very reasonable question to ask is, ‘How does a
teacher decide which method is best?” After all, while we have seen that
many of the methods presenred in this book have characreristics in com-
meon, there are also some fundamental differences among them. And soin
the end, one does need o choose, And “if we mtend to make choices thar
are informed and not just intuitive or ideological, then we need to expend
ne lictle efforr first in identitving our own values, next in tving those val-
ues to an appropriate set of larger aims, and anly then devising or reject-
ing, adopting or adapting techniques” (Stevick 1993: 434; see also Edge
1996).

For some teachers, the choice is easy. These teachers find that a partic-
ular method resonates with their own values, experience, and fundamen-
tal views about teaching and learning. It firs with whar they are reying to
achieve and it is appropriate to their studenrs and rheir context, We might
call the position such teachers adopt, when confronted with the issue of
methodological diversity, one of absolutism: One method is best. What
makes it so is because it is the one the teacher knows, having been trained
in it, and/or because it is consonant with the teacher's thinking {values,
!.'!E:liEE-;, assumptions !, and/or because there is research evidence support-
g it. Such teachers may choose to hecome specialists in a particular
method; they may even pursue advanced level raming in it

Before being persuaded that one method is absolutely best, however,
we should remember methods themselves are decontextualized. They
describe a certain ideal, based on certain heliefs. They deal with what,
how, and why, They say little or nothing about who/whom, when, and
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where. Each method pur into practice will be shaped at least by the
teacher, the students, the conditions of instruction, and the broader socig-
cultural context. A particular method cannot, therefore, be a presc riprion
for success for evervone. As Parker Palmer has said, *“When person A
speaks, | realize thar the method thar works for him would not wark for
me, for it is not grounded in who | am’ (Palmer 1998: 147). What makes
a method successful for some teachers is their mvestment in it, This is 'EII'IL‘.
reason why the research based on methodological comparisons has often
been so inconclusive, It soughr to reduce reaching to the faithful follow-
ing of pedagogic prescriprions—but teaching is much more than this,
Some argue that there can be no right method for everyone. They point
out that some methods are more suitable for older learners; others for
vounger—or that some might be mare appropriate for beginning-level
language study, but not for intermediate or advanced. They say that some
methods clearly call for a level of language proficiency that nor all lan-
guage teachers possess. They warn that methods should not be exported
from one situation to another (for example, Holliday 1994). We might
call this position relativism. Each merhod has its strengths and weak-
nesses, relativists believe, but they are not equally suited for all situations,
Different methods are suitable for different reachers and learners in dif-
ferent contexts. Such a posinon rings true for many teachers, They may
have found themselves when reading of a particular method in this book
saving, “This would never work where I teach.” While there is no doubt
some truth to this position, and certainly teachers are in a good position
to judge the feasibility of a method, it would be a mistake to reason that
every situarion 1s so unique that no similarities exist among them. After
all it is a very large claim that the process of language acquisition—a
basic human ateribute—tself varics according to contexrual factors®
(Prabhu 1990: 166). Indeed, learners are very versatile and can learn well
sometimes despite a given method rather than becanse of it. What is troe,
though, is that there are socio-political reasons or demands on reache
which may make one method more acceptable than another in a given
context.
There is anather version of the relativist position, one we might call
pluralism, which many orher teachers find reasonable. Rather than decid=
ing to adopt or reject methods in their enrirety as being suitable or unsuit=
able for a parricular context, they believe that there is some value to eacht
method. Instead of believing that different methods should be practiced
in different contexts, they believe thar different methods, or parts of
methods, should be practiced in the same context (Prabhu 1990), Fo
example, by playing the believing game, they see that the multiple pers
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SPECTives on language represented by methods in this book—that it is lie-
erary, deals with everyday situations, is made up of patterns, rules,
sounds, vocabulary, notions, and funcrions, is meaningful, comprises
texts, is used for interactions, and is a medium through which to learn
certain content, accomplish certain rasks, or become empowered—are all
true. Moreover, if language 1s complex, then it makes sense thar learning
it is also complex, and therefore thar associationism, habir formanon,
rule formartion, interactionism, erc., can all be true or ar least partially
true, although no single truth necessarily accounts for the whaole of lan-
guage acquisition. Then, roo, although teachers know thar there are
many similarities among classes, they also know that ‘each group has irs
own special characeeristics, and thar successful teaching requires the
recognition and acknowledgement of this uniqueness’ {Bolster 1983: 298
cited 1in Larsen-Freeman 1990),

When teachers who subscribe 1w the pluralistic view of methods pick
and choose from among methods to create their own blend, their pracrice
is said to be eclectic. Remember, though, that methods are coberent com-
binations of techniques and principles. Thus, reachers who have a consis-
tent philosophy and pick in accordance with it {which may very well
make allowances for differences among students), could be said to be
practicing principled eclecticism. They are in effect creating their own
method by blending aspects of others in a principled manner.

We should hasten to add thar from an external perspective, it may he
difficult to distinguish cclecticism from principled eclecticism. Remember
that a method involves both thoughts and actions. We would not want to
label teachers” methods simply by what is visible—their actions. It would
only be in listening o a teacher talk abour their practice thar we might be
'ﬂ!:‘rlt’ to tell. Teachers who practice principled eclectism should be able to
@ive a reason for why they do whar they do. When asked whether or not
they would use a role play, for instance, they will likely invoke the com-
mon teacher response, ‘It depends ... |’ ‘It depends,’ they will say, ‘on
whar We are practicing, or on whether or nor we have done a role play
W‘?‘-‘“F'}ﬁ revealing that their reaching philosophy might include such
s:‘:;:g::: td:m::f[ need to march a particu lar target Ianguagf:r point with a

: que or on the need for variety among teaching activities.
lha?-tlr-:lfl;::;::niﬁ ::hart.it d-:pr;-:da-.;mlwhat time o Fday i s, recognizing
sl i}.ulm :I ¢ to ma ¢ decisions owing to the complexiry .{’f

3 ¥, including what is happening socially among the partic-

mrf at the time (Allwright 1984; Nunan 1992; Prabhu 1992; Clarke
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teachers’ avoiding taking a position. But ‘it depends’ answers might be
taken by others as signs of the wisdom of practice. For teaching is full of
contingencies that require a response in the moment which may he more
intuitive than a manifestation of a conscious philosophical position. It js
also true that with us human beings, there is often a gap between our
mtentions and our actions. And finally, it is true that many decisions are
outside the conrrol of teachers. They must teach for a test, for instance,
Or they may have a class where students come with negative attirudes.
toward the study of language. Fanselow {1987) observes that perhaps ag
little as two percent of the variance that contributes to learning may be
controlled by the teacher. And yet as he says, ‘But so what? If learning

equals one hundred percent, and lack of learning means anything less

than one hundred percent, the two percent we are responsible for makes
the difference between learning and not learning' (1987; 11).

TEACHING AS THE MANAGEMENT OF LEARNING

Teachers who teach as if their practice causes learning, while recognizing
that they are not in control of all of the relevant factors, and thar at the
least they are in partmership with their students in this enterprise, can be
true managers of learning.! | am not speaking narrowly of classroom
management, but rather more broadly of someone wha can live with the

paradox of knowing thar teaching does not cause learning, all the while

knowing that to be successful, one must act as if it does, And it is this
commitment to unlocking the learning potential in each student that
muotivates a teacher o make informed methodological choices. Teachers
who are managers of learning recognize in general thar a number of
methodological options exist, but they are guided in any particular
moment by a compass consisting of a set of values, some knowledge and

experience, and a commitment to (particular) learning outcomes. Such
teachers do not despair in methodological profusion; they welcome it.
They know that the more tools they have at their disposal, the better off
they are in having a large repertoire to choose from when a reachable

moment presents irself. They recognize that they must focus students’
attention on the learning challenge, and then step back and respond in
service to their learning,

When asked if they would use a particular technique, assign a particu=
; A ;i i e
lar reading passage, ask a particular question, they answer, ‘It depends.”

There may be times when a pattern drill 1s appropriate, or giving a grames

UAllwreght {19841 was perhaps the fiest ro wse this term.

PDF created with pdfFactory Pro trial version www.pdffactory.com

Conclusion 185

mar rule, or an interactive task, or an acovity which involves meaning
negotiarion, depending on the learning challenge or what the students are
srruggling with at the moment. ‘It depends’ statements provide us with
evidence of the highly complex, interpretive, contingent knowledge
which reachersifmanagers must possess m order to do therr work,

THE DEVELOPMENT OF METHODOLOGY

But rhere is another important dimension to the question of teaching
methods thar must be considered. And that is that learning to reach is a
developmental process (Freeman 1991); indeed, while there may not be
any strict sequence of developmenral stages in teaching, learning it is said
to be a lifelong process, Thus, before concluding, 1 offer a brief autobio-
graphical sketch of my own developmental as a reacher, as an illustration,
one not meant to be a model (Larsen-Freeman 1998h),

When 1 was firse learsing to teach, 1 was trained in a particular method.
Fortunately for me, | was oblivious to alternatives. | practiced one
method exclusively, using the books that [ had been given. 1 was learning
to teach and all of my artention was on trying to the best of my ability to
adhere to the method, while learning the classroom routines and main-
taining some sense of decorum in the meantime. 1 was the teacher (while
learning o be one) and was teaching (while learning to do so at the same
time ).

After a while, | grew dissacisfied with my teaching. I found thar it had
reached a level where | could give less attention to what I was doing and
more to what my students were learning. The consequence was that I did
not like what I saw. I felt that there had to be a better method than the one
L was practicing, | sought further education, Whar | discovered from this
education was that although there were other methods, there was very lit-
tle agreement on the best way to teach, What was important though was
for me o be able ro rationalize what [ was doing. 1 felt during this phase
of my development that 1 was no longer learning to teach. My view of
teaching had changed. I knew a lot, but | realized that there was a lot
more to learn. | found that | was learning teaching. 1 no longer was
preparing to do something. | was experiencing it, and 1 was learning a
great deal from the experience.

Learning teaching has sustained me for many years—and still does,
even though my area of concern is now less language reaching than lan-
Buage teacher education, One of the problems with relating my experi-
ence in this fashion, is that it appears thar my development as a teacher is
a linear process, with each stage bring discrete. This is not the case. [ am
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still learning to teach in some respects (such as every time [ meet a new
group of students for the first rime} and | am still learning teaching, In
fact, 1 am still learning about the subject matter that | have been teaching
for over twenty years! However, | believe 1 can idenrify an additional
chaprer in my own story because | realize in retrospect that during my
learning teaching phase I was still laboring under the assumption that ag
some paint | could master teaching. Sure, there would always be some
new developments in the field, bur for the most part, [ thought [ could
make room for them withour upsetting my practice very much., [ was mis-
taken. | finally came to realize that [ could never master teaching. Practi-
cally everything 1 needed to know, including my students, was always
changing,

Language, learning, teaching are dynamic, flmd, mutable processes.
There is nothing fixed about them (Larsen-Freeman 1997, [ would char-
acterize my third stage then as just learning. This 1s not the willful learn-
ing of teaching, but the cgoless following of learning. Further, this
learning is not a gerund; this learning is a parnciple. It is not somerhing
that results in a static product; it is a dynamic process. Learning in this
sense means being open to what comes, relating to it, and becoming dif-
ferent in its presence (Caleb Gattegno, personal communication). And by
so doing, when | am able to do it, [ am learning all the time.

Let me restate thar | am not being prescriptive, | am simply describing
my own experience, Different teachers no doubt have their own stories to
tell. And surely one can mature professionally in this field by deepening
one’s practice in a particular method, rather than by switching methods.
But what may be more common than is usually acknowledged is that cach
of our stories unfolds over our lifespans as teachers (Freeman and
Richards 1993}, And what seems ro lead o the untfolding of the story is
an eagerness to want to teach berter—to reach more students more effec-
tively. | have elsewhere stated that teaching is perhaps best served by
teachers’ cultivating an “attitude of inquiry’ (Larsen-Freeman 2000}
Much is unknown abour the teaching/learning process, and those teach-
ers who approach it as a mystery to be solved (recognizing thar some
aspects of teaching and learning may be forever beyond explanation) will
see their teaching as a source of continuing professional renewal and
refreshment.

CONCLUSION

This, then, is what 1 hope this book ultimately accomplishes. By con-
fronting the diversity of methods in this book, and by viewing their
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thought-in-action links, I hope that you will be helped to arrive at your
own conceptualization of how thought leads ro actions in your te:;u;l-:u'ng,|
and how, in turn, your teaching leads to desired learning in your students.
What I hope your reading of this book has alsa done is challenged you to
identify your values, and to question them, perhaps leading to reaffirma-
rion, perhaps not. But teaching is not only thinking and holding certain
values; it is also action. | hope, therefore, that this book has em:-{‘ruraged
you to experiment with new techniques—to try them, observe the conse-
quences, make adjustinents, and then ro try them again.

In order to move from ideology to inguiry, teachers need to inquire into
their practice. They need to reflect on what they do and why they do it,
and need ro be open 1o learning about the practices and research ::lf oth-
ers. They need to interact with others, and need to try new practices in
arder to continually search for or devise the best method they can for who
they are, who their students are, and the conditions and context of their

teaching. It is to this quest that | hope this book has in a small wav con-
tributed. '
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Appendix

To find out more about certain of the methods presented in this texe, con-
Lact:

Silent Way
Educational Solutions Inc., 94 University Place, Floor-6, New York, New
York 100034353, JSA

Desuggestopedia
International Association of Desy ggestology, PO Box 132, 1101 Vienna,
Ausrria

Community Language Learning
Counseling-Learning Instirutes, 230 Edgewarer Road, Floor-2, Cliffside
Park, New Jersey 07010, USA

Total Physical Response
Sky Oaks Productions Inc., PO Box 1102, Los Gatos, California 93031,
usa

Educators residing outside of the UsA may wish to abrain the two-part
video serics entitled Language Teaching Methods from the United States
Information Agency. In its rwo one-hour tapes, six language teaching
methods from this book are demonstrated: the Audio-Lingual Method,
the Silent Way, Desuggestopedia, Community Language Learning, Total
Physical Response, and Communicative Language Teaching., To obtain a
LOpy contact vour loeal 1J5 embassy or cansulate, or;

Materials Develo pment Branch
English Programs Division

United Stares Information Agency
ECA/A/L, Room 304

Department of Srare

301, 4th Streer SW

Washington, D.C. 20547

UsA

This videa is not available in the USA.
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