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+ ltis always a feeling of great pride for general editors of a pedagogical
. series when the resounding success of one of its books leads to the
“demand for publication of a second, expanded edition. We are therefore
extremély pleased that Diane Larsen-Freeman has undertaken to con-
- tributé to the field of language-teaching professionals a newly revised,
~updated, and enlarged version of her original and immensely valuable
- Techniques and Principles in Language 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 little seif-indulgence

in methodological choice—are amply documented in Diane’s owii mes-
sage ‘To the Teacher Educator’, and these are departures that are both

“~appropriate and 1 [umimating. what ~hag vrot-changed; “‘however—and

raodesty 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. Still evident as before is Diane’s gift for being able gently to -

lead one to examine one’s own professional behavior for possible incon- |
gruities between one’s View of language and the way one teaches it, And

still there, even intensified, is evidence of her sericus and deeply personal

~--—-—Ehaught--dei,zgted,ut@.‘.,cjompiex peda gogical issues. and her. i@;ﬁ@ﬁl@éﬁé@? e

ability to make +hese natters come alive with great clarity for the widest
professional readership. It is no mean accomplishment. |

Russell N. Campbell
- William B, Rutherford
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The approach T have used in this book is based on my experience in
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conceptions of practice helps keep teachers’ teaching alive-
_vent it from becoming stale and overly routinized (Prabhu 1 330).

helps pre-

o

niques. This in itself provides an additional \venue 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 experl-

enced and expert have a large, diverse repertoire of best practices
n 1 sies of their students,

~ with the unique qualities and idiosyncrasies O thelr uden

Despite these potential gains from a study of methods, it is important o
acknowledge that since the publication of the first edition of this book in
1986, a number of writers 1n our field have criticized the concept of lan-
guage teaching methods. Some say that methods are prescriptions for

classroom behavior, and that teachers are encouraged by textbook pub-

lishers and academics to implement them whether or not the methods are

" appropriate fora particular context (Pennycook 1989; Richards 1990;

L beut-methods-when-planning their_lessons {Long 1 991}, and that

" rience, Teachers are not mere conveyor Belts delivering language through— —
inflexible prescribed and proscribed behaviors (Larsen-Freeman 1991);

- decisions. They are informed by their own experience, the findings from

Holliday 1994). Others have noted that the seazch for the best method is

ill-advised {Prabhu 1990; Bartolome 1994), that teachers do not think

A knowledge of methods helps expand a teacher’s repertoirve of tech-

“{Arends 1998), which presumably helps them deat-more-effectively ‘

e —

R R

methodological labels tell us little about what really otcurs in classrooms

(Allwright 1988; Katz 1996).

These criticisms have made me stop and think. I suppose it is true, I’

thought, that a partidﬂar’ method can be imposed on teachers by others.

" However, these others are likely to be disappointed if they hope that man-
dating a pasticular method will lead to standardization. For we know -

that teaching is more'than following a recipe. Any method is going to be
shaped by a teacher’s own nnderstanding, beliefs, style, and level of expe-

they are professionals who can, in the best of all worlds, make their own

research, and the wisdom of practice accumulated by the profession (see,

for example, Kumaravadivelu 1994). - .
Furthermore, a method is decontextualized. How a method is imple-

mented in the classroom is going o be affected not only by who the

teacher is, bur also by who the students are, their and the teacher’s expec-
tations - of appropriate social roles, the institutional constraints and

- deriands, and factors connected to the wider sociocultural context in

. whicH the instruction takes place, Zven the ‘right’ method will not com-
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“4bBle to malke choices that are informed, not conditioned. They may be

N

"~ Astudy of methodsis invaluable in teacher education in at least five ways:

0N LANGUAGE TEACHING METHODS AND THEIR USE

1:Methods serve as a foil for reflection that can aid teachers in bringing
10 cOonsCions awarcness the thinking that underlies their actions. We
now that teachers come to teacher training with ideas about the
eaching/learning process formed from the years they have spentas stu-
_dents themselves (Lortie 1975). A major purpose of teacher education

-1991), When teachers are exposed to methods and asked to reflect o
y can

b

thHeir riniciples and actively engage with their techriques, the
2 pies _ y CHgag ques, o

%'?Eﬁgﬁgﬁgﬁﬁféﬂ@ﬁ o T -

“become clearer about why they do what they do. They become aware -

8 1o -hﬁlp_tﬁachers make the tacit explicit (Shulman 1987; Freeman =

- of their own fundamental assumptions, values, and beliefs.

Cithe2

2 'ij becoming 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

“ableto resist, or at least argue against, the imposition of a particular

ﬁ_;éthed by authoritics, In other situations, where a method is not
inposed, methods offer reachers alternatives to what they currently

- think and do.It dogs not necessarily follow that teachers will chiooseto
- modify their current practice. The point s that they will have the

“understanding to do sc, if they are able to and want to. -

3 .A'kn(}wledg‘e of methods is pact of the knowledge base of teaching. ©

Withit, teachersjoina community of practice (Freeman 1992). Beinga
ng the professional discourse that com-

 mumnity mermbers Use 6 that professional dialog can take place. Being
part of a discourse communiry confers a professional identity and con-
nects teachers with.others so they are not 50 isolated in their practice.

community member entails learni

4 A professional discourse community may also challenge teachers’ con-

ceptions of how teaching leads to learning. Interacting Wwith others’

s s
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s
language can best be learned when it is taught through communication,
rather than for it (Chapter 10, on content-based, task-based, and partici-
patory -approaches);-and - second, that-language acquisition. cat.be.. 4. .
enhanced by working not only-on language, but also on the process of
learning (Chapter 11, on learning strategies, cooperafive learning, and

" multiple intelligénces). | | S
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 told me that they wished that [ * ¢+
had concluded with a more explicit evaluation and comparisen of the
methods. I chose not to do so in the first edition of this book, as I am not
- of the opinion that the purpose of learning about methods is so one can
" adopt the right one, or that 1 could choose for others which one that
would be. However, in this second edition, T have responded to readers’
requests by providing a summary chart of the methods discussed in this
- book, and by so doing, highlighting their major differences. 1 have also
~ used the opportunity that a full final chapter presents to indulge myselfin ¢
“sharing with readers my views on making informed ‘methodolegical - -
choices. o o

A word about nomenclature is also in order. T am using the term |

e ‘Eﬂe-‘éhﬂd}h€£%§@T—¥9m%E——a‘-fQEI-I-‘iLllaiapi'fscﬁp.tiﬁﬂ,;bll‘tzathe?",21C(}hﬁjiﬁiltu__;_;__
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set of links between principles and certain techniques and procedures.

Anthony (1963) has made the case for a tripartite hierarchy. As he put it: F
‘... techniques carry out a method which is consistent with an approach’
(p. 64). Following Anthony, in certain of the chapters, I will introduce a”
particutar methéd 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, hdve both a conceptual and an operational component, fitting
7 the definition in Richards er al {1992Z)7 Dictionary of Langiage Teaching
& Applied Linguistics (a method is ‘a way of teaching a language which - &
is based on systematic principles and procedures’), and justifying my usé
of the term. Admittedly, I sometimes have found it difficult to use the term
‘method’ with more recent innovations, such as content-based instruc-
fion and cooperative learning. At times, I have resorted to the term
“methodological innovations.” | : "
Bven so, some language educators might object te the inclusion of con-
tent-based, task-based, and participatory approachesina methods book,
for they might be more comfortable calling these syllabus types. Never-
theless, others feel that a method designation is very appropriate. Snow
(1991), for instance, characterizes content-based instruction as a ‘method



many faces both tomake Lhﬁ case for cement based instruction as

m ‘task’ is often nsed with reference to both content and methodol-
f language teaching. Indeed, within the strong version of a commu-

‘ Howart 1984), the traditional separation of %yllabus
ign + and methodology is blurred. If students learn to communicate by
ninicating (Breen 1984), then the desimamon and the route become

hod we are using in this book, ‘A method is a coherent set of thought-
ction links,” then the three rlghtfuﬂv belong.

me might also question whether the three are distinctive enough to
dted separately. For example, Skehan (1998) makes the point that
one:could rﬁgazd much content-based instruction (as well as project
orl\ which we will also briefly consider in Chapter 10) as particular
riples of a task-based approach. And others have suggested that task-
”ﬂpd and participatory approaches are a form of content-based instruc-

-4

are umfied by the assumption that students learn to communicate by
mmunicating, their scope and their particular foci seem distinctive

thod of language teaching, and to capture the great variety of 501‘11‘15 ‘
ttings in whichit takesplace. Kumaravadivelu (1993} observes that - - -

nd-the-same-(MNunan 1989): Firally-if we-apply the definition of 2~

In’ ANy £38<, ﬂh}"””"” it shonld be Qcknox,ﬂedggd that these Iﬂﬁthﬂds R

enough to warraiif ifdependent treatment.

rmaﬂy, although T have made every effort toward a faithful rendering
of each method and methodological innovation, there will undoubtedly
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 both inform and stimulate its

readers and that it will encourage them to reflect, inquire, and experi- |
__ment. If it meets these goals, then it may help torestore faithintheappro- =} .

- priate-use of Leachmg methods in language teacher education.

Sfaftlebom, Vermont  Diane Larsen-Freeman

1

Allwright, Dick. 1988. Observation in the Classroom. London: Long-
man.

Anthony, BEdward. 1963. “Approach, !ﬂﬁth(}d, and rechnique.” English.

Language Teachzf*g Journal 17: 63-7 reprinted in Aﬁ-en:, H, and R.
Campbell (eds.): Teaching English as a Second Laﬂoz e, {2nd edn:)
19 7?; N w York: McGraw-Hill, T
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language can best be learned when it s taught through communication,
rather than for it (Chapter 10, on content-based, task-based, and partici-
‘patory -approaches);- and-second, that language acquisition.cam.be.. ...

enhanced by working not only-on language, but also on the process of
) & 7 &< _
learning (Chapter 11, on learning strategies, cooperative learning, and

L)

e

- A further substantial medification is that the epilogue of the first edi-

tion has grown into a full chapter of its own (Chapter 12} in this second
_____ J.L,.,A- T

had concluded with a more explicit evaluation and comparison of the

methods. I chose not to do so in the first edition of this book, as L am not

~of the opinion that the purpose of learning about methods 1s so one can
“adopt the right one, or that I could choose for others which one that

would be. However, in this second edition, I have responded to readers’
requesis by providing a summary chart of the methods discussed in this

“book, and by so doing, highlighting their major differences. 1 have also

~sharing with readers ‘my views on making informed ‘methodological --§.

used the opportunity that a full final chapter presents to indulge myself in

* choices.
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A word about nomenclature is also in erder. I am using the term

set of links between principles and certain techniques and procedures.

Anthony (1963) has made the case for a tripartite hierarchy. As he put it:
‘... technigques carry out a method which is consistent with an approach’
(p. 64). Following Anthony, in certain of the chapters, I 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 ¢onveniently follow from a general approach. They all do,
though, hdve both a conceptual and an operational component, fitting

& Appf;'ed Linguistics {a method is ‘a way of teaching a language which |
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is based on systematic principles and procedures’), and justifying my use

of the term, Admittedly, I Sometimes have found it difficult to use theterm

‘method’ with more recent innovations, such as content-based instruc-
tion and ‘cooperative learning. At times, I have resorted to the term

‘methodological innovations.”

Fven so, some language educators might object to the inclusion of con-
rent-based, task-based, and participatory approaches in 2 methods book,
for they might be more comfortable calling these syllabus types. Never-
theless, others feel that a method designation is very appropriate. Snow
(1991}, for instance, characterizes content-based instruction as a ‘method
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th many faces’ both to make the case for content-based instructionasa . -
thod of language teaching, and to capture the great variety -of forms:
{settings in which it takes place. Kumaravadivelu (1993} observesthat .« -« e
Feterm ‘task’ is often used with reference to both content and methodol- | |
v of language teaching. Tndeed, within the sirong version of a commu- |
ative approach (Howatt 1984), the traditional separation of syllabus
esign and methodology is blurred. If students learn to communicate by
omminicating (Breen 1984), then the destination and the route become [N
pé:"aﬁd‘Ih‘ﬁ"S?EIHE’{NEEQH*}@%@ ¥ Pinally;-if we apply the-defnition-of @ -t -
thod we are using in this book, “A method-s a coherent set of thought- i
ifi-action links,” then the three rightfully belong.
*--Sorme might also question whether the three are distinctive enough to
_:he treated separately. For example, Skehan {1998) makes the point that
~one could regard much content-based instruction {as well as project
_work, 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 2 form of content-based ihstruc- i;
In any case, although it should be ackrowledged thatthese methods  ~ ]
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on.
are unified by the assumption that students learn to communicate by 1

communicating, their scope and their particular foci seem distinctive o
ehoTgh to Warrant independent rreatment. ‘ -

o

- Finally, although I have made every effort toward a faithful rendering S
of each method and methodological innovation, there will undoubtedly i

- be those who would not totally accept my rendition. This is undestand-

“able and probably inevitable. My description is, as it must be, a product
“of my own experience. - '

" Tt is my sincere hope that this book will both inform and stimulate its
teaders and that it vwill encourage them to reflect, inquire, and experi-
_.Tient. Tf it meets these goals, then itmay help to restore faithintheappro- |
priate use of téaching methods in language teacher education. Lo

Brattleboro, Vermont Diane Larsen-Freeman
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GDALS OF THIS BOOK

" "One of the goals of this book is for you to learn about n many rdifferentlan-" "
" guage teaching methods. T will use the term ‘Janguage teaching method’
to mean a coherent set of links between actions and thoughts in _,._rigmﬂf’

‘teachmg The actions are the techniques and the thoughts are the princi-

- ples.in the title of this book: Teckﬂzques .cmd Principles in Lngmzae
Lo Teaching.

A second goalisto help you anover the thoughts that gui@,e ym_r own
actions as a teacher. They may not be ones of which you are aware,

sy e

Seeking to.determine which pr A'ncipies of the methods, you read about.. . .

here are most [disjhiarmonious with your own thinking will nﬁ‘ip you to
uncover some of your implicit thoughts and beliefs about teaching.

A third goal is to introduce you to'a variety of techniques, some of
which will be new. Although certain techniques may require further train-
ing, others can be immediately implemented. Feel free to experlment and
adapt those techniques to your teaching 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 thisis as
“trueabout yourown teaching as it isaboutany method youwwill téad — -

about in this book. As a teacher of language, you have thoughts! about
your subject matter—what language is, what culture is—and about your

Students—who they.are as learners and hOW itis they learn. Youalso have

* thoughts about yourself as a teacher and what you can do to help your

students learn. It is very important for you to become aware of the
thoughts that guide your actions in the classroom. With this awareness,

vouwill be able to examine why you do what you do and perhapq choose
to thmk about or do things differently. | |

T will use the term moncrbt_ for the sake of mmplmty howwgr fmean for tnouo'b*s to include

| bf:?ms, attitudes, VahICS and awareness as well.
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 As an example, let me relate an anecdote about a teacher With w
was working a few years ago. ] will call her Heather, although thatis not
.7 her.real.name, From her study of methods.in Stevick (1980, Heather. ..
" became very intérested in how to work with teacher control and student
initiative in her teaching. Heather determined that during her student
" teaching internship she wonld exercise less control of the lesson in order
to encourage her students to take more initiative. She decided to narrow
- the goal down to having students take initiative In posing the guestions in |
is the teacher sho asksall the .

AL T I it e

.
o
if

. the classroom, recognizing that se ften i
questions, not the students. - ' i

1 was Heather’s teaching supervisor. When I came to observe her, she
was very discouraged. She felt thar the students were not taking the ini-
tiative that she was trying to get them to take, but she did not know what
wids wrong., | R | |
When 1 visited her class, I observed the following:

HEATHER Juan, ask Anna what she is wearing.

_JuAN.  Whatrareyou wearningr .
ANNA Tamwearing a dress.
HEATHER Anna, ask Muoriel what she is writing.
ANNA What are you writing?

MURIEL  lamwriting a lefier. | -
~ This pattern 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 teacher did not ask the questions—the stu-
dents did. However, Heather had not realized her aspiration of encourag- o
ing student initiative since it was she who took the initiative by prompting
" the students to ask the questions. Heather and I discussed the matter in |
. the post-observation conference. | |
e — TTaathier catie to seethat if shetruly wanted studerits tomtake mrore i
" fiative, then she would have to set up the situation in a way that her par-
ricipation in an activity was not essential. We talked about several ways  ©

teacher, she felt insecure about having the students make the decisions
aboutwho says what to whom when. What if the students were to ask her
many questions that she could not answer? While having students take
initiative in the classroom was consonant with her valaes, Heather real-
ized that she should think further about the level of student initiative with =
~ which she could be comfortable at this point in her career as a teacher. We
. talked about other options she could pursue as well. The point was that it

M R PSRN T Wt e s o T




- owas not necessarily simply a matter of Heather improving het technigues
~she could see that that was one possibility. Another was to rethink the
-way in which she thought about herteaching (Larsen-Freeman 1993)..

The links betweenn thought and action were very 1mportant n
Heather’s teaching. She came to realize that when somethmg was not
Uomg as she had intended, she could change one or she could change the
~other. Heather had an idea of what she wanted to accomplish—but the

action she chose to carry out her idea did not accomplish her purpose.

- Nhenshe examined her intentions more cléarly, she saw.that she wasnot .|

yet ready to have her students’ take complete initiative in the lesson.

g

3‘% f@HEQE%T Sg“ﬁf

*Returning to the methods in this’ book we will see that it is the hnk
between though_ts and actions that 1s common to them all. But there is

~another way in which links are made in methods, and thatis the connec-

_tion berween one thought-in-action link and another A method is a

" coherent ser of such links in the sense'that there shonld be séme theorétis
cal or philosophical compatibility among the links. If a teacher believes

- thatlanguage is made up of a set of fixed patterns, it makes little sense for

- himror hertouse techniques w whichﬂleip ‘tearners-discover-t
] rules underlymg a Ianvuage to enable them to create novel patterm

To say there is a coherence among the links does not mean, however,

that the techniques of one method cannot be used with another The tech-
niques may look very different in practice though, if the thoughts behind
them differ. For example, Stevick (1993) has shown that the simple tech-

- nique of teaching students a dialog using a picture to provide a context

- can lead to very different conclusions about teaching and learning

. _depending on how the technique is managed. If the students fisst Jook at

Pt e
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the picture, close their eyes while the teacher reads the dialog, and then
. Tepeat the dialog bit by bit after the teacher, repeating until they have
. learned it ﬂuendy and ﬂawlessl}, the students COUld infer that it is the

room. 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 descmbe 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

' :‘_‘-.Wﬁh_omed and thatitis all right to bu wrong. If f}*e} then p""cmce the dia-
log in peurQ without striving for perfect recall, they might also infer that
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and approximation are arécéptable (1993: 432). We can see from this

- . they should ‘use. the part of their brains that creates’ and that guessing’ "
02 l
A

 example how a particular technigue might look very differe nt (and might. . .
lead students to very different conclusions.about their learning), depend-
irig on how it is managed. This may, in turn, be 2 product of the thoughts -

and beliefs of the teacher who is puting the technique into practice.

Tt is not my purpose to have you sift through the methods presented |
here in order to choose the one with which you feel the most philosophi- |
cally in tune. Instead, I hope that you will use what is here as a foilto___p. .

make explicit your own beliefs about the teaching/learning process,
‘beliefs based upon your experience and your professional training, the
research you know about, and even your social values. It is not a question o
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-is not 2 substitute for actual training in 2 particular method, and
specific training is advised for some of them. Finally, I did not set outto be

o

comprrehénsilvg and deal with all language teaching_metho‘ds. The meth-
odszf_included in.this book represent methods which are practiced.today. .

£ i

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 conceptualizations of how thoughts lead to actions in your
teaching and how, in turn, your teaching leads to learning 1n your stu-
dents (Prabhu 1992). Ultimately, the choice among techniques and prin-

(_:,_i_plés'_dep-f;nds on learning outcomes, a theme to which Iwill return in the ' o
final chapter of this book. - - IR S
DOUBTING GAME AND RELIEVING GAME ' ..1

)

- -—A--SGHLE—@fWh&t-—y’Qul—Eﬂ_C(ér_untéf-.-hefé-_vvvill-ﬁe-do&bb'e-enﬁfm-Wh_at—y@u-d—oor—- —
believe already; other things you read about may challenge your siotiors. ' 1

When our fundamental beliefs are challenged, we are often quick to dis- 7 {

miss the idea. It is too threatening to our well-established beliefs. - | {
t

I will never forget one of the first times 1 heard Caleb Gattegno discuss

T G

the Silent Way, a method presented in this book (see Chapter 5 b It wasat ¢
a language teaching convention in New York City in 1976. Several things LB
~ Gattegno talked about that day were contrary to my own beliefs at the =t
21t should be acknowledged that not all of the originators of the methods presented in this book €

would call their contribution a “method’ because they note cthat the term i3 sometimes associated . i

. with formulaic practice. T hope that f have made it clear that for me a method is a way of con-
necting particular principles with particular rechnigues into a coherent package, hota formula.
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doubtful voice in my head saving ‘Wait a minute ..
Gdttcgnu a&zu Luat ‘dd)’ fuat a feacncr Shudg’j RQ‘VC“” BE aise

evén s2y ‘Good’ or smile. “Wait a minute,’ [ heard the voice in my head
“schoifig, ‘Everyone knows that being a good tedcher means giving posi-
& tive feedback to students and being concerned about their affective side

of their feelings. Besides, how will the students know when they are right

“if the teacher doesn’t tell them so?’

ﬂ?
21
Q.q
,:1
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~¢an see why you-are reluceant to give feedback. You have made me think -

. bout the power of silence. Without having the teacher to rely on, stu-

.den_ts have to assume respon51b1hty for the work-—just as you so often
' I can see how tblS sﬂence 1S in

| épproval of the teacher. They must concem:rate on developing and then
satlsfylncr their own “inner criteria.’ Learmna to listen to themselves

-is part of lessening their relianice on th teacher The teacher wﬂ[ not

1 0 &lwmy“ e there. Also, they will be Pﬂceumged to form criteria for

| correcting their own mistakes—for monitoring their own progress. I also

e TR S LI N 3

see how you think that if the teacher makes a big deal out of smdents suc-

T Cess, he implies that what the student is doifg is out of the ordinary—and
that the job of learning a language must be difficult. Also, I see that in-
. your view students’ security is provided for by their just bemg accepted
+  without regard for any lmgulstm successes or difficulties they might be

]

__ havmo
" What are the dlfterences befween the two voices I heard i in-my head—

between the “Wait 2 minute’ and the ‘On the other hand’ respenses? Well,
;_ " perhaps it would be clearer if we reflected for a moment on what it
* ~-—-Tequires to-upheldeach- position. WhatIhave attempted to. do.is play two .
- games described in an article, “The Doubting Game and the Behevmg

T ep T

- ‘they are rule-governed, ritualized processes, which are not real life. The
doubting game, Elbow says, requires logic and evidence. ‘It emphaszzee a
model of knowing as an act of discrimination: putting something on trial

to see whether it is wanting or not’ (Larsen-Freeman 1983: 15). I think its
practice is something far more common-to the academic world than its
counterpart—the believing game. ‘Our contemporary education, then,
indoctrinates us in the glorification of doubt, has created in fact what

* could almost be caHed areligion or theology of doubt, in which to be seen

ey

to be intel hcent we have t0 bc seen to doubt every thmgj to &lW?«’L} pmm o

e W e et - W s e i . . T,
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 Game,” which appears in an appeudu{ to a book authored by Peter Elbow |
(1973) Elbow believes that doubting.and believing are games because

‘:‘:""Laféf“t’h’tfu*g'h Ifound mys--élfthin—k-iﬁg; £Om the otherhiand; Gattegno, I -
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“to what's wrong and rarely to ask what'is right or good ... ik
1993: 123-4). Many of us are very. good at playing the doubting game

..~ then, buswedo so 2tz cost: We may hind fault with a newideabeforegiv- ...

ing it a proper chance. ‘ |
 What does playing the believing game require; then? The believing
game ‘emphasizes a model of knowing as an act of constructing, zn act of
. investment, an act of involvemnent’ (Elbow 19 163). It is not just the
withholding of doubt. Rather, it asks us to put on the eyeglasses of

_ another person=fo.adopt-his. or her_perspective=-to see the method as. .
‘the originator sees it. Further, it requires a willingness to explore whatis -

to
73

e

new. | |
" While it may appear that the traits attributed t0 the believing game are
more desirable to possess, Elbow ts not arguing that we should allow the

doubting muscle to atrophy, nor am . am not adyocating an abandon-

ﬁiéﬂt of the dQUbiiﬂg game, but rather that you attempt to uﬁdﬁrSténd

first before you judge. Therefore, do not be quick to dismiss a principle or
| technique simply because, at first glance, it appears 10 be at odds with
e G OWIE beliefs or -'impossiblfé- o apply’ i yout ~OWIT-S i—t‘-ua-ti-@nl% For: -

instance, in one of the methods we will consider, the students themselves’

decide what they want to say and the teacher then translates it into the
_target language {the language th auhey_a_r.e,s_m_dﬁggi.iiﬁ@g.;@ie_@ihisd;
fechniqiie as impractical because you do not know your students’ native

‘L:F‘l-b-!E‘lr‘u PTERT ._- G
|
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[anguage or because your students speak a number of different native lan-

guages, then you may be missing out on something valuable. You should

Grst ask what the purpose of translating is: Is thére a principle behind its ¢
: use in which you believe? If s0, 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 to be able to say in
the language they are studying? 13

LAYOUT OF CHAPTERS

We will learn about the methods by entering 4 classroom where each

“tpethed is being practiced. In most chapters in this book, one language
teaching method is presented. However, in 2 few chapters, a more general
approach to language teaching is described, and what are depicted in the
chaptér are one or more methods that are examples of the approach.” I
Lave assitmed that observing a class will give youa greater understanding

63) use of the term approdch o mean a set of assumptions dezling 5
nare, learning, and teaching. - 0 : o

i
o~




. of a particilar method and will give youi more of an opportunity to reflect
on your own practice than if you were to simply read a description of it. It
should be acknewledged, however, that these classroom encounters are |
idealized. Anyone ‘who is or has been, a language teacher or student, will
. immédiately recognize that lessons seldom go so smoothly as the ones

~you will see here. In the real world students do not always catch on

" guickly and teachers have to contend with many other social and class-

' room fflanagement matters than what are depicted here. AsThavealready
- —-scknowledged;amethed does notreflect everything thatistranspiringin |
-+ the classroom - e |
. We will observe the techniques the teacher is using and his or her

béhavior. In the even-numbered chapters, the teacher is female; in the
_odd-numbered chapters, the teacher is male. After observing a lesson, we

" will infer the principles on which the teacher’s behavior and techniques
are based. Although inmost cases, we will observe only the one beginnitig
or intermediate-level class for each méthod, once the principles are clear,
' they can be applied te othersituations. To illustrate the application of the
principles at more than one level of proficiency, in two instanices, withthe - |-
Silent Way and Desuggestopedia, we will first visita beginnirig-level class
- and then later briefly visita class at 2 high-intermediate level. It should be
' noted that when 'iearne’:‘f‘?s‘;‘a“rE"a't‘t}re—aﬁvzm:;ed—%eve};—theﬂdisﬁ—ﬂeti—ve%eeh-in77
" niques associated with a2 method may be less visible because advanced -
' learners may have special, well-defined needs, such as learning how to
" read and write academic texts. However, as we have seen with Stevick’s
example of teaching 2 dialog, the way teachers think about language
teaching and learning will still shape how they work at all levels.
After we have identified the principles, we will answer the following
ten questions: | |

{ NWhat are the goals of teachers who use thismethod? |
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? L
4 What is the nature of student—teacher interaction? What is the nature
of student-student interaction?
5 How are the feelings of the students dealt with?
6 Howis language viewed? How is caltur_e.viewed? |
7 What areas of }&ﬁgﬁage are emphasized?‘-‘ﬂ?hat language skills are
ﬁmphasized? o - o
'8 Whatis the role of the students’ native language?

P



G- E—T is evaliation accomplished? |
10 How docs the teacher r:—:spend to swdem er zora?

T

* The answers to these . ques tions will add to our ders:,andmg of each
method and allow us to see some salient dlffefﬁim‘. es among the methods

presented here. Before reading the answers to these questions in the book,

you m igh try to answer them first yourself after going through the first .

part of the chapter. This might increase your under tﬂndlpg_ef a method

and give you practice with rﬁie:m? on an experience. §
“Following these questions, we will review the techn iqu":s we OBSPEV ed.

" in the lesson. In SOIME Cases tb@ techniques will be expanded so that y@L
can i:ry' to put them into practice if you 'wi'mh Indeed, as we mentioned ear-
lier, another purpose of this book is to present a variety of techmqu&s
some of which may be new o you, and to encourage you to experiment. -
with then We know that the more ex pemenced teachers are, the bmader

their repertoire of techniques i is (Arends 1998). PreSLmablyj such versatil-

zty’ allows teachers to deal more eﬁectwely with the umque consteﬂanon N

- of QtLd@Pf}u with whom. thh}f are working at any one time.
In the conclusion to each chapter, you will be asked to thmk about how

all of this information can be of use to you in your teaching. It is you who

have to view these methods through the filter of your own beliefs, needs,

knowledge, and experience. By D¥avmg the believing game, it is my hope
that no matter what your assessment of a pamcuiar method, you will not
have reached it without first, so to speak, getting inside the method and
lookmg out. | L

At the end of each chapter are two types of exercises. The first type
allows you to check your initial understanding of the method presented.
The second type of exercise asks you to make the connection between
what you understand about 2 method and your own teaching situation.

—— Wherever-possible; T-encourage-youto work withi someong elsé as you
consider these. Teaching can be a solztary act, but collaborating with,
other teachers can help enrich our experience an d nurture our growth.
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familiarity would help them
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- The Grammar-Translation Method is notnew. It has had different names;
£ but it has been used by language teachers for many years. At one time it

‘was called the Classical Method since it was first used in the teaching of
the classical languages, Latin and Greek (Chastain 1988). Earlier in this

" century, 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 become -

famoriaoe

]—1 . o . P
speak and write their native language better.

tnare familiar with the grammas of theiz native language and that this. .

Ala s &t

J.E LK SN ‘ b D
Finally, it was thought that foreign language learning would belp stu dents
grow intellectually; it was recognized that students would probably never

[,

"
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i
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“wse the target language, but the mental exercise of learning it would be

-~ Tet us try to upderstand the Grammar-Translation Method by observ=

ing a class where the teacher isyusing it. The cléss is a high-intermediate--.
level English class at 2 univergity in Colombia. There ar¢ forty-two stu-
dents in the class. Two-hour ¢lasses are conducted three times a week. —~
. | Qﬂ ( T TTTTT——
| — : , .
EXPERIENCE Y ) o

L e ————— - =z

-~ the steamboats which moved up and down the Mississippi River d

As we enter the classradm, the/class is in the middle of reading a passage
in their texthook. The passage is an excerpt entitled “The Boys’ Ambition’
from Mark Twain’s Life on the Mississippi. Each student is called on to-
read a few lines from the passage. After they have finished reading, they

are asked to translate info Spanish the few lines they have just read. The

o SN

teacher helps them with new vocabulary items. When the students have

finished reading and translating the passage, the teacher asks them in

Spanish if they have any questions. One gisl raises her hand and says,
Y - - ) e ) . e ¢ . ) ¥
What is paddle wheel?” The cacher replies, ‘Es una rueda de paletas. .
Then she continues in Spanish to explain how it looked and worked on
uring -
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Mark Twain’s childhood. Another student says, ‘No anderstand “gor-

geous.” The teacher translates, “Primoroso.’
Since the students have no more questions, th

r't‘

1

* write the answers to the comprehension questions which appear at the
end of the excerpt. The questions are in English, and the students are -

instructed to write the answers to them in English as well. They do the
first orie together as an example. A student reads out loud, “When did
Mark Twain live?” Another student replies ‘Mark Twain lived from 1835

-t0-1210.2‘Bueno,’ says the teacher, and the.students. beofmmworlrmg qui=..

ctly by themselves.
In aédmon to questions that ask for information contained within the

" reading passage, the students answer two other types of questions. For

the first type, they have to make inferences based on their understanding

of the passage. For example, one question is: ‘Do you think the boy was

ambitious? Why or why not?’ The other type of question requires the stu-

dents to relate the passage to their own experience. For example, one of

the ques‘aons based on this excerpt asks them ‘Have you ever thought .

about runsing away frém home?”
Af‘ter one-half hour, the teacher, speakmo in SpaﬂiSﬂ asks the students

o stop and check their work. One by one each student reads a question

o
afta—haen-+-

nd-thenreads his or her response—If it is correct, the teacher calls on -

1f the answer is incorrect, the

another student to read the next question.
teacher selects a different student to supply the correct answer, or the

teacher herself gives the right answer.
Announcing the next activity, the teacher asks the students to turn the

‘page in their text. There is a list of words there. The introduction to the |

exercise tells the students that these are words taken from the passage
they have just read. The students see the words ‘ambition,” ‘career,’

‘wharf,” ‘tranquil,’ ‘goi’geous’ ‘loathe,” ‘envy,” and ‘humbly.” They are |

told that some of these are review Words ‘and that others are nev}"t_(ﬁﬁéfﬁ i

The studerits are instructed to give the Spanish word for each of them.

eache z:' sks.them to

E-
I

i

Thls exercise the class does tagether If 1o one Lnows the Spamsh eqmva—

Eno'hsh words like lave ‘noisy,’ ugly, and proudly, and are directed to
find 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
Enghsh -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 tells them that this word is the same as the Spamsh
?os:bz[ a’czcz The tedcher asks the stuaents to find other P}’am"\ies i the -
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These words 2ré taken T#oth the passage you %ié'fé qust
- read. Some of them are review words and others are new..
- Give the S‘pa‘_nish't‘ranslati{}ﬂfof.é&chdf them, Youmay .- -

refer back to the reading passage.

- ambition gorgeous
career. - loathe
- wharf envy '
tranquil humbly.

Exercise 2B
These words all have antonyms in the reading passage.
Find the antonymi for each: -

| love ugly-
L .. .moisy..... o proudly oo

When all of these cognates from the passage have been identified, the stu-
dents are told to turn to the next exercise in the chapter and to answer the
question, “What do these cognates. mean?’ There is a long list of English
words (‘curipsity,” ‘opportunity,” Tiberty; etc.), which the students trans-
late into Spanish. | _. S

The next section of the chapter deals with grammar. The students fol-

FER L v

low in their books as the teacher reads a description of two-word or

phrasal verbs. This is a review for them as-they have encountered phrasal

“ verls before, Nevertheless, there are some new two-word verbs in the

passage the students haven’t learned yet. These are listed following the
~ description, and the students are asked to translate them into Spanish. Then

they are given the rule for use of a direct object 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 there is no
separation of the verb and particle by the object. For exampler
John put away his book.
or

“John put his book away/John put it away.

r
1
|
y
{
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 Afrerreadingovertherule and the examples, the students are askedtotell

" Finally, théy are asked to put'one of these phrasal verbsin the blank of -

but not
John put away it. |
(because ‘putaway’ is a separable two~word verb)

The teacher went over the homework.

but not .

The reacher went the homework over.

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

which of the following two-word verhs, taken from the passage, are sep-
arable and which inseparable. They refer to the passage for clues. If they
cannot tell from the passage, they use their dictionaries or ask their .

teacher
turn up wakeup get on . takein
run away fade out Jay up
g0 away break down turn back -

adafz s

each of the ten sentences they are given. They do the first two together.

1 Mark Twain decided to ~___ because his parents wouldn’t let him

__tains words, and the second, idioms like ‘to give someone the cold shoul-" .

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

get a job on the river.

2 The steamboatmen
Mississippi River. |
When the students are finished with this exercise, they read their answers
aloud. R ' o U
At the end of the chapter there is a list of vocabulary items that -§
appeared in the passage. The list is divided into two parts: the first con-

and discharge freight at each port on the |

der’ Next to each is a Spanish word or phrase. TFor homework;the
teacher asks the students to memorize the Spanish translation for thefirst- £

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

1 WWrite out the translation of the reading passage into Spanish..

2 State the rule for the use of a direct object with two-word verbs, and
apply it to other phrasal verbs. | - R

3 Do thé rémaining excrcises in the chapter.that include practice with

~one set of irregular past participle forms. The students will be asked to

- memorize the present tense, past tense, and past participle forms of this

o

irregular paradigm:-
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drink. - drank © drunk
sing sang - sung
ring ' \. _ ;éng - rung
begin  \ 'bégaﬂ/ begun

- . \\I. : M N . . ) L] -

4 Write a composIfion 11 thé target language aboutan ambition they have.

% = “‘\. . ./ » .
5 Memorize the rémaining. vocabulary -items and write sentences for
oo, ,-f\_\_ o . ) . -

.6 Takea quizon the z%/f&m\mar and vocabulary of this chapter. They wil

. . be asked to translate a\:§panish paragraph about steamboats into
- English. g N -

TL
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| THINKING ABOUT THE EXPERIENCE

This has been just a brief introduction to the Grammar-Translation

Method, but it is prdbab,lr—yvtrue_ that this method is not new to many of .

“you. You may haye studied a ianguagemthmwﬂz}garyoumay be teach- |
ing with this meth@\d rig’ht novw. Whether this is true or not, let us see what

§ wehave learned about the Gramemar-Translation Method. We are able to

_i . _makeanumberof ﬁ::r}i:serva'tiOﬂ"s-“a‘b‘O‘Lf‘t't‘h%—C lnswestended. Our obser-

% vations will be ﬁsjt@gf i the left column; from them we will try to identify -

the principles of the Grammar-Translation Methed. The principles will

be liéted in the rigﬁf k;oluiﬁnJWe will make our observations in order, fol-

- lowing thélessc}ri plan of the class we observed. ~ (\ .

Observations' | Principles  \c*

i 1 Theclassis reading an excerpt ™ A fundamental purpose of
i ____',LIQmVM%pkﬁﬁvai{}fs—Lif@Gnt/'-?-@»—---lear-ﬂinga—fOreign*laﬂgu'agﬁ"iS"tDb_'ﬁ I
S Mz’ssissip{z'. // able to read literature written in it. :
I Voo /o 7" Literary language is superior to
% A VAR spoken language. Stt:idé.nt’s’ ‘_sf:udy‘ S o

c \ : o of the target cultureis limited to its

S - o literature and fine arts. |

. 2 Students erdbstate the passage | Animportant goal is for students

= 'f:om Enaljish\tO'Spanish. : | to be ableto translatecach
o ‘\ | language into the other. If students

- (_/ AN can tr,gnslat:e‘from _oﬂe.’[anguagsf

: n into another, they are copsidered "

i

L i = = e -
successiul lancuage learners.




-The teacher asks stuéems in -

" their native langnage if they
 haveany questions. A studﬁm

asks one and is answered in
her native laﬁguag@. o

| Studems write out the answers'
to reading mmpmhemmn

© guestions.

The teacher decides whethet ©
an answer is COrrect ornot. If
| that students g@t th@ correct
= aﬁswer o

the answer is incorrect, the o
teacher selects a dlfferent

‘student to.supply the correct

answer or the teacher herself
gives the right answer. -

Students translate new words
from English into Spanish.

Smdems learn that English

“ty’ corresponds to -dad and

" -tadin Spamsh

Students are given a grammar

rule for-the use of a direct . -

‘object with two-word verbs:

Students apply a rule to
xamples they are given.

language.

o The abiht‘y to commumcat@ in. the |
“target language isnot a goai Qf
- foreign language instruction.

are readmg and writing. Little

attention is given to sp@akmg and
. fhsiemng5 and almest none tc:» |
pronuncnatzon ’ '

The teacher is tﬁ”ﬁ& amhornw in th@
classroom. It is very xmpmmm

It is possible to find native
language equivalents for all target

- language words.

- Learning is facilitated through
attention to similarities between

the target langmge and the native
language.

It is important for students to
learn about the form of the target

Deductive application of an
explicit grammar rule is a useful
pedagogical technique.

_szgj ge learning | m@vm S £00G

mental exercise.

£

| ‘The primary skllls to be devcl@ped} |



11 The teacher asks students to Students should be conscious of

state the grammar rule, the grammatical rules of the target
language.
12 Students memorize present Wherever possible, verb
tense, past tense, and past conjugations and other
participle forms of one set of grammatical paradigms should be |
irregular verbs. comimnitted to memory.

There were other activities planned for the remainder of the week, but in
this book we will follow the practice of not listing an observation unless it
leads to our discovering a different principle of the method.

REVIE G THE PRINCIPLES

The principles of the Grammar-Translation Method are organized below
by answering the ten questions posed in Chapter 1 (pages 7-8). Not all
the questions are addressed by the Grammar-Translation Method; we
will list all the questions, however, so thata COMparison among the meth-
ods we will study will be easier for you to make.

What are the goals of teachers who use the Grammar-Translation
Method?

According to the teachers who use the Grammar-Translation Method,
a fundamental purpose of learning a foreign language is to be able
to read literature written in the target language. To do this, students
need to learn about the graminar rules and vocabulary of the targer
language. In addition, it is believed that smdymg a foreign language
provides students with good mental exercise which helps d@veﬂ.@ﬁa their . -
mmds -

2 What Is the rolé of the i@a@h@r? What Is the role of the students?

The roles are very tmdiﬁi@nain The teacher is the authority in the class-
room. The students do as she says so they can learn what she knows,




aspect of the culture of the target language community. Students study
grammar deductively; that is, they are given the grammar rules and
examples, are told to memorize them, and then are asked to apply the
rules to other examples. They also learn grammatical paradigms such
as verb conjugations. They memorize native-language equivalents for
target-language vocabulary words. |

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

Most of the interaction in the classroom is from the teacher to the stu-
dents. There is little student initiation and lirtle student—student inter-
action. ]

How are the feelings of the students dealt with?

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

How is the language viewed? How is culture viewed?

Literary language is considered superior to spoken language and is
therefore the language that students study. Culture is viewed as con-
sisting of literature and the fine arts. |

What language skills are

What areas of language are emphasized?
emphasized? | o

Vocabulary and grammar are emphasized. Reading and writing are the

primary skills that the students work on. There is much less attention

given to speaking and listening. Pronunciation receives little, if any,
attention. |

What is the role of the students’ native language?

The meaning of the targetlanguage is made clear by translating it intc

the students’ native language. The language that is used in class is

~ mostly the students’ native language.

How Is evaluation accomplished?

Nricten tests in which students are asked to iranslate from their native

language to the targe: language or vice versa are often used. Questions

about the target culrare or questions that ask students to apply gram-

O
11
mar rules are also common.

8



Having the students get the correct answer is considered very impor-
rant. If students make errors or do not know an answer, the teacher
supplies thern with the correct answer.

REVIEWING THE TECHNIQUES

Ask yourself if any of the answers to the above questions make sense to
you. If so, you may choose to try some of the techniques of the Grammar-
Translation Method from the review that follows. On the other hand,
you may find that you agree very little with the answers to these ques-
tions, but that there are still some useful techniques associated with the
Grammar-Translarion Method. Below is an expanded description of
some of these techniques.

Translation of a literary passage

Students translate a reading passage from the target language into their
native language. The reading passage then provides the focus for several
clasees: vocabulary and grammatical structures in the passage are studied
in subsequent lessons. The passage may be excerpted from some work
~ from the target language literature, or a teacher may write a passage care-

o ‘fuﬂy.designéd_to include particular grammar rules and vecabuhaﬂsry. The

translation may be written or spoken or both. Students should not trans-
late idioms and the like literally, but rather tn a way that shows that they
-understand their meaning.

Reading comprehension questions

" Students answer questions in the target language based on their under-
standing of the reading passage. Often the questions are sequenced so that
the first group of questions asks for information contained within the read-

means they will have to answer questions about the passage even though
the answers are not contained in the passage itself. The third group of
questions requires students to relate the passage to their own experience.
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1o define a set of words based on their understanding of
occur in the reading passage. Other exercises that ask students to work
with the vocabulary of the passage are also possible.

Cognates

Students are taught to recognize cognates by learning the speliing or
sound patterns that correspond between the languages. Students are also
asked to memorize words that look like cognates but have meanings in
the target language that are different from those in the native language.
This technique, of course, would only be useful in languages that share
cognates. ' ' '

Deductive application of rule

Grammar rules are presented with examples. Exceptions t0 each rule are
also noted. Once students understand a tule, they are asked to apply it to
some different examples. |

N

Fill-in-the-blanks

Students are given a series of sentences with words missing. They fill in
 the blanks with new vocabulary items or with items of a particular gram-
mar type, such as prepositions or verbs with different tenses.

Memorization e

Students are given lists of target language vocabulary words and their

native language equivalents and are asked to memorize them. Students
are also required to memorize grammatical rules and grammiatical para-
digms such as verb conjugations.

Use words in sentences

In order to show that scudents 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 studenis a topic to write about in the target lan-
guage. The topic is based upon some aspect of the reading passage of the
lesson. Sometimes, instead of creating a composition, students are asked

Ea PRy RN 0 M .8 " ; : ~
to prepare a precis of the reading passage.
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You have now had an opportunity to examine the principles and some of
the techniques of the Grammar-Translation Method. Try to make a con-
nection between what you have understood and your own teaching situ-
ation and beliefs. -

Do you believe that a fundamental reason for learning a foreign lan-
guage is to be able to read the literature written in the target language? Do
you think it is important to learn about the target language? Should cul-

ture be viewed as consisting of literature and the fine arts? Do you agree

with any of the other principles underlying the Grammar-Translation
- Method? Which ones?

Is translation a valuable exercise? Is answering reading comprehension -

questions of the type described here helpful? Should grammar be pre-
sented deductively? Are these or any of the other techniques of the
Grammar-Translation Method ones which will be useful to you in your
OWI, teachmg? Which ones?

ACTIVITIES

‘A Check your understanding of the Grammar-Translation Method.

1 It has been said that the Grammar-Translation Method teaches stu-
dents about the target langnage, but not how to use it. Explain the dif-
ference in your own words.

2 What are the clues that this method had its origin in the teaching of the

d.aa;ssic:al{:Eairxtg;l,}zzzajge's3 Latin and Greek?

B ﬁ@@w what you have understood a@@ui the Grammar-Translation
Method. '

s

Think of a particular group of students you have recently taught or are

- currently teaching. Choose a reading passage from a literary work or a
textbook or write one yourself, Make sure it is at a level your students
can understand, yet not at a level that would be too simple for them.
Ery ﬁmnsﬁa*@:ﬁng it yourself as a test of its difficulty. Identify the vocabu-
lary you would choose to work on. Plan vecabulary exercises you
would use to help y@mﬁ‘ students associate the new words with their
native EanguagL equivalents,
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some examples. Dpswn exercises that reqwre your amdems to apply
the rule to some dIFferent exampleq -

Chéstain Kenmeth. 1988. Developing Second Language Skills. (3rd edn.)
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A "s Wzth the C famaerfa'lS-aE}.O'l Method, the Direct Methoa iIs not

new. Its punmplea have been applied by languaﬂe teachers for many

. years. Most recently, it was revived as a method when the goal of instruc-
‘tion became learning how to use a foreign. language to communicate.
Smce the Grammar- Translation Method was not very effective in prepar-
ing students to usé the tazge 'Ianguave commumcamely, the Direct

Method became popular € we Dapnndt e ule
- The Direct Method has one very basic rule: No translation is dﬂowzﬂd

A,

t6 be conveyed directly in the target language through the use Oﬁdemgﬂ—
“stration and visual alds, with no recourse to the students native language

fn fact, the Direct Method fecéives)its nafne from the Tact that meaning s

 Diller 1978). Dibure >r olischigeail s mbosld

We will now try to come to an understanding of the Direct Method by
observing an English teacher using it in a scucla media (lower secondary
school) class in Italy. The class has thirty students who attend English

class for one hour, three times a week. The class we cbserve is at the end

. of 1ts ﬁr_st vear of English language nstruction in a scuolz media.

EXPERIENCE 7/
)

- “The tescher is calling thelass to order as wefind seats toward the back of

i the room. He has placed a big map of the United States in the front of the.
classroom. He asks the students-to open their books to a certain page
number. The lesson is entitled “Looking at a Map.” As the students are
called on one by one, they tead a sentence from the reading passage at the
beginning of the lesson. The teacher points to the part of the map the sen-
tence describes after each has read his sentence. The passage becrms

We are looking at 2 map of the Unlted States. Canada is the country to
the north of the United States, and Mexico is the country to-the south

~ of the United States, Between Canada and the United States are the
- Great Lakes, Between Mexico and the Unm,d States is the Rio Grande

B R
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- River. On the East Coast is the Atlantic Ocean, and of the West Coas:

is the Pacific Ocean. In the East is a mountain range called the
Appalachian Mountains. In the West are the Rocky Mountains.
After the students finish reading the passage, they are asked if they have
any questions. A student asks what a mountain range is. The teacher
turns to the blackboard and draws a series of inverted cones to illustrate =

mountain range,

Rt

i
L ]
!

The student nods and says, ‘I understand.” Another student asks what

oo ‘between’ means ~Theteacher-replies; “You-aresitting between MariaPig- ~ 1

and Giovanni, Paolo is sitting between Gabriella and Cettina. Now do
you understand the meaning of “between”?’ The student answers, ‘Yes, I
understand.” .. . o

After all of the questions have been answered, the teacher asks some of
his own. “Class, are we looking at a map of Italy?’

The class replies in chorus, ‘No!’

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

‘No, we aren’t locking at a map of Italy,” they respond.

The teacher asks, “Are we looking at a map of the United States?’

“Yes. We are looking at a map of the United States.’ '

L
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‘Is Canada the country to the south of the United States?’
‘No. Canada isn’t the country south of the United States.”
. “Yes. The Great Lakes are in the Nosth.’
~Is the Rio Grande a'river or a lake?’
“The Rio Grande s a river.” /
Te's a river. Where is it?” |
- Tt’s berween Mexico and _El;f‘e United States.’
Ao Whatcoloris the Rio-Grande owthe map?— i
0 ‘I’ bluel” / - R T -
i ‘Point to a mountain range in the West. What mountains are they?”
. “They are the Rocky Mountains.” |
.. The question and answer session continues for a few more minutes.
. Finally, the teacher i_nyités the students to ask questions. Hands go up,
. and the teacher calls omgtudents to pose questions one at a time to which
- the class replies. After several questions have been posed, one girl asks,
“Where are the Appral_ac{hia_g Mountains?’ Before the class has a chance to

[ R

respond, the teacher m_'t_—ks*\xs;%ith.the:stﬁdéﬁ%oﬁ' the pronunciation of

‘Appalachian.’ Then/he includes the rest of the class in this practice as
well, expecting thatthey will haye the same pro blem with this long word.

;%'—Afrﬁ"iﬁ“s*a—fi‘ﬁg*'tﬁ‘a’/ffﬁ“é—'gfﬁd‘ém:@i‘ promunciation fscorrect; the teacher
allows the class tdanswer the quéstion. o

Later another $tudent asks, “What is the ocean in the West Coast?’ The
teacher again jhterrupts before the class has a chance to reply, saying,
"What is the'ocean in the West Coast?\f.. or on the West Coast?’ The stu-
dent hesitates, then says, ‘On the West'Coast.” ,

‘Correct,’ says the teacher. ‘Now, repeat your question.’

“What is the ocean on the West Coast?’ ™

After the students have asked about ten questions, the teacher begins
asking questions and making statements again. This time, however, the

contain one of the prepositions ‘on,” ‘at,” ‘to,” in,’ or ‘between,” such as,
"Antonella, is your book on your desk?” ‘Antonio, who is sitting between
Luisa and Teresa?’ ‘Fmanuela, point to the clock.” The students then
make up their own questions and statements and direct them to other stu-
dents. , -

The teacher next instructs the students to turn o an exercise in the les-

Son which asks them to fill in the blanks. They read a sentence out loud

-~ and supply the missing word as they are reading, for example:

o . K -

e Avethe Great Lakes inthe Northrofthe United States?” - 77 770

 Theclass replies in chorus, “The ocean on the West Coastisthe Pacific.”

questions and statements are about the students in the classroom, and - -




the Fast Coast. , .
Mexico and the United States.

The Atlantic Gcean is
The Rig Grande is

Edoardoisleoking . thewmap.. ., =~ . . . . . &

Finally, the teacher asks the studentf to take out their notebooks, and £

he gives them a dictation. The passaée he dictates is one paragraph long
and is about the geography of the United States.
During the remaining two classes this week, the class will:

\
1 Reviewth rcs of Unit ed States geography.
2 Poilowma Lhe teachel s directions labzt blank ulapS with these geo-

/
grdphlcal features. After this, the students will give directions to the

teacher, who will comﬁlete a map on the blackboard..

3 Practice the pr onuncmﬁon\ of ‘river,” paying particulaf attention to the
-/ in the first syllable kand commqtmﬁ it with /1y/ ) and to the pronunci

: "~ ationof/d. )
© 4 Writea paragraph aimut the ma oz\geographmal features of the United
States. . . - /. SR e

"5 Discuss the prove I/b “Time is money. Students will talk about thlc: is in
- * order to understand that people in the United States value punctuality.
_—They will compare this attitude with their own- viewolftime —— .

V.TE-EEE%%E{H%G ABOUT THE EXPERIENCE

Let us make some observatlons on our experience. These will be in _.,5

the column.on the left. The principles of the Direct Method that can
- be inferred from our observations will be listed in the column on the

Ugh"- Q A V{,_) T ipoffio
- / T —_ ‘ o ____.___%‘@;41,5.?)},;& & ..MCfﬁ; T pasef
@m@a‘y\a’imﬂg Pﬁmmﬂég &
/ -

? The studénts readalouda -
passage about United States

geagra phy.

% SLCG mf/ (@vt:’j ”
- s wsd v“lo/&“’ |

st GLb s
O%g wn mfy @m

«4Re/adiﬂg in the'target language
1 should be taugh?ﬁ?rﬁ the
beginning of language instruction;
however, the reading skill will be
déveloped through practice with
speaking. Language is primarily
speech. Culture consists of more

- than the fine arts (e.g. the students
- study geography and cultural
ammdes) .
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Observations

E\‘R '

after each sentence is

|

/

“the map a
read.

3 The teacher uses theé rg;t
“language to ask the sﬂ.demt if
they have a question. The
students use the tazéet
language to ask thejr

- .questions.

4 The teacher answess the
studen%:s’ questioné by drawing
he blackboard or giving

e .__s o
GAd IIPIES,

The tear_hé po mts t0 2 part of Y

Principles

Objects (e.g. realia or pictures)
present in the immediate

classroom environment should be
used to help students underst&nd

the meaning.
"\ = R “\?__‘CN‘\\J>

)
!-Ui{_ \"\V\\ \czv\wk

:\L)G S Er[’@ Wi \d\’

The nat zvg. Ianguagb shouldnothe

I he teacher should demenswaae
not explain or translate. It is
desirable that students makea -
direct association between the:
rarget language and meaning.

. thema P —

5 "The teacher asks questions
about the n\?\ap in the target
language, to' w%ﬁch the
students reply ina comDieLe
sentence in the\target
Ianguage N

A

6 Students ask questmns about -

2

7 The teacher works with the
St\}d@l{S on the pronumuamon
of Appalachlan '

8 The teacher'corrects a
| grammar error by asking te
students to make a choice. .

Students should learn to think in
the target langua ge as so0n as

posmbieﬁo&a&’ia{y is acq_mred

more naturally if students use it in
full sentences, rather than
MEmozing Word lists.

The purpose of language learning

LT T I
~—5 i commiumnication (therefore”
6?»/“% > Students need to learn howto

‘Lhﬁm), )
LS The 55ww// 7 {ii:

N 4 &:Cl’ﬂg{)
_ Pronuncigfion should be worked

on right from the beginning of
Iang’uage instruction.

Self- conectlon facxhtafes L«Tlcruagc

Ieﬂmmg
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The teacher asks qumnow
'abﬁdt the students; students
ask each other questions.

0 THE Seidénts fill in blanks with

Drepositions practiced in the
lesson. '

11 The teacher dictates a
paragraph about United States

' gec‘graphy.

" rngpéeg

- conversational activity—some

‘should be encouraged to speak as
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Lessons should contain some

opportunity for students to use
language inreal contexts. Students

much as possible.

Grammar should be & ught T
inductively. Theré ma yi never be an

Writing is an important skill, to be
developed from the beginning of
language instruction.
, ok

The syllabus is

~ Hw 01l 13

not ‘uauauy 011 1HNE] 1St
(e S e Ve

nsituations
or L\JPJ.CS .

structures.

13 Aproverb isused to discuss
how people in the U.S. view

punctuality.
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REWE%’W\%G THE PREEMC IPLES

NOW let us consider the principles of the Direct Method as they are
arranged in answer to the ten questions posed earlier:

y\o;@— 6() /'/15/ f{,ﬁb{//l(// .

Teachers who use the Direct Method intend that students learn how -3~

i %%ihs.& are the goals of teachess who use the @zre t Pﬁcth@d“

Learning another language also

involves learning how speakers of

that language live.
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to communicate in the target language. In order to do this success- o

fuﬂy, students should learn to think in the target language.

El

Although the teacher dlr\,cts the class activities, the student role is -
less passive than in the Grammar-Translation Method, ‘The teacher
~and the students are more like partners in the teachlnc/leammg.j

Process.

2 What is the role of the Eeechew What is the role of the students? :.‘ |
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" 3/Mikhat are some characteristics of the teaching/leaming process? | -

R : . - L 4 A A
S = — Pl fmede S faeuek 1 LTYVHNS N
. j%;:a“__Tc__fgd;;iﬁgW, ho use the Direct Method believe students need £ associ- -

ap ate meaningand the %afigaé%}éﬁguagédiﬁté&ﬂ?: I order to do'this, when
; @5\ the teacher introduces a mew target language word or phrase, he ..
' 4demonstratés its meaning through the use of realia, pictures, or pan-

romime; he never translates it into the students” native language.
rudents speak in the target language a great deal and communicate
hey were inreal situations. In fact, the syllabus used in the Direct

for example, one unit would consist

W

W

Method is based upon situations |
of language that people would use at a bank, another of the languiage
that they use when going shopping) or topics {such as geography,
MOMEY, OF the weather). Grammar is taughsiﬁdi}cﬁvely; that is, the
students are presented with examples and they figure out the rule oz
g&;neraﬁization from the examples. An explicit 'gi:ammar: rule may
never be.given. Students practice vocabulary by using new words in
complete sentences. - :

+

nEoR

what is the nature of student-teacher Interaction? ¥ hat is the natur
of student—student interaction? ‘

e

‘Fhre imitiation of-the-nteraction goes both ways; from-teacher to-ste
I o e . C

dents and from student to teacher, although the latter
directed. Students converse with one another as well.

)/‘
5 How are the feelings of the Eﬁ*@ﬂtﬁ dealt with?

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

6 How is language viewad? How is culture viewed?

| Language is primarily spoken, ot ritten. Therefore, students Stud\y
“ common, everyday speech in the target Janguage. They also study culy
/- ture consisting of the history of the people who speak the target lan-
guage, the geography of the country or countries where the language
is spoken, and information about the daily lives of the speakers of the-

~_ lenguage. : '

| ,_ |

7 What araas of language are emphasized? What language skills are 5
emphasized? | -

o Vocabulary is emphasized over grammar, Although work on all-four |
-, 8kills {reading, writing, speaking, and listening) occurs from the start,
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oral communication is seen as basic. Thus the reading and writifg
exercises are based upon what the students practice orally first.

- Pronunciation also receives attention right from the beginning ofa 1§

course.
8 Whatis the role of the students’ native language? %
: : B
The students’ native language should not be used in the classroom. £
9T HoWwis evaluation sccomplished? 0 T “
‘We did not actually see any formal evaluation in the class we "'
observed; however, in the Direct Method, students are asked to use 0
the language, not to demonstrate their knowledge about.the lan- §
guage. They are asked to do so using both oral and written skills. For - g
example, the students might be interviewed orally by the teacher or . -
might be asked to write a paragraph about something they have stud- . E o

ied.

10 How does the teacher respond to student errors?
The teacher, employing various techniques, tries to get students to
seli-correct whenever possibte. T T

REVIEWING THE TECHNIQUES Z
Are there answers to the ten questions with which you agreed? Thent the “f
following techniques may also be useful. Of course, even if you did not
agree with all the answers, there may be some techniques of the Direct
Method you can adapt to your own approach to teaching. The following |
— ——expanded s eview_o.f_tech.niqu.es.pr.o.videsy;owwith,some,d,etaﬂs_which_wﬂl__f_'___éj_r_____,_ )
help you do this. ' o

WA ekt

TP T T

_Reading aloud
-Students take turns reading sections of a passage, play, or dialog out loud. £

At the end of each student’s turn, the teacher uses gestures, pictures, |
realia, examples, or other means to make the meaning of the section clear.

/,/Quesﬁ@n and answer exercise

. This exercise is conducted only in the targetlanguage. Students are asked ¢
+~questions and answer in full sentences so that they pracrice new words §. -




ard graminatical structures. They have the G‘p’portunﬁy‘;tgagg questions
as well as answer them. | . : _

Getiing students to self-correct
The teacher of this class has the students self-correct by asking them to
yake a choice between what they gaid and an alternative answer he sup-
iied. There are, however, other ways of getting students to self-correct.

jas)

o w s}

using a questioning voice to signal to the student that something was
wrong with it. Another possibility is for the teacher to repeat what the
student said, stopping just before tae error. The student knows that the
next word was wrong. / |

{onversation practice /
The teacher asks students 2 number of questions in the target language,
which the students have to understand to be able to answer correctly. In

themselves. The questions contained a particular, grammar structure.
Later, the students were able to ask each other their own questions using

¢ example, a teacher might simply repeat what 2 student has just s2id,

the class observed, the teacher asked individual stiiddents questions about 7 7

~thesarie grammatical structure:

Fill-in-the-blank e;a:ércése

This technique has alrcady been discussed in the Grammar-Translation
Method, but differs in its application in the Direct Method. All the items are
i the target language; furthermore, no explicit grammar rule would be
applied. The students would have ix_zduced the grammar rule they need to
fill in the blanks from examples and practice with earlier parts of the lesson.

B}f’i&tﬁ@n /

‘The teacher reads the passage three times. The first time the teacher reads
it at a normal speed, while the students just listen. The second time he
reads the passage phrase by phrase, pausing long enough to allow stu-
dents to write down what they have heard. The lastume the teacher again
reads at 2 normal speed, and students check their work.

Map drawing

The class included one example of 2 trechniqu
tening comprehension practice. The

SR - b o m p me bR ow Aw . o . ) =
e * S T T SR L G T S R e

e used to give students lis-

students were given & map with the - o




geographical features unnamed. Then the teacher gave the students direc-
tions such as the following, ‘Find the mountain range in the West, Write
~the words, “Rocky Mountains” across the mountain range.’ He gave..
wmstructions for alf the geographical features of the United States so that
students would have a completely labeled map if they followed his -
instructions correctly. The students then instrucied the teacher to do the -
same thing with a map he had drawa on the blackboard. Fach student
could have a turn giving the teacher instructions for finding and labeling .

__one geographical featape, . 7

-

T

Paragraph writing e
The teacher in this class asked the students to write a paragraph in their
own words on the major geographical features of the United States. They
could have done this from memory, ot they could have used the reading
passage in the lesson as a model. -

/" CONCLUSION . )/mQ SR

e : 5
Now that you have considered tht/priﬂcipies and the techniques of t\h\e
Direct Method somewhat, see what you can find of use for your ow, .
— Y\ teaching situation: | ' N
Do you agree that the goal of target language instruction should be to &
teach students how to communicate in the target language? Does it make - [
sense to you that the students’ native language should not be used to give “f -
/ meaning to the target language? Do you agree that the culture that is |
taught should be about people’s daily lives in addition to the fine arts? B

/ dhould students be encouraged to self-correct? Are there any other prin- . E.
' ciples of the Direct Method which you believe in? Which ones? B
1\ - Isdictation a worthwhile activity? Have you used question-and-answer.

exercises and conversation practice as described here before? If not,

should you? Is paragraph writing a useful thing to ask studexnts to do? -
. Should grammar be presented inductively? Are there anyother techniques “§* -,
‘t\ of the Direct Method which you would consider adopting? Which ones?

\

>A Check your understanding of the Direct Method.

/s . | o
/1 In the previous chapter on the Grammar-Translation Method, we

N learned that grammar was treated deductively. In the Direct Method, i

a

ACTIVITIES
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“grammar- i treated inductively. Can vou explain the differ
berween deductive and ifductive treatments of grammar?
y \Uhat are some of the characteristics of the Direct Method that make it
«o distinctive from the Grammar-Translation Method?
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agree? Why?
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B Apply wheatl you
1 Choase 2 particular situation (such as at the bank, at the railroad sta-
tian, or at the doctor’s office) or a particular topic (such as articles of
clothing, holidays, or the weather) and write a short passage or a dia-

log on the theme you have chosen. Now think about how you will con-

vey its meaning to students without using their native language.

.

2 Select a grammar point from the passage. Plan how you will get stu-.
! p

P e e el n T St
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them with so that they can induce the rule themselves?

3 Practicewriting- ;—érgvivin-g--aréi@t&i}i@ﬂ-—&&i&i&-d@sgfibedé—z—z—this%’&&ﬁ%é&
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The Andio-Lingual Method, like the Direct Method we have just €xam-

——terns-of-the-target language was through conditioning—helping learners

INTRODUCTION

ke —-6
ined, is also an oral-based approach. However, it is very different in that
rather than emphasizing vocabulary acquisition through exposure to its

use in situations, the Audio-Lingual Method drills students in the use of

crammatical sentence patterns. It also, unlike the Direct Method, has a

& 1A

strong theoretical base in linguistics and psychology. Charles Fries (1945)
of the University of Michigan led the way in applying principles from
structural linguistics in developing the method, and for this reason, it has

' sometimes been rteferred to as the ‘Michigan Method.’ Later imitsdevel -

opment, principles from behavioral psychology (Skinner 1957) were’
incorporated. It was thought that the way to acquire the sentence pat-

to respond correctly to stimuli through shaping and. reinforcement.

Learners could overcome the habits of their native language and form the |

new habits required to be target language speakers. \

In order to come to an understanding of this method, let us now enter a
classroom where the-Audio-Lingual Method is being used. We will sit in
on a beginning level English class in Mali. There are thirty-four students,
thirteen to fifteen years of age. The class meets for one hour a day, five
days a week. |

EXPERIENCE

Asvre enter the classroom, the first thing we niotice is that the students are
attentively listening as the teacher is presenting a new dizlog, a conversa-
tion between two people. The students know they will be expected to
eventually memorize the dialog the teacher is. introducing. All of the
teacher’s instructions are in English. Sometimes she uses actions to con-
vey meaning, but not one word of the students’ native language is uttered.
After she acts out the dialog, she says: L : |
“All right, class. I am going to repeat the dialog now. Listen carefully,
butno talking please. =~ - . L o IR

e immn mt e s a8 s




- Two peopie a}:e wdim:p diuﬂg a sidewalk in ¢ w«n T:’aF know each
oafher and as they meet, they stop to talk. One of them is named Sally and
theotheroneis H&ME&BLH Tvall ealle for Saﬂ” an f{}i-Bﬂf;jigisteﬂ Lo their
conversation:” | ' '

saiiy Good morning, Bill.
BirLl  Good morning, Sally.
salLy Howare you!?

BILL  Fine, thanks. And you?
TSELLv Fine. Where are you going?
BiLL I'mgoing to the past mﬁce.
sarry -Lam too. Shall we go together?

BILL Sure Let’s go.

Listen one more time. This time try to understand all thai Iam saying.’
Now she has the whole class repeat each of the lines of the dialog after
her model. They repeat each line several tlmes before moving on to the

next line. When the class comes to the line, I’m going to the post office,’
they sturnble a bit in their repetition. The tC&Chﬁij at'this poing, stops the -
repetition and uses a backward build-up drill {expansion drill). ‘The pur-
pose of this drill is to break down the troublesome sentence into smaller
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. __parts. The teacher starts with the end of the sentence and-has-the-cla: THE I

re Pat] St-T the la‘:' two W’Ol‘du S}.ﬂce th\,j can du il 10, h\., L\..CJ.Cth add: a

|.|.:,\.a

few more words, and the class repeats this expanded phrase. Little by lit-
tle the teacher builds up the phrases until the entire senternce is being

repeated.

TEAC HER Repeat after me: post office.
CLASS Post office.
TEACHER To the post office.

-teacHER Going to the post office.
CLASS Going to the post office.
TEACHER DI'm going to the post office.
CLASS Pm gomg to the post office.

Through this step-by- step procedure, the teacher is able to.give the stu—,
dents help in producing the troublesome line. Having worked on the line”

in small pieces, the students are also able to take note of Wh ere cach Word

. or phrase begins and ends in the sentence:

After the students have repeated the dialog several times, the teachf’r

- glves them a chance to adoPL the role of Bill while she says Sally’s lines,

Before the class acmalhf says each line, the teacher modelsit. In eftect thﬁ-ij

__crass_.._ Tothepostoffice. . -

k)
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-~ class is experiencing a repetition drill where the task is to listen careft -
ind attempt to mimic the teacher’s model as a;ccurately as possible. -

~ Next theclassand the teacher switch roles-in order to practice a-lit - oo

" more, the teacher saying Bill’s lines and the class saying Sally’s. Then |
teacher divides the class in half so that each half gets to try to say on th
own either Bill’s or Sally’s lines. The teacher stops the students from it
to time when she feels they are straying too far from the model, and on
again provides a model, which she has them attempt to copy. To furth
~practice the tines ol thfs dizlogy theteacherhas-all the- b@ys mthecla—-—r —
take Bill’s part and all the girls take Sally’s. : S e
She then initiates a chain drill with four of the lines from the dialog. :
chain drill gives students an opportunity to say the lines individually. Th
teacher listens and can tell which students are struggling and will nee;
more practice. A chain drlll also lets students use the expressions in com
munication with someone else, even though the communication is ver]
limited. The teacher addresses the student nearest her with, ‘Good morn!
L ';ng, Jose.” He, in turn, respends, Cc}od merning, teaf‘her ’ She says, How ,

are wnn?’ Toge ancwers ‘qu@ f?ﬂanlzq ﬁu‘mi vnnp The i‘E‘::l(‘h TED!IES h
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Fine.’ He undersrands through the teacher’s gestures that he is to turn to
the student sitting beside him and greet her. T hat student, in turn, says her
lifies in replyto lum. When she has finished; she greeis the stadent o the;
other side of her. This chain continues until all of the students have a:
chance to ask and answer the questions. The Jast sf:udent dlrects the greet-
ing to the teacher. - : :
Pmally, the teacher selects two students to perform the entire dialog for
the rest of the class. When they are ﬁmshed two others do the same. Not
everyone has a chance to say the chalocr in a pair today, but perhaps they
will some time this week.
e The teacher moves_next to_the second major phase of the lesson. She
continues to drill the students with language from the dialog, but these
drills require more than simple repetition. The first drill the teacher leads |
15 a single-slot substitution drill in which the students will repeat a sen- .~ .. I
tence from the dialog and replace a word or phrase in the sentence with -
_the word or phrase the teacher gives them. This word or phrase is called N
thﬁ cue. ' . 5
The teacher begmg by reciting a line from the dialog, Tam gomg o the
Post office.” Following this she shows the students a picture of a bank and
saysthe phrase, “The bank.’ She pauses, then says, ‘I am going to the bank.’
F_‘Eom her example the students realize that they are supposed to take
the cue phrase (‘the bank’), which the teacher supplies, and put it into its -
PfOper p[ace in the sentence. |
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" Now she. gives them their first cue phrase, ‘The drugstore.” Together the
students respond, ‘Tam gm g‘iO the drugstore.” The teacher smiles. ‘*J&y

- good?’ she exclaims. Theteacher cuesy*Thepark’” The students-chorus; I
am going to the park.’
tha

- Other e es she offers in turn are ‘the cafe,” ‘the supermarket,” ‘the bus -
station,” ‘t he football field,’ and “the library.’ Fach cue is accompanied by

3 picture as berore After the students have gome through the drill.
sequence three times, the teacher no longer provides spoLen cue phrase.

_repeat the entire sentence, putting the name of the Dlaf"e in the picture in
“the appropriate slot in the sentence.

A mmdar procedure is followed for another sentence in the dialog, HOW

are you?’ The subject pronouns ‘he,’ ‘she,’” ‘they,” and ‘you’ are used as cue

- words. This subsutuuon drill is shghtly more difficult for the students
since they have to change the form of the verb ‘be’ to is’ or ‘are, > deperid-

ing on which subject pronoun the teacher gives them. The students ar¢

,apparpntly Iamﬂiar with the subject pronouns since the teacher is nof
using any pictures. Instead, after going through the drill'a few times sup-
plying oral cues, the teacher points to a boy in the class and the students
understand they are to use the pronou*z ‘he’ in the sentence. They ch\;ru

--‘---—v——IQS’EGad she simply Chows the- pzcmree one-at-a-time;-and -the-students- -




‘How is he?” ‘Good!’ says the teacher. She points to a girland waits fortlie” ©0 ¢

class’s response, then points to other students to elicit the use of ‘they.’

. B L A AP, S, - ) = £ ) I N
-~ TFinally, the teacher increases the complexity of the task by leading the

students in 2 multiple-slot substitution drill. This is essentially the same
rill as the single-slot the teacher just used. However with this

A
G

drifl, students must recognize what part of speech the cue word is and
where it fits into the sentence. The students still listen to only one cue

from the teacher. Then they must make a decision concerning where the

acher in this class starts off by having the students repeat the original
sentence from the dialog, ‘[ am going to the post office.” Then she gives
them the eue ‘she.” The students understand and produce, ‘She 1s going to
the post office.” The next cue the teacher offers is “to the park.” The stu-
dents hesitate at first; then they respond.by correctly producing, ‘She is
going to the park.’ She continues in this manner, sometimes providing a
subject pronoun, other times naming a location. |
‘The substitution drills are followed by a transformation drill. This type
" of drill asks students to change cne type of sentence into another-—an

affirmative sentence into a negative Or an active sentence info a passive,

for example. In this class, the teacher uses a substitution drill that requires

-cueword orphrase belongs in a sentence also sup plied by the teacher. The.
t

'——th—e—'g'fﬁ&e'ﬁtg—fG“ch‘gngﬁ“g—state meﬁt—iﬂ"’fﬁ—a—'?ﬁ&lﬂ@”@gﬂ @'S’E‘iGR‘-—The—te&Chﬁf—‘——“““—"'" -

offers an example, ‘I say, “She is going to the post office.” You make a
question by saying, “Is she going to the post office?””

The teacher models two more examples of this transformation, then
asks, ‘Does everyone understand? OK, let’s begir. “They are going to the
bank.”” The class replies in turn; *Are they going to the bank?’ They trans-
form approximately fifteen of these patterns, and then the teacher decides
they are ready to move on to a question-and-answer drill.

 The teacher holds up one of the pictures she used earlier, the picture of
2 football field, and asks the class, ‘Are you going to the football field?
Ske answers her own question, ‘Yes, ’m going to the football field.” She

posés the next question while holding up a picture of a park, ‘Are you

going to. the park?’ And again answers herself, “Yes, I'm going to the
park.’ She holds up a third picture, the one of a library. She poses a ques-

' tion to the class, “Are you going to the library?” They respond together,
"Yes, I am going to the library.’ : -

“Very good,’ the teacher says. Through her actions and examples, the

o .
Students have learned that they are to answer the questions following the

pattern she has modeled. The teacher drills them with this pattern for the

next few minutes. Since the students can handle it, she poses the question

-~




to- selected mdmcaais ' mmaiyj one .after another
‘ expeaed to IeSpOﬁd very quickly, Withou t pausing. |
. Yhestudents are able to.keep up the. p:;ce, so the teacher moves-onto
the next step She again shows the class one of the pictures, a supermarket

- this time. She asks, ‘Are you going to the bus station?’ She answers her
own question, ‘No, I am going to the supermarket.”
The students underst ﬁnd that they are required to look at the picture
and listen to the question and answer nega‘nveiv if the place in the qués- -
‘tion is not the same as. wha‘t they see in.the.picture. *Are you-going-to-the— -
bus station?’. The teacher asks while holding up a picture of a cafe. ‘No, I
am going to the cafe, the class answers. | |
‘Very good!” exclaims the teacher. After posing a few more questions
which require negative answers, the teacher produces the pictures of the
~post office and asks ‘Are you-going to the post office?’ The deents hesi- -
.tatea moment and then chorus, “Yes, I am going to the post office.’
‘Good,” comments the teacher. She works a little longer on this ques-
tion-arid-answer drill, sometimes providing her students with situations
. that require a negative -answerrand sometimes encouragément to each.
‘student.- She holds up pictures and poses questions one right after
“another, but the students seem to have no trouble keeping up with her. -
The only time she changes the rhythm is when a- C-tadem se—riﬁhs%y—?ms p*‘ﬁ-
nounces a word. When this occurs she resrates the word and works briefly
with the student until his pronunciation is closer to her own. |
For the final few minutes of the class, the teacher returns to the dialog -
with which she began the lesson. She repeats it once, then has the half of
.the class to her left do Bill’s lines and the half of the class to her rlght do .

, -'Sallys This time there is no hesitation-at all. The students move through
the dialog briskly. They trade roles and do the same. The teacher smiles;
‘Very good. Class dismissed.’ -
,4._.._1 The-lessomrends forthe day. Both the teacher and the students have -

ahe feels the Iesson has gone well. The students have leamed the lines of
the dialog and to respond without hesitation to her cues in the drill pattern.

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

i Remew the dialog.

2 Expand upon the dialog by adding a few more Lnes, such as Tam going
- tothe post office. I need a few stamps.’ S

3 Drill the new lines and introduce SOme new Vocabulafy n:ms thr ou"h,
“the new lines, for examples. - 3



“‘T'am going to the supermarket. - Ineed a littde butrer”.
. library. - " ... few books.”
- ‘drugstore. - 0l itdemedicine” T

4 Work on the difference between mass and count nouns, contrasting ‘a
little/a few’ with mass and count nouns respectively. No grammar rule
will ever be given to the students. The students will be led to figure out
the rules from their work with the examples the teacher provides.

5 A contrastive 9:“.?:..I_Y.S_i?__(_ﬁh?___?QQEP_%EiMS.Q_I?z_...‘?_f__‘E;E’V_Q.J@nguages, inthiscase, .-
- the students’ native language and the target language, English) has led |
the teacher to expect that the students will have special trouble with
the pronunciation of words such as ‘little,” which contain /. The stu-
dents do indeed say the word as if it contained /iy/, As a result, the
teacher works on the contrast between /iy/ and /i/ several times during
the week. She uses minimal-pair words, such as ‘sheep,” ‘ship’; ‘leave,’
live’; and ‘he’s,” ‘his to get her students first to hear the difference in
pronunciation between the words in each pair. Then, when she feels
-they are ready, she drills them in saying the two sounds——first by them~ "
selves, and later in words, phrases, and sentences.

6 Sometime towards the end of the week the teacher writes the dialog on
__Lhﬁlulack,boaidT-wShe—ask-S—t—he—-sltudeﬁ«*fsﬂ{ﬁ‘g%veﬁh’er*ﬂ're*i’fn‘e‘:f"and she
writes them out as the students say them. They copy the dialog in their
notebooks. They also do some limited written work with the dialog. In
one exercise the teacher has erased fifteen selected words from the
¢xpanded dialog. The students have to rewrite the dialog in their note-
books, supplying the missing words without looking at the complete
dialog they copied earlier. In another exercise, the students are given
sequences of words such as |, 80, supermarket and he, need, butter and | |
they are asked to write complete sentences like the ones they have heen .
drilling orally. -
" On Friday the teacher leads the class in the ‘supermarket alphabet

game.” The game starts with a student who needs a food jtem begin- |

ning with the letter ‘A.° The student says, ‘I am going to the supermar- :
ket. T'need a few apples.” The next studént says, ‘I am going to the '
supermarket. He needs 2 few apples. I need a little bread (or “a few
bananas” or any other food item you could find in the supermarket
b_ﬁ‘ginning with the letter “B”).” The. third student continues, ‘I am

gong to the supermarket. He needs a few ap'pl'es, She needs a little

bread. 1 need a little cheeee The game continues with each player

adding an item that begins with the next letter in the alphabet. Before
adding his own item, however, each player must mention the iterns of
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g Apresentation By shetedcher on supermarkets in the Thtted States fol

THINKING ABOUT THE EXPERIENCE

Although it is true that this was a very brief experience with the Audio-
Lingual Method, let’s see if we can make some observations about the
behavior of the teacher and the techniques she used. From these we should

“gignT The teacher promises to -contime- the discussion-of popular—¢

o

o

the other students before him. If the shtdent has difficulty thinking of:

=
heergat
E A uT S d ¥ o

an itemn, the other students or the teacher helps.

T
lows the game. The teacher tries very hard to get meaning across in
English. The teacher answers the student’s questions about the ditfer-

ences between supermarkets in the United States and open-air markets -

in Mali. They also discuss briefly the differences between American
and Malian football. The students seent very interested in the discus- "

American sports next week.- -

¢ principles underlying the method. We will make our

date Aldhevha

able to figure out th

et

er. following the

iens I hé Tesson plan of the class we observed.

A 1A E-5 L W

i
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2 'The language teacher uses only The native language and the target

‘the target language. S .

Observations Principles

' " Language forms do not occur by
themselves; they occur most
naturally within a context.

the target language in the language have separate linguistic

classroom. Actions, pictures, or  systems. They should be kept
realia are used to give meaning ~ apartso that the students’ native

S

T
i
It | N
1

otherwise. " Tanpiiage interferes as Little as
possible with the students’ attemp®:
........... to acquire the target language.
. L o | . 1
The language teacher intro- One of the langoage teacher’s a
duces the dialog by modelingit ~ major roles is that of a model of
wo times; she introduces the the target language. Teachers
drills by modeling the correct should provide students witha
answers; at other times, she good model. By listening to how !

is supposed to sound, students - n

corrects mispronunciation by
should be able to mimic the mode:

‘modeling the proper sounds in
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The cmdmds repea

O »mg

‘greets another.

Observations

of the new uidlog several
times.

136 students stumble over oge
hnes f the dialog. The
uses a backward build-

vith this | line,

“The teacher initiates a chain

drill in which each student

"The teacher uses single-slot

and multiple-slot substitution

drills.

s each Iznﬁ - Language learning is 2 process o

habit formation. The more often
something is repeated, the stronger
the habit and the greater thf:
learning.
Arisimportant to prevent learners. i s
. from making errors. Errors lead to |

the formation of bad habits; When

errors 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
partzcular ciots in sentences. In

order tocr

NG

10

11

The teacher says, “Very goed ’
when the Qtudents answer
correcd? ‘

Theteacher conducts

transformation and quesmon-
and-answer drills.

N he* the students can harlcﬂf“

- 1t; the teacker poses the

questions to them rapidly,

Jearn'toarswer a
“without smppmg tot

Positive reinforcement helps the
students to develop correct habits.

Students should learn to respond

to both verbal and nonverbal

stimili.

- of patterns. Pattern practice | elps

students to form habits thcn
enable the students ro use the
patterns.

Students sbodd ‘overlfiam 71
tomatical I}«
_hlnia:t




tions

%hserw

12 The teacher provides | the
students with cues; she caﬂa on
individuals; she smﬂes
encouragement; she holds up
pictures one after another,

13 New vocabulary is mtmd&c&d

‘through lines of the dialog,
voczbulary is limited.

14 Students are given no gramumar

rules; grammatical points are.
taught through examples and
- drills,

' E”FEE’E

‘teaching should be for students to

E&ﬁ

‘The teacher should be like an

orchestra leader—conducting, |

guiding, and controlling the
students’ behavior in the target
language.

The major ob]ectwc of language

‘acquire the structural patterns;
students will learn vocabulary
afterward.

The learning of a foreign language
should be the same as the
acquisition of the native language.

We do notneed to memorize rules. . §.

in order to use our native
language. The rules necessary to
use the target language will be

15 The teacher does a contrastive

analysis of the target language .

and the students’ native
language in order to locate the
places where she anticipates,

coimee— —her students will have trouble:-

16 The teacher wntec the dIdLOG
on the blackboard toward the
end of the week. The students
do some limited written work

 with the dialog and the

- sentence drills.

figured out or induced from
examples.

The major challenge of foreign
language teaching is getting
- students to overcome the habits
of their native language. A~
comparison between the native

— andtarget-language will tell the——

teacher in what areas her students
will probably experience

difficalty.

e s e

Speech is more basic
than the written form. The

‘natural order’ —_the order chﬂdzen

I8

follow when Ieammg their native L. -

" language-—of skill acquisition is:
listening, speaking, rsadng, crld
- writing:

~




- Cbservations Prindiples | | | o

17 Thesupermarketalphaber .. Language cannot be separated
game and z discussion of - from culture. Culture is not only
American supermarkets and ~ literature and the arts, but also the .
:t': 1 R 1 . o .
footbali-are included. everyday behavior of the people

- who use the target language. One
. ofthe teacher’s responsibilities is -
e 1O presentinformation-aboutthap
culture.

REVIEWING THE PRINCIPLES

At this point we should turn to the ten questions we have answered for
each methed we have considered so far.

1.

1 What are the goals of teachers who use the Audio-Lingual fethed?

" Teachers want their students to be able 1o use the target language
cam'municatively.‘fn order to do this, they believe students need to |
overlearn the target language, to learn ro use it automatically without
stopping to think. Their students achieve this by forming new habits
in the target language and overcoming the old habits of their native |
language. |

2 What is the ro&e:ofthe fea‘:ﬁer? Whai-is’ the role of the Sfudents? ) ?

The teacher is like an orchestra leader, directing and controlling the
language behavior of her students, She is also responsible for providing |
her students with a good model for imitation. Students are imitators of .. ... S
~the reachersmodel or the tapes she supplies of model speakers. They .
follow the teacher’s directions and respond as accurately and as ra pidly
as possible. D o B A

- What are some characterictics of the teaching/learning process?

New vocabulary and structural patterns are presented through
dialogs. The dialogs are learned through imitation and repetition.
Drills (such as repetition, backward build-up, chain, substitution,
’Efansformation,' and Queﬁio’n-and—answer) are conducted based upon
the Ipa'trt,éms pre-'sen't'in,the dialog. Students’ successful responses are
bositively r_e’inférged. Grammar is induced from the examples given;

)

- M . R R :,ﬁ[, ey s iy e
explicit grammar rules are nor provided. Cultural informarion
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' How are the feelings of the students dealt with?

_ Most of the interaction is between teacher and student

conte

<rualized in the dialogs or presented by the teacher. Students
reading and swritten work 1s based upon the oral worl i

eariier e
£ What is the nalure of studeni-teacher interaciion? What is the nalure
© aof student-student nteraction?
There is student-to-student Interaction in chain drills or when students
cake different roles in dialogs, bu this interaction is reacher-dizected:

s and is inifiated
by the teacher.

£,

There are no principles of the method that relate to this area.

& How is the language viewed? How is the culture viewed?

~ - The view:of iéngu&ge.smsthe:\,ékudieﬁlingaal Method has been influ-. . -

enced by descriptive linguists. Every language is seen as having its oWl
anique system. The system s comprised of several different levels:
__phonological, ‘morphological, and syntactic. Each level has its own dis-

tinctive patteras.

Fveryday speech is emphasized in the Audio-Lingual Method. :

The level of complexity of the speech is graded, however, so that begin-
ning students are presented with only simple patterns. Culture consists

of the everyday behavior and lifestyle of the target language speakers:

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

sentences is the same grammatical pattern: Meg called, The Blue Jays

won, The team practiced. g o
" The natural order of skills presentation IS adhered to: listening,
speaking, reading,
‘attention. What students write they have first heen introduced to
“orally. Pronunciation s taught from the beginning, often by students.

~ working in language laboratories on discriminating between members . f

* of minimal pairs.

“Vocabulary is kept to a minimum while ¢he students are mastering the ¢
sound system and grammatical patterns. A grammatical pattern is not- N
the same as a sentence. For instance, underlying the following three f.

and writing. The oral/aural skills receive most ofthe ¢




8§ Whatis the role of the students’ native language?

- with the students’ attempts to master the targer language. Therefore, |
the target language is used in the classroom, not the students’ native -
language. A contrastive analysis between the students’ native lan-
guage and the target language will reveal where a teacher should
expect the most interference.

9 How is evaluation accomplished?

- The answer to this question is not obvious because we did not actually
observe the students in this class taking a formal test. If we had, we
would have seen that it was discrete-point in nature, that is, each ques-
tion on the test would focus on only one point of the language at a time.
Students might be asked to distinguish between words in a minimal
pair, for example, or tosupply an appropriate verb formin a sentence.

10. How does the teacher respond to stude __

Student errors are to be avoided if at all possible through the teacher’s |

gz z] lﬁarﬁﬂﬁ.SSﬂf_Wh.ﬁl?CIh@é}tildéﬂt—S—%‘J—iﬂ—h%\ﬂéféiéﬁe'ﬂ%?}"&ﬁd;ffiS'fl‘T-CT}:Oﬂ"Of____ ]

what they are taught to say. : |

REVIEWING THE TECHNIQUES | |

[fyou agree with the aboye answers, youmay wish to implement the follow-
Ing techniques; of course, even if you do not agree, there may be techniques

described below thatyou are already using or can adapt to your approach.

1" Dislog memorzation

7 Dialogsl or short conversations between two people are often used to

- begin a new lesson. Students memorize the dialog through mimicry; stu-
dents usually take the rolé of one person in the dialog, and the teacher the
Other. Afrer the students have learned the one person’s lines, they switch’
toles and memorize the other person’s part. Another way of practicing the.

= tworoles is for half of the class to take one role and the other half to take

- the other. After the dialog has been memorized, pairs of individual stu-
dents might perform the dialog for the rest of the class. o o

[n the Audio-Lingual Method, certain sentence patteriis and grammar

. Points are included within the dialog. These patterns and points are later

| Practiced in drills based on the lines of the dizlog. S o
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- Bacloward build-up (expansion) drill
- Thisdrill is used whena longline of a dialogis giving smdents trouble. The |

~ teacher breaks down the line into several parts. The students repeat a part
* of the sentence, usually the last phrase of the line. Then, following the
‘teacher’s cue, the students expand what they are repeating part by part until |
they are able to repeat the entize line. The teacher begins with the partat

~ the end of the sentence (and works bacleward from there) to keep the into-
" pation of the linc as natural as possible. This elso dir ects mose student

atrention to the end of the sentence, where new information typically occurs,

Repetition drill
Students arc asked to repeat the teacher’s model as accurately and as .
quickly as possible. This drillis often used to teach the lines of the dialog.

| Chain drill
b A chain drill gets its.name from the chain of convers ation. that.form
around the room as students, one-by-one, ask and answer questions of
each other. The teaches begins the chain by greeting a particular student,
Qr'as'kigg’ him a question. Thatstudent responds, then turns to the student.
sitting next to him. The first student greets or asks a question of the sec-
ond student and the chain continues. A chain drill allows some controlled-
communication, even though it is limited. A chain drill also gives the
teacher an opportunity to check cach student’s speech. L

S{ihgie}éiot swbstimtiaﬁ drill

The teacher says a line, usually from the dialog. Next, the teacher says a.

~_ wordoraphrase—called the cue. Thest udents repeat the line the teacher
'. ~ hasg given them, substituting the cue into the line in its proper place. The
major purpose of this drill is to give the students practice in finding and

- filling in theslots ofa sentence.

?ﬁﬁ&iiﬁpie-ﬂsmt substitution drill

This drill is similar to the single-slot cubstitution drill. The difference is

thatthe teacher gives cuc phrases, cneata time, that fit into different slots

| in the dialog line. The students must recognize what part of speech eac
T cue is, or at least, where it fits into the sentence, and make any othel
~ changes, such as subject-verb agreement. They then say the line, fitting

" the cue phrase inito the line where it belongs. . S




Transformsation dalf

The teacher gives students a certain kind of sentence pattern, an affrma-
tive sentence for example. Students are asked to transform this sentence

Into a negative sentence. Other examples of transformations to ask of stu-

dents are changing a statement into a question, an active sentence into a
passive one, or direct speech into reported speech.

@
n

Question-and-answergein

- This driil gives students practice with aiswering Guéstions. The students -

should answer the teacher’s questions very quickly. Although we did not see
“itin our lesson here, it is also possible for the teacher to cue the students to
asx questions as well. This gives students practice with the question pattern.

L] &

Use of minimal pairs

The teacher works with pairs of words which differ in only onesound; for
xample, ‘ship/sheep.’ Seudents are first asked to perceive the differénee ™™ =

between the two words and later to be able to say the two words. The
teacher selects the sounds to work on after she has done a contrastive

analysis, a compa_z_is_anwbenm&mtllemsmd@n@—ﬂ—a-t—i-_'@-I—&ﬁgﬁa-ge"an"d thre
language they are studying. ~

Compleie the dialeg

Selected words are erased from a dialog students have learned. Students
complete the dialog by filling the blanks with the missing words.

Grammar game

Sames Jike the Supermarket alphabet game described in this chapter are
1sed in the Audio-Lingual Method. The games are designed to get stu-

fents to practice a grammar pount within a context, Students are able to

“Xpress themselves, although it is rather limited in this game. Notice there

ONCLUSION

Vﬁf\f@'loqk@d at both the teChniqueS and the principles of the Audio-

ingual Method. Try now to make the bridge between this book and your

aching situation. - L N o R
Does it make sense o vou that language acquisition resules from habir
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f@rmm;on? if so, will the habits of the H&ﬁVQ'lE“’liiLa‘?ﬁ interfere with tar-

get Ia‘}g uage learning? Should the commission of errors be pr revented as

miichas poss bl Shotid thc major-focus beon the structural patterns of

the target language? Which of these or the other principles of the Audio-
Lingual Me the(i are acceptable to you? | -

Is a dizlog a useful way to introduce new 'naterfap Should it be memo-

rized EhEOL’Jh mirmicry of the teacher’s model? Are structure drills valuable

m%gogcai activities? Is working on pmnunmauon through minimal-pair

o o _drills aworthwhile activitys Would you say these teehniques {or any-others-

of the Audio-Lingual Method) are ores that you can use as described? Could -

you adam any of them to your own teaching approach and situation?

ACTIV E IES

& Check your understanding of the Audio-Lingual Method.
13

1 Which of the followmcr techniques follows from the principles of the
- Audio-Tingial Method, and whlch ones don’t? Eﬂplam thé reasons for

YOUur answer
a The teacher asks beginning-level students to write a composmon-\r

aboTtthe SySTEmn af transportauon intheir ome countries. 1 they .
need a vocabulary word that theéy don’t know, they are told to look
in a bilingual dictionary for a translation. -

b Toward the end of the third week of the course, the teacher gives stu-
denits a reading passage. The teacher asks the students to read the -

' passage and to answer certain questions based upon it. The passage
contains words and structures mtroduced during the first three
weeks of the course. |

¢ The-teacher-tells the-students that they mustadd an~s* to third per=— 2
son singular verbs in the present tense in English. She then gives the
students a list of verbs and asks them to.change the verbs into the )

third person singular present tense form.

2 Some people believe that knowledge of a first and second language can
be helpful to learners who are trying to learn a third language. What
Would an Audzo—nglual teacher say about this? Why?

B %ppw ‘hat you have understood about the &mﬁ G- Bﬂ,gﬁcﬁai Method.

1 Read the TOHOVR ing dmlov What subsbmenoﬂ patte s it LI}HDC" B0 R
©teach? o . oL | o , ,




S sAaM o Lou's going 1o go to college next fall,

- BETTY Whereis he going?
e SAM - Hesgoing to Stanfordy oo
BETTY Whatis he going to study?

SaM  Bioclogy. He’s going to be a doctor.

)

LS BN T N - P Lo :
‘repare a series of drills (backward build-up, repetition, chain, single-

let substitution, multiple-slot substitution, transformation, and ques-
won-and-answer) designed to giv

;—r %3]
9]

ctice with this structure. If the target langrage that you teach is not
nglish, you may wish to write your own dialog first. It is not easy to
pare drills, so to check yours, you might want to try giving them to

frf it |
it B
o

T
b
D

1

;

ae other teachers,

3

[EXIS
3
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.

subsentence pattern in the target language you teach.
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INTRODUCTION

Although peopie did learn Eanguageé through the Audio-Lingual Method

(and }.Hd»\,ﬁw it is still practiced today), one problem with it was students’
H*abihf’y to readily transfer the habits they had mastered in the classroom
to communicative use outside it. Furthermore, the idea that learning a

language meant forming a set of habirs was seriously challenged in the

early 1960s. Linguist Noam Chomsky argued that language acquisition

could not possibly take place through habit formation since people create - -

and understand utterances they hdve never heard before. Chomsky pro-

posed instead that speakers have a knowledge of underlying abstract
rules, which allow them to understand and create novel utterances. Thus,

Cho*nsky reasoned, language must not be considered-a product of- ha*bn

formation, but rather of rule formation. Accordingly, language acquisition
must be a procedure whereby people use their own thinking processes, or
cognition, to discover the rules of the language they are acquiring.

The emphasis on human cognition led to the establishment of the
Cognitive Approach (Celce-Murcia 1991). Rather than simply being
responsive to stimuli in the environment, learners were seen to be much
more actively responsible for their own learning, engaged in formulating

hypotheses in order to discover the rules of the target language. Errors’

“were-inevitable and Were signs that learners were actively testing their
hypotheses. For a while in the early 1970s there was great interest in

app1y1ng this new Cognitive Approaeh to language teaching and materi-

als were developed with deductive (learners are given the rule and asked
to apply it) and inductive (learners discover the rules from the examples
and then practice it) grammar exercises. However, no language teaching
method ever really developed directly from the Cognitive Approach;

instead, a number of ‘innovative methods’ emerged In the next fevv chap- -

ters we W’lH take a look at these

Although Caleb Gattegno S Sﬂem Way dtd not sterm du:ectly from Lhe' o
—ognitive Approach, it shares certain- pz‘maples with ir. For example,
sne of Lhe basic prznclplee of the Silent Way is that “Teaching should be =
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. ..chart _has a black background and is covered with small Lﬁctaqs:uiaf__. —-

In jfr

teach means fo sérve the iearm ng p e
p}:’incfp}e 1S in kernU with i—he, & I hed.
learner in the Ceﬁnmve Aopmach Caat egno ooked at language learning

from the perspective of the learner by studyi g the way ba bles and veung

children learn. He concluded that | learning is a process which we initiate ¢

by ourselves by mobilizing our inner resources (our perception, aware

' ness, cognition, -mamnauon inttiition, creativity, etc.) to meet the Chc.u—
~lenge at hand. In the course of our learning, we integrate into.ourselves.

whatever ‘new’ that we create, and we use it ag a stenping smne'for fur-

- ther learning.

In order to explore the Silent Way, we will observe the first day of an

Eﬂchsh class in Brazil. There are twenty-four secondary school students

in thlS class. The class meets for two hours-a day, three days a week.

EXPERIENCE

“As wetake our seats, the teacher hasjust fimished introducing the Silent-
- Way in Portuguese. The teacher walks to the front of the room, takes out

‘a metal pointer and points to a chart hanging above the blackboard. The

blocks arranged in rows. Each block is a different color. This is a
sound—color ch_a,r:t. Fach rectangle represents one English sound. There is
a white horizontal line approximately halfway down the chart se parating
the upper rectangles, which represent vowel sounds, from those below -
the line, which represent consonant sounds.

Without saying anything, the teacher points in succession to each of -
five blocks of color above the line. There is silence. The teacher repeats

the pattern, pointing to the same five blocks of color. Again, no one says

~anything. The third time the teacher does the poinfing, he says /a/ as he

touches the first block. The teacher continues and taps the four other
blocks of color mth the pointer. As he does this, several students say Jel,

Wﬂl dlready krr ow. (These five sounds are the simple vowels of I‘om‘:uguese
and every Brazilian schoolchild learns them in this order ) '

The teacher points to the rectangle that represents /e/. He puts his two
palms together, then spreads them apart to indicate that he wants the stu-

dents to lengthen this vowel sound. By moving his pointer, he shows that
. there is. a smooth gliding of the tongue necessary to change this

Portuguese /ef | into the English dzphthong [ey/. He worl
dents Lmd he is samsﬁeg rhaf their pronunciation of /ey/ closels
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mates the English vowel. He works in the same way with v/, /ow/

and7/uw/

Then the teacher hands the pointer to a girl in the front row. She comes
to the front of the room and points to the white block in the top row. The
class responds with /a/. One-by-one, as she points to the next three
blocks, the class responds correctly with /ey/, /iy/, fow/. But she has trou-
ble finding the last block of color and points to a block in the third row. A
few students yell, ‘NOY She-tries another block in the same row; her
classmates yell, ‘NOV again. Fmally a boy from the front row says, A

esquerda (Portuguese for ‘to the leff’). As the girl moves the pointerone 1

block to the left, the class shouts fuw/. The tbacher signals for the girl to
do the series again. This time she goes a bit more quickly and hasno trou-
ble finding the block for fuw/. The teacher signals to another student to
replace the girl and pointto the five blocks as the class responds. Then the
teacher brings individuals to the front of the room, each one tapping out
‘he sequence of the sounds as he says them. The teacher works with the
students thmugh gestures, and. sometimes through instructions in
Jortuguese, to get them to produce the English vowel sounds as accu-
“ately as p@sszble He does not say the sounds himself.
Apparently. satisfied that the students can produce the five sounds accu-

ately, the ‘teacher next points to the five blocks in a different order. A few -

S, he
tudents hesi ., but most of the studer s seern able to ¢o qﬂec“ t
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.t luwl. Two or three other students.do.the same.In this-way, the stu---
_ dents have learped that English has a /p/, /d/, 2nd /r/ 2nd the location of

0 with the pronunciation of the /1/, so the teacher works with them before

- colored blocks with the correct sounds. The teacher varies the sequence d
several times and the students respond appropriately. The teacher then
.points to.a boy.sitting in the second row. The teacher moves to the-chape-
and points to five colored blocks. Two of the blocks are above the line and
are the /ey/ and fuw/ they have already worked on. The three other blocks
are below the line and are new to them. Two or three of the students yell,
"Pedro,” which is the boy’s name. The other students help him as he points
to the colored blocks that represent the sounds of his name: Ipl, levl, /dl,

e

M5

these sounds on the sound—color chart. The students have a little problem
moving on. o
- The teacher next points to a girl and taps out eight colored rectangles.
In a chorus, the students say her name, ‘Carolina,’ and practice the girl’s
name as they did Pedro’s. With this the students have learned the colors
that represent three other sounds: /k/, /l/, /n/. The teacher follows a simi- |
~lar procedurewith a thirdstudent-wheose iame is Gabriéls T heseadents™
know now the location of /g/ and /b/ as well.-The teacher has various stu-
dents tap out the sounds for the names of their three classmates.

-produce a new English sound by starting with a sound they already know.

- then quickly in succession to four blocks of color; the students chorus, ‘A
different colors. He points to the words ‘a”and ‘rod,” and the students see

- After pointing to “a’ and ‘rod,’ the teacher sits down with the students

T S Y

After quite a few students have tapped out the three names, the teacher— -
takes the pointer and introduces a new activity. He asks eight students to
sit with him around a big table in the front of the room as the rest of the
class gathers behind them. The teacher puts a pile of blue, green, and pink
wooden rods of varying lengths in the middle of the table. F1e polnts to
one. of the rods, then points to three rectangles of color on the
sound—color chart. Some students attempt to say ‘rod.” They are able to

do this since they have already been introduced to these sound/color com-
binations. The teacher points again to the blocks of color, and this time all

ofthestudentssay Fod. The teacher then points to the block of colorrep-
resenting /a/. He points to his mouth and shows the students that he is
raising his jaw and closing his mouth, thus showing the students how to
The students say something approximating /o/, which is a new sound for
them. The teacher follows this by pointing first to a new block of color,

rod.” He turns to a different chart on the wall; this one has words on if in
3

that each letter is in the same color as the sound the letter signifies.

o
o
—_

at the table, saying nothing. Everyone is silent for a minute until one eirl
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poifits to'a 'f{jﬂ"‘éﬁd‘fia} s; ‘A r@d Th "fe'é.,éﬁ'é"r" hands ker the pointer and

~she goes first to the sound—color chart to tap out the sounds, and second |
to'the word ¢hart'to pom EO Lf“e wor ds *and :Gd.’ Several other stu-

dents follow this pattern. |
' Next, the teacher points to a particular rod and taps out ‘a blue rod.” Then

18 "p(}%ﬁté to the word ‘blue’ on the word chart. A boy points to the rod and

say, ‘A blue rod.” He goes to the word chart and finds the three words of this

phrase there, Other students do the same. The teacher introduces the wnrdrw B

green smj_aﬂ}@ Wwith stidents tappmg out the pattern after he is through.
The teacher then poiiits to  pink rod and taps out /pink! on the chart.
The /l/ vowel is a new one for the students. It does not exist in Portuguese.
The teacher points to the block of color which represents /iy/ and he indi-
cates througn his gesture that the students are to shorten the glide and
open their mouthsa bit more to say- this sound.
The first student who tries to say ‘a pink rod’ has trouble with the pro-
nunciation of ‘pink > He looks to the teacher and the teacher gestures

iowards, the other students. One of them says ‘pink’ -and the teacher. <o oo e o

‘accepts her. pronunciation.’ L he first student tries again and this time the
2acher accepts what he says. Another student seems to have trouble with
the phrase. Using a finger to represent each word of the phrase, the

‘teacher shows her how the phrase is segmented. Then by tapping his sec-
ond finger, he indicates that her trouble is with the second word.

AR o1 e e g
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" student thar the vowel is shorter than what she is saying. She

- ~The teacher then mouths thevowel sound and with gestures shows
_ sk tries t

shape her mouth as he does and her pronunciation does improve a lirtle,
although it still does not appear as close to the target language sounds as
some of the other students are able to come. With the other students 7
attending, he works with her a bit longer, The students practice saying. !
and tapping out the three color words and the phrase, with the teacher lis- - |
tening attentively and occasionally ntervening to help them to correct
their pronunciation. _ .

- The teacher has another group of students tzke the places of the first
eight at the table. The teacher turns to one of the students and says, “Take.
-2 green rod.” The student does not respond; the teacher waits. Another.
student picks up a green rod and says the same sentence. Through ges-
tures from the teacher, he understands that he should direct the commanis
to another student. The second student performs the action and then
-says, “Take a blue rod,’ to a third student. He takes one. The other stu
dents then take turns issuing and complying with commands to take a rod
Next the teacher puts several blue and green rods in the center of the
table. He points to the blue rod and to one of the students, who responds,
“Take a blue rod.” The teacher then says ‘and’ and points to the green rod.

The same student says, ‘and take a green rod.’ The teacher indicates to the
student that she should say the whole sentence and she says, “Take a blue
rod and take a green rod.’ As the girl says each word, the teacher points to
one of his fingers. When she says the second ‘take,” he gestures that she
should remove the ‘take’ from the sentence. She tries again, “Take a blue
rod and a green rod,’ which the teacher accepts. The students now prac-
tice forming and complying with commands with similar compound
objects. "-

N he—-t—eaehefthenpoiﬁts---t?o"th'ffwo“r‘d“ci‘i'aﬁ—éfrid"ﬁj"'ﬁ‘ne-of_ thé students;.
who taps out the sentences on the chart as the other students producé
- them. Later, students take turns tapping out the sentences of their choice.
+on the word chart. Some students tap out simple commands and some
students tap out commands with compound objects.
The students return to their desks. The"teacher turns to the class
and asks the class in Portuguese for their reactions to the lesson. Oné
student replies that he has learned that language learning is not difficult,
Another says that he is finding it difficult; he feels that he needs more:
practice associating,the sounds and colors. A third studenr adds that .
she felt as'if she were playing'a game. A feurth student says he is feeling
confused. e . o | ' -
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At this point the lesson ends: During the next few classes, the students |
will: | S "
1 Practice with their new sounds and learn to produce accurate intona-
tion and stress patterns with the words and sentences. o

[ earn more English words for colors and where any new sounds are

iocated on the sound—color chart.

-

Iearn to use the following items:

-

L4

“Give it to me/her/hin/them.
o
this/that/these/those

onefones

the/a/an

put ... herefthere

is/are |

histher/my/your/their/ous
Practice-making sentences with-many different combinations of these - b« s

N

ltems.
§ Practice reading the sentences they have created on the wall charts.

<N

otk with Fidelcharrs, which are chrarts SUITYNTATIZITE the spethngsof————
all the different sounds in English. '
7 Practice writing the sentences they have created.

Before we analyze the lesson, let us peek in on another class being taught
by the Silent Way.? This class is at a high-intermediate level. The students
aré sitting arbund a table on which the eacher has used rods to construct
afloor plan of a ‘typical’ house. He establishes the “front’ and ‘back™of
the house by having the students label the “front’ and ‘back’ doors. He :

Points to each of four rooms and is able to elicit from the students: ‘living
room,” ‘dining room,” ‘kitchen,” and ‘bedroom.’ Then the teacher points
o the walls of each room in turn. This introduces the nee d for ‘inside/out-
side wall.” By simply pointing to each wall, the teacher gives the students

2 lot of practice producing phrases like ‘the front wall of the living room, -

the outside wall of the dining room,’ etc. Next the teacher picks up a rod

And says, ‘table.” He shrugs his shoulders to indicate to'students that they
stould tell him where to put it..One student says, “dining room,” but the |
‘eacher indicates that he needs more specific directions. The stadent says,

- Putthe table in the middle of the dining room:” The teacher does this. Fle
—_— , o |

1d Freemran’s lesson in the United Sates Information
- ‘ : _
k=
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" then picks up another, smaller rod. mwthur students aa}s
~The teacher works with-her,using the charts to introduce new words unti

lesson continues in this way, with the teacher saying very little, and the

hair” The
teacher indicates that the student should tell him where to pu’ the chair,

she can say, ‘Put the chair in the dining room at the head of the table.’ The'f}

students practicing a great deal with complex sentences such as “Put the -
table at one end of the sofa near the outside wall of the living room.’

THIRKIRG ABOUT THE EXPERIE E‘%ECE S

Since the Silent Way may not be familiar to many of you, let us review m, ;
,demxﬁ our observations and examine its principles. '

Observations Principles
1 The teacher points to five blocks  The teacher should start with
of color without saying something the students already
~anything. The blocks.of color . know and build from that to tbe
represent the sounds of five unknown. Languages sharea
Enghsh vowels closeto the five  number of features, sounds being
simple vowels of Portugnese., the most basic.

b

- 2 The teacher points again to the  Language learners are intelligent”

.-_..blqcks.._-___._.._._. I . - ]

3 The teacher does not model the Language is not learned by

- thesounds.. . teacher whetheror not they have

five blocks of color. When the and bring with them the |

students say nothing, the - experience of already learninga

teacher points to the ﬁfSL block * "language. The teacher should give
“of color and says /a/. Several ~ only what help is necessary.

' students say fel, 1/, /o/, /u/ as the
teacher points to the other four

‘new sounds, butrather uses . repeating after a model. Students
gestures to show the students . need to develop their own ‘inner -
how to modify the Portuguese  criteria’ for correctness—to trust
sounds. and to be responsible for their owi

production in the target language.

Students take turns tameg out Studems actions cas tell the

learned. | . L




z«'erda' to help ancether |

t-E.'.l

& The teachez‘ WOrKs with
gestures, and somefimes
instructions 1o the students’

. __nativelanguage, tohelpthe o v oo

students to produce the target
language sounds as nccuately
as posqzbfe

?The sm&ehts learn the sounds
- of new blocks of color by
tapping out the names of their

classmates Wbat they can do for th emselvee . |
“ the less they willdofor T
themselves.
--"8***%?hﬁte&chérpointS'tafa“rcc%*"’**{:e-arn'in’giﬂvojxves*tfa*n'sfer‘fin‘g

‘and then to three blocks of
color on the sound-color
chart. The students respond,
‘rod.’

9 The teacher points to the -
words ‘a’ and ‘rod’ on the-
__word chart.

10 The teacher sits down at the
" ‘table and issilent, Afrer 2
minute, a girl points to a rod
and says, ‘A rod.”

f Pﬁﬁﬁg?%%g TR

_ students have learned to say.

Students. shouldlearntorelyon
: ,ea‘ch other and themselves. -

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

The teacher makes use of what
students already know. The miore
the teacher does for the students

what one knows to new contexts.

r&eaamg is worked on from the

beginning but follows from what

Sﬂence isa

tool IL heips to ioster

initiative. It also re FEMoves 1he .
teacher from thé center of
attention so he can listen to and

work with students. The teacher

speaks, but only when TECESSATY-

Otherwise, “the teachér gets out of

the way s0 that itis the students

wno recewe the placmce _z' ' ﬂgf :

the lan@uage

T T I A




H The teacher points to 2
parzxch lar rod and taps out ‘a
blue red’ on the sound-color
chart.

12 One student tries to say ‘a pink

rod’ and has trouble. He looks

~ totheteacher, but the teacher

remains silent and looks to the
other students,

‘13 The first student tries to say ‘a

pink rod’ again. This time the
teacher accepts the student’s
correct pronunciation.

14 Another student has trouble
pronouncing part of the phrase

| students perceptions, not through §

~ encourages gmup Qﬁ@perauon

theirowncriteria, . ... .

Meamncr is made clear by focusing |

translation.

T T Wby

Students can learn from one
dHOthEI ihe reac her’s azlem:e

If the teacher praises (or criticizes) §
students, they will be less self-
reliant. The teacher’s actions can
interfere with students’ developing.

2
% -

)

Errors are important and
necessary to learning. They show

‘a pink rod.” Using gestures,
the teacher isolates the trouble
spot for her.

15 After locating the error for the
student, the teacher does not
supply the correct language
until all self-correction options

~have failed.. -

16 The teacher mouths the correct

---- sound, but does not vocalize it. -

17 The udent’s pronunciation is
improved but still 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,

“allowed to self-correct, they will

themselves.

R e T T I T R

the teacher where things are
unclear,

If students are simply given
answers, rather than being

not retain them.

Students need to learn to listen to -

Atthe beginning, the teacher needs T
to look for progress, not '
perfection. Learning takes place i
time. Students leam at different
rates.




green rod,’ only once.

- and complying with
- commands to take a rod
certain colorn

R {® -miss-ﬁr}r}ﬁﬁ-ﬁe"m}*g 'Stli‘deﬁt“" T

Fsm&:s%ﬁ

Nelv - Acteacher's silence frees thie teacher

ens attent
to closely observe the students’
behavior.
1% The teacher says, “Take the Students learn they must give the

teacher their attention in order not

attention is a key to learning.-

20 'Thestudents take turns issuing ~ Students should engage in a great

i . iy .
deal of meaningful practice
ofa  without repetition.

Zi' The students practice The elements of the language are
commands with compound h mtmduced logically, expanding -
Ob}ects upon what students already know.

22 The: s&@-ms%a{{thtﬁl

tapping out the sentences of fanguage b} explormg itand b}
their choice on the word making choices.
charts. '

23 Some students choose to tap Language 1s for self-expression.

out simple commands; others
tap out more complex ones.

for thelr reactions to the
lesson.. -

25 Thereisno homework
- assigned.

24 The teacher asks the students The teacher can gain valuable

mrormatxon from student |
Ieam W, ha_t to w ork on next.
Students learn how to accept
responsibility for their own
learning.

Some learning takes place
naturally as we sleep. Students will

naturally work on the day’s lPanOﬂ
then
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26 In subsequenz lessomns, the The syllabus is composed of
- students willlearntousea ?mvusmc structures.
number of different linguistic
“structures.
.27 The students will practice The structures of the syllabus are
making seatences with notarranged in a linear fashion,
7 different combmatxons of these “but rather are constantly bétﬁg
STTUCTUTES. recycled.

28 Students will practice writing  The skills of speaking, reading,
thé sentences they create. and writing reinforce one
| ' another,

F=

D>

ns YG Cgll 5C¢, g } Iéat m4dily p .LC!:.J:‘}. es.
can come to a fuller understanding of them if we consider the answers to

our ten questions.

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

Students should be able to use the language for self-expression—to
express their thought, perceptions, and feelings. In order to do this
. they need to develop independence from the teacher, to develop thel
~own inner criteria for correctness,

Students becomne independent by relying on themselves. The teacher,
therefore, should give them only what they absolmely need to promofe

their Ieamm@

Z What is thﬁ E‘bﬁe af the teache{? %%’haic is th@ ra[e of the students?

can give what heip is necessaryj focus the students pEICcpthHS forcﬂ’
their awareness,’ and ‘provide exercises to insure their facility’ with the
language. The teacher should respect the autonomy of the learners 11

~ their attempts at relating and interacting with the new challenges.
The role of the students is to make use of what they know, to free
,th’_emselves of any -obstacles that would interfere with f“mna thels

Woke sl m ose Teome Boms e ow
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expfo}:mb the Iamvuage No ene can ieam for Gattegﬂo Weuld say; |
“to learnis ‘our personal reapanclbm“y o A S
P«s Ga Ltegno says, “The reacher works wxf:h the SLdeﬁt the siudem
s on the language.’ - |
What are some characteristics of the teaching/leaming Drecess?
~ Students begm their study of the language through its hasic buil c:ung
blocks, its sounds. These are introduced through = I anguage-specific

utinost-attention to the'] learning task, an d-’g@ actively éngage in

sound—color chart. Relymv on what sounds students already know
from their knowledge of their native language, teachers lead their stu-
dents to associate the sounds of the target laﬁgudoe with parueCLLr
colors. Later, these same colors are uqed to help students learn the
spellings that correspond to the sounds {through the color-coded Fidel
charts} and how to read and pronoumce words propeily (through the
ceior—coded word charts).

The- teacher sets up situations- that focus student attentiori on 77 T T

the structures of the language. The situations provide a vehicle for
students to perceive meaning. The situations sometimes call for the

use_of rods and sometimes do not; they- iﬁipiEaLELiﬂifZGl%@-;eﬂi%Oﬁﬁ '

: Iis

structure at a time. With minimal spoken cues, the students are

cuided to produce the structure. The teacher works with them, striving
for pronunciation that would be intelligible to a native speaker of
the target language. The teacher uses the students’ errors as evidence
of where the Ianguage is tmclear to students ancL hence, where to
work. S

- The students receive a great deal of practlcP wuh a given target lan-
guage structure without repetition for its own sake. They gain auton-

omy ifn the language by exploring it and making choices. The teacher

asks the students to describe their reactions to the lesson or what they

‘have learned. This provides valuable information for the teacher and

encourages students to take résponsibility for their own learning. Some
turther learning takes place while they sleepa '

Eg{"*ﬁ&"a is the nature of student~teacher i ﬁiemcm (17 E’*«fh"z is the nature.
of student-s _,méarfz: infer &cﬂm? . '

For IPLL,h‘Of thé student—teacher i IHtEIaCLLO"lj the tcachel is silent. Hé ig S

ening. aﬁentm ely to students’ speech, and silently working
m on their production ‘through the use of nonverbal gestur

r-r
r'n 11??

-

-
=4

m
-

o

still very active, however—setting up situations to ‘force awareness,” -



e e oo

.. the tools he has available. th‘p the teacher does st
clues, not to model the language.

- Student-student verbal interaction is desira

from one another) and is therefore encouraged.

one way to do this.

How are the feelings of the students dealt with?

The teacher constantly cbserves the students. When their feelings

LTI T intertere, the teacher tries to find ways for the students to ovéft:éme ‘
. them. Also, through {eeaback sessions at the end of lessons, students 7
“have an opportunity to express how they feel. The teacher takes what 1
they say into consideration and works with the students to help them
overcome negative feelings which might otherwise interfere with their
learning. Finally, because students are encouraged. throughout each
lesson to cooperate with one another, it is hoped that a relaxed, enjoy-
able learning environment will be created.

n: .

é sLﬁ anp “‘ig!gﬂf"fﬂ i3
A ERIEUAET ik

| Languagés of the world share 4 number of features. However, each Jan-
guage- = 2lso-hasits ownuniquereality orspirit- smuan%Ls—Ehepr1€Q5i01—-—
of a particular group of people. Their culture, as reflected in theirown

unique World view, is inseparable from their language

H

E‘mi areas of Eangﬂjaﬂ'e are ‘emphasized? What language skills are
emﬁhasazed“f’ )

~ Since the sounds are basic to any language, pronunciation is worked -
on from the beginning. It is important that students acquire the melody
oo —-0f the language. There is also a focus on-thestructures-of-the- laﬂo’—uargfi—fﬁfr"
although explicit grammar rules may never be supplied. Vocabulary 15 F
 somewhat restricted af first.
‘There is no fixed, linear, structural .syllabus. Instead, the teacher
starts with what the students know and builds from one structure o
rod

the next. As thelearners’ repertoire is expanded, previously introduced

structures are continually being recycled. The syllabus develOpS

according to learning needs.

. All four skills are worked on from the beginning of the course,
although there is a sequence in that students learn to read and write
what they have already produced oraﬂy The skills reinforce whar stu-

 dents arelearning.
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= Mbamnﬁ is made dcaz by f@cusmg the sfuamts ‘perceptions, not by

%;‘“ ¢ i the role of the 5%& nts’ native language?

‘translation. The students” native Eangudge can, howeves, be used to

Ljawledge to introduce the new sounds in the target language.

eive instructions when necessary, to help a student improve his or he
pzomunciafionj for instance. Thenative language is also used {at least
at beginning levéls of proficiency) during the feedback sessions.
- More important, knowledge students zlready possese of their
native ianguaae can be bzpk}iteﬁ by the'teacher of the target language.

ag

For example, the teacher knows that many Of the s ounds in the stu-

"dents’ native language will be sm:‘uiai, if not 1dentical, to sounds in the

target language; he assumes, then, that he can bmH d upon this cmstmg

How is evaluation accomplished?

- Although the teacher may never give a formal test, he assesses student
learning all the time. Since ‘teaching is subﬂrdlnaaed o learning,’ fhp o

g 'Leacher must be resoonswe o 1Nmediat6 lear [mmr ‘needs. Thé't er's

silence frees him to attend to his students and to be aware of thesc:
needs. The needs will be apparent to a teacher who is observant of his

students* behavior-One criterfon of whether or 1ot students have
learned is their ability to transfer what they have been studying to
new contexts, ' |

The teacher does not praise or criticize student behavior since this
would interfere with students’ developing their own inner criteria. He
expects students to learn at different rates. The teacher looks for

steady progress, not perfection.

How does the teacher respond to studenterrors? .

- then ‘Ehe teachcf Would suppiv the correct fanguage, but only as'a last

Student eIrOIS are seenas a natural indispenSable part of the leaming

| ex:plore the lancruage The teacher uses student efrors as a bams for

deciding where further work is necessary.
The teacher works with the students in getting them to self-correct.
Students are not thought to learn much if the teacher merely supplies

‘the correct language. Students need to learn to listen to themselves

and to compare their own production with their developing inner cri-
eria. If the students are unable to self-correct and peers cannot help,

 résort. S : - - .




< REVIEW! 3@ THE TECHNIQUES AND THE MATERIALS |
. Many of the ideas in this chapter may be new to you. Some of these ideas
may be immediately attractive to you, whereas others may not. Give. :
yourself time to thmk dbout all of them before you decide their value to
yOou, S . . | s
In the review that follows, the matcr;r_ls surveyed in this chap
charts and rods) have been included. While you may riot have access to

the actual materials dlscuss:ed here, the materials may suggest ideas you -

er (the

" can use.

Sound—celor chart

The chart contains blocks of color, each one representing a sound in the
" target lamguage. The teacher, and later the students, points to blocks of
color on the chart to form syllables, words, and even sentences. Although
we did not see it in this lesson, sometimes the teacher will tap a particular
~ block of ¢olor very hard when forming 2 word. In this way the teacher
canintrodice the stress pattérii for the word. The chart aliows studertsto
produce sound combinations in the target language without doing so
through repetition. The chart draws the students’ attention and allows
them to concentrate-on the-language;noton f—hﬁ—fﬁaﬁhﬁfrjgﬁheﬂf‘&*ﬁ artict——
lar sound contrast is new for students and they can’t perceive which
sound. of the two they are producing, the sound—~color chart can be used
to give them feedback on which sound they are making.
Finally, since the sound—color chart presents all of the sounds of the
target language at-once, students know Vhat the}f have learned and what -

they yet need to learn. Thls relates to the issue of learner autonomy.

Teacher’s silence

The teacher gives just as much help as is necessary and then is silent. Or
the teacher sets up an unambiguous situation, puts a language structure

""""" into circulation (for example, “Takea __ " rod’), and thenis silent. Even
- in error correction, the teacher will only supply a verbzal answer as a last

El

resort.

Poer corraction

Students are encouraged to help another student when he or she is experi-
encmg difficulty. It is important that any help be offered in a coopcraiive
manner, 0ot a competitive one. The tea{:her monitors the aid sc that it is

helpfu not interfering.
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Rods can be used to provide visible actions orsituations for any language .

structure, to introduce it, or to enable students to prac tice using it. The

rods trigger meaning: Situations with the rods can be created in such 2
way that the meaning is made clear; then the languageis connected tothe

meaning. At the beginning level, the rods can be used to teach colors and

A

rumbers. Later on they can be used for more complicated structures; for

-xample, statements with_prepositions {“Fhe blue rod is between the .

reen one and the yellow one’) and conditionals (‘I you give me a blue
rod, then Pl give you two green ones’). They can be used abstractly as
well: for instance, for students to make a clock when learning to tell time
in the target language, to create a family tree or to make a floor plan of
heir house, which they later describe to their classmates. Sometimes
-eachers will put the rods down on the desk in a line, using a different rod
-0 represent each word in a sentence. By pointing to. each rod in turn,

shile remaining silent, the teacher can elicit the sentence from the stu-
£

Uy

ents: Fe-can also make concrete to students aspects of the structure; for -
by - " 3

-xample, the need to invert the subject and auxiliary verb in order to form
Tuestions. | o |

_ The rods are therefore very.versatile. They can be used as rods ormore

1hstractly to represent other realities. They allow students to be creative

LI eI o LMY R L hed

ind imaginative, and they allow for action to accompany language.

self-correction gestures

Ve already examined some self-correction techniques in the chapter on
ke Direct Method. Some of the particular gestures of the Silent Way
.ould be added to this list. For example, in the class observed, the teacher

yut-his palms-to gether and then-moved-them-o utwards-to-sigaal to-stu-—— e

tents the need to lengthen the particular vowel they were working on. In
‘nother instance, the teacher indicated that cach of his fingers represented

_word in a sentence and used this to locate the frouble spot for the stu-

lent.

Yord chart

‘he teacher, and [ater the students, points to words on the wall charts .
1 a sequence so that they can read aloud the sentences they have

oken. The way the letters are colored {the colors from the sound-

olor chart are used) helps the students with their pronunciation..
sh charts containing about 500 words. The charts’

‘here are twelve Engli



contain the functional - mabmaz vy of Engusn mt’?ﬁﬂugh we dzd not sée

~and’ BEAKS (6 fLE’EhE?’" expand their vocabularies and facility with the lan- ;

Fidel charts

St dgpfc are 1nv1ﬂ=r¥ tD s

them in this lesson, students also work with Silent Way wall pictures &

guage.

The teacher, and later the students, point to the color-coded Fide! charts &

~in order that students associate the sounds of the language with their.
~spelling. For example, listed together and colored the same as the color,
‘block for the sound /fey/ are ay, ea, ei, eigh, etc., showing that these are all

ways of spelling the /ey/ sound in English (e.g. in the words ‘say,” ‘steak, &
‘veil,” ‘weigh’). Because of the large number of ways sounds in English can
be spelled, there are eight Fidel charts in all. There are a number of charts
avaﬂable in other languages as well. =

Siruﬁursd Feedbaeéi

TF

what they have learned. The ¢

CONCLUSION

In this chapter we saw a beginning lesson and read about an intermediate 8

nondefemswe manmer, heanng thmgs that Wﬂl help give hlrn direction f ior},?
where he should work when the class meets again. 1he students learntq_é
take responsibility for their own learnirg by becoming aware of and con- E
trolling how they use certain learning strategies in class. The length and:]
frequency of feedback sessions vary: dependmg on the teacher and the

lacs

Cfor Liﬂg‘»lage teaching and you Shouid ask V{}LISE If Whether there: af@:_:g '
_1mphcatzons for you. - - o R

- make sense to you that Ieamers should be encouraged to be independent?

class as well, but the Silent Way is used with advanced students, too. For: g
these student's the same principles apply, and the same charts are used Iﬂ_,‘f‘;‘

cultural settmgs and an introduction to literature. :

-~ We have avoided referring ro the Silent Way as a method since Calé‘b,_'-_'~
Gattegno says it is not one. Proponents of the Silent Way claim its princi- 2
ples are far-reaching, affecting not only education, but the way one per:
ceives the living of life itself. Nevertheless, there clearly are implication’ §

‘Do you believe teaching should be subordmated to leammg? DOCS_ 1?

R T




-+ of the teacher and autonomious'in making theif ‘Own'choices? Do you
think sLudeﬁtq can learn from- one anodﬂer?‘ Sh uld s teacher look for
- progress, not perfection? Arethere any other prin pi&s of the Silent Way R
. you believe in? Which ones?

Are there Silent Way materials which would be of use to you? Shcn_ld a
teacher remain silent as much as possible? Is structured feedback a useful
thing for teachers to elicit from their students? Which techniques can you
adaptto your 6wz apg Pmach £o Eang&age teachm g?‘

A @he:ﬁ yaur mn@am@“&dmg of Eh@ Silent Way.

1 There are many reasons for the teacher’s 51lence in the Sﬂen‘i: Way
‘Some of these have been stated explicitly in this chapter; others have
been implied. Can you state the reasons?

What-does the phrase; “Teaching is subordinated to ieeu itg,” ean?

v ﬁé".a

3 One of the mottos of the Silent Way is “The teacher works with the stu- |
dents; the students work on the language.” What do you think this '
means’? |

B Apply what vou have understood abeot the Silent Way. -

1 Teach some students a short target language verse which contains
some unfamiliar sounds. What nonverbal gestures or cues can you

-develop.to guide your students to produce the correct sounds, intona- |

tion, and rhythm as they learn the Verse?

2_Choose.a_grammar structure.-It-is-probably-better-at-first-to-choose — e
something elementary like the demonstrative adjectives {‘this,” ‘that,” o
‘these,’ ‘those’ in English} or the possessive adjectives (‘my,” ‘your,
‘his,” ‘her,” ‘its,” ‘our,” ‘their’ in Encrhsh) Planalesson to Leach the struc-
tures Where

¢ You will remain as silent and interfere as little as possible.

TR SRR 12 1o, oo P

b The meaning will be clear to the students.

¢ They will receive a good deal of practice wuhout repetition.

e

3 Think of students with 2 parncuiar native la ngu&ge baCkngLﬂd HOW
. ‘N’lp }OLL Sequﬁﬁce Lhe QOundS Ot tﬂe talget iai—louage lfl Ofde‘ tO tBaCh
' ’[hem O ﬂq gqe thdPHES bllildlﬂg on what th\,}r ak’eady L&JﬂOT’J:j
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INTRCDUCTIOR

' The methods present in this and the next chapters are iflustrative of that
which Celce-Murcia (1991) calls an affective-humanistic approach, an
approach in which there is respect for students’ feelings. The originator of
this method, Georgi Lozanov, believes as does Silent Way’s Caleb Gatiegno,
that Janguage learning can occur ata much faster rate than ordinarily tran-
spires. The reason for our inefficiency, I.Ozanov asserts, is that we set up
psychological barriers to learning: We fear that we will be unable to per-
form, that we will be limited in our ability to learn, that we will fail. One

result is that we do not use the fullmental powers that we have.According: e = Fam s

to Lozanov and others, we may be using only five to ten percent of our men-
tal capacity. In order to make better nse of our reserved capacity, the limita-

tions we think we have need to be ‘desuggested.” Desuggestopedia,’ the

application of the study of suggestion to pedagogy, has been developed to
help students eliminate the feeling that they cannot be successful or the neg-
ative association they may have toward studying and, thus, to help them
overcome the barriers to learning. One of the ways the students’ mental
reserves are stimulated is through integration of the fing arts, animportant
contribution to the method made by Lozanov’s colleague Evelyna Gateva.

T et us now see for ourselves how the principles of Désuggestopedia are
applied to language teaching. We will visit a university class in Egypt,

whete stadents on 4 beginning-level cotrse are taught Friglish using this
method. The class meets for two hours, three mornings a week.

EXPERIENCE?  _

e . P . i i S it - *
The first thing we notice when we enter the classroom is now different

this room is compared with all the other classtooms we have been in s0

Suggestopedia is now called Desuggesto ediz to reflect the importance placed on desuggesting
gestop d Desuggestope - imp placed on desuggesting

limirations on learning (Lozanov and Miller, personal commuznication).

2T - PN . P - . .
The lesson described here is in part based on ones the author ohserved taught by Dan Dugas .

and Lyna Dhority, respectively. It has been somewhat modified in light of recent comments by R

Alison Miller and Gecrgi Lozanov.




|

far. Everything is bright and colorful. There are several posters on the

walls. Most-of them-are travel posters with scenes from the United |
tain grammatical information. One has the

Kingdom; a few, however, con
conjugation of the verb ‘to be’ and the subject pronouns; another has the
object and possessive pronouns. There is also a table with some rhythm
instruments on it. Next to them are some hats, masks, and other props.

 The teacher greets the studénts in Arabic and explains that they are
about to begin a new and exciting experience in language learning. She

says confidently, ‘You won’t need to try to learn. It will just come natu-

| rally” | '
T Pigst; you will all gef fo pick new names—English ones: Trwill be fun,”
she says. Besides, she tells-them, they will need new identities (ones they
can play with) to go along with this new experience. She shows the classa

o L e e e et

bet. The students are familiar with the Roman alphabet from their earlier
study of French. There are men’s names in one column and women’s
names in another. She tells them that they are each to choose a name. She
pronounces each name and has the students repeat the pronunciation.
One by one the students say which name they have chosen and the teacher
appears pleased with their choices. o | o

- Next, she télls them that during the course they will create an imagi-
nary biography about the life of their new identity. But for now, she says,

A B o B e by
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ﬂm" should }Uét'rl'? o0se & 3 r@fessmn 1o g@ with the new ame. Using pan®
romime to help the students understand, the teacher acts out variou
of*c:upazsomﬁ,swn as pilot; singer,.carpen nter, 'and “aé:tist.f“ine students
choose what they want to be. T

The teacher greets each of the students using their new name and asks
‘them 2 few guestions in E.nghsh abotut their new occupations. Through
her actions the studer tg: und *staﬁd the meaning of her questions and
T 'l

they fﬁpiy ves’ or ‘no.’ There is a great deal of recycling of the new lan-

""‘gﬁ“zg’e";":}‘he't‘h?:‘ﬁ't”e’achés‘ them a short Englisly dLaiGG inwhichtwo people 1

- greet each other and inquire what each other doss %@r c living. After prac-
ticing the dialog with the group, they introduce themselves to the teacher.
Then they play various rhythm instruments that the teacher has bro uoh‘t
as they sing a name song _
Next the teacher announces to the class that they will be beginning a

new adventure. She distributes a twenty-page handout. The hdna(}ut con-
tains 2 lengthy dialog entitled “To want to 1s to be able to,” which the
teacher translate _;_ntg_ﬁrab’ic. She has the students turn t"l ua

CD

the rightj the Arabic translation. On the left page are some comments in
ic about certain of the English vocabulary. items and grammatical.

fo="
=
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aLELICtU.I'ﬁS the students will €ncounter in the dialog on the facing page.
‘These items have been boldfaced in the dialog. Throughout the twenty
‘pages are reproductions of classical paintings.

Partly in Arabic, partly in Fnglish, and partly through pantomime, the
teacher outlines the story in the’dialog. She also calls her students’ atten-
tion to some of the comments regarding vocabulary and grammar on the
left-hand pages. Then she tells them in Arabic that she is going to fead the
dialog to them in English and that they should follow along as she reads.

_She will_give them sufficient time to look at both the English and the
Arabic. ‘Just enjoy,” she concludes. |

The teacher puts on some music. It is Mozart’s Violin Concerto in A.
After a couiple of minutes, in a quiet voice, she begins to read the text. Her -

reading appears to be mol ided by the music as she varies her intonation
and Leepq rhyt b with it. The students follow a]nﬂcf with the voice of the
teacher, vﬂ‘io allows them enough time to sileatly read the translation of
the dialog in their native language. They aré encouraged to mgﬁhcrht and
take notes during the session. The teacher pauses from time fo time 10
allow the students to listen to the music, and for two or three minutes ata
time, the whole group stands cnd repeats arf:ﬁr the teacher, joining their

‘gmr s t0 fhe MILSiC.




o mturn they see that the reacherhas hung a painting of 2 calming scens in

* read the dialog again. This time she suggests that the students.put down

- appears to be speakmg at a normal rate. She has changed the music to

the new material she has piesentea After greeting the students and hav- |
ing them introduce themselves in their new identities once agam, the &

e .
oy

‘nature at the front of the room. The teacher then explains that she will

}:i

their scripts and | just listen. The second time s she reads the dialog, she
o |

Handel’'s Water Music, She makes no attempt this time to match her voice

to the music, With the end of the second reading, the e:lass isover. Thereis -

no homework assigned; however the teacher suggests that if the students

_wanttodo so‘“lethmb, Lth could read over the dia baom;e before theygo . [~

t0 bed and once when they get up in the morning :
We decide to attend the next class to see how the teacher will work with

teacher asks the students to take out their dialog scripts.

Next, the teacher pulls out a hat from a bag. She puts it on her head,
points to herself, and names a character from the dialog. She indicates
that she wants someone else to wear the hat. A girl volunteers to do so.

~'Three more hats are-taken'out of the teacher’s bag and; withaa great deal~-f

of playfulness, they are distributed. The teacher turns to the four students
wearing the hats and asks them to read a portion of the dialog, imagining

“dialog in this manner; ’zfﬂ?i’fc’iil’ﬁiﬁﬁ@"gféﬁﬁ%‘”do thisas well.—

' asks students tO Uwe hm the English translamon ofan Arabzc sentence and

Enghsh names and occupatlons A my name is Alice; my husband’s

portion of dialog, four different students get to wear the hats and con-
tinue reading the script. This group is asked to read it in a sad way. The
next group of four read it in an angry way, and the last group of fourina

cheerful way.
The teacher then asks for four new volunteers. She tells them that they

are audmonmg for a role i in a Broadway play. They want very much to
win the role. In order to impress the director of the play, they must read
their lines very dramatically. The first group reads several pages of the

Next, the teacher asks questions in English about the dialog. She also

her; still other fimes, she addresses a question from the dialog to an mdl—
vidual student The classrgom environment remains very lively and playful.
Next, she teaches the students a children’s alphabet song containing

name is Alex. We live in Australia, and we sell apples. B, my name is
Barbara; my husband’s name is Bert. We live in Brazil, and we sell books.”
f.hﬁ'StlldEHfa are laughing a nd appmﬁ as they sing along.”

that they are the character whose hat they wear. When they finish their 1




Afrer the song, the teacher has the students stand up ar
She takes out & medium- sm":d soft ball. She throws the ball to one st der
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“catches the ball as he says, ‘My name is Richard,’ Shei d cates Eh he is’

L1l

to '*‘m'ow the ball to another student while posing a question to him.
s in a

Rich asks, “What yvou do?> The teacher corrects in a yery soft voic
Sa}iﬂg “What do you d{) The student replies, ‘I am a conductor. _Ehc'z
game continues o in this manner with the stu dents posing questions to
one anotheras E’i““’*thfﬁ'ﬁ-’“’['ﬂp ball-The second class-is nowover: rab*ir-"
thereisno hom\, work assigned, other than rc read-over thedialogifas

~dent se wishes. |
During the third class of the week, the students will continue to work
with this dialog. They will move away from reading it, however, and
“move toward using the new language in a creative way. They will play
some competitive games, do role plays (see description in the techniques
review) and skits. Next week, the class will be introduced to a new dlal{}g
and the basic sequence of flessons we observed here will be repeated.

dg“"ma _ gle, w0

In the classroom next door an intermediate class is StUdVlﬂG Thestu-— -

dents are seated 3IOLHd rebtanﬁular table. On the table there are a few
toys and instruments. Again there are posters around the room, this time

.\

~ef-more 1@?11@11@3?:&*& oramrrar—s we Hster i the teacher s intr Odmmg
a story from a reader. She gives synonyms or descriptions for the new
words. She reads parts of the story and the students do choral and indi-
vidua! reading of other sections. New words, families of words, and

expressions are listed at the end of the story for reference. The intermedi- -

ate students are en\,ouraged to add théir own new words and phraqés to
the lesson with their manaiatloris The students use more complex tenses

and language structures.
‘The teacher presents the first story and lists of related words and struc-

tures to a Beethoven piano concerto in much the same way as the begin-

ners’ dialog is read, followed by a shorter second rcadmb, this time to a

piece by BaCb_ The following days include reading, smgmgz discussions,
story telling, grammar and pronunciation games, and writing, all orches-
trated in a creative and playful fashion.

THINK (ING ABOUT THE EXPERIENCE

Let us now investigate D esug%stooedm in our usual fashior. FzrsL, we -

the

will list our observations. From these, we wL dttemfot to uncover
pri napleg of D\,SUC’C’@C'EODcha | o
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Among the posters hanging
around the room are several
containing grammatical
information.

3. The teacher speaks
confidently.

4 Theteacher gives the students
the impression that learning
the target language WIU be eaby

" and emovabfe B

m s bmgh and

TRV Cnnyend.

The teacher should recognize

"to the learning situation. She

Ltsamznlg

cilitated in a cheezf‘ul

N

Students can learn from what is
present in the environment, even if

heir atrention is not directed to I’t
ipheral learning’). o

e i
I
i (b
! A
peerd
) ?U

if students trust and respect the
teacher’s authority, they will
accept and retain information
better.

that learners bring certain :
psychological barriers with them '

should attempt to ‘desuggest’
these.

5 The students choose new
names and identities.

& The students mtroduce

Assuming a new identity enhances - |
students’ feeling of security and
allows them to be more open.
They feel less inhibited since their

.performance is really that of a

different person.

The dialog that the studen‘gsﬂl{_aam

themselves to the teacher

7 They play rhythmic
instruments as they sing a
song.

5 The teacher distributes a
lengthy handout to the class.
~ The title of the dialogis “To
want to is to be able to.”

L

contains Ianguacre they can use
immediately.

Songs are useful for “Ireeing the
speech muscles’ and evoking
positive emotions.

The teacher should integrate
indirect positive suggestions
(‘there is no limit to-what you can
do’) into the learning situation.
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9 ihe tcacher bneﬂjy mentions a

few pomts about Enffush
grammar and V{}co_bulafy
lhez,e are in bold print in'the
dialog

10 Thereare reproductions of
classical paintings thror._ghout
- the text.

11 In the left'column is the dialog

- in the target language. Inthe

right column is the native
language translation.

o
She oo

hF’ teaaher shouid present and
es:piam the grammarand
vocabulary, but not dwell on them.
The bold print allows the students’
' focus to shift from the whole text
ro the details before they return to:

_ the whole text again, The dynamic

Cinterplay between the whole zmd
the parts is impostant.

Fine art provides positive

suggestions for students.

One way that meaning is made
clear is through native language «« vw -

rranslacion.

12 The teacher reads the dialog
with a musical |
accompaqlmem She matches
her voice to.the rhythm and
intonation of the music.

e o 6 4 4wt ] that learning iseasy and

13 The teacher reads the scripta
second time as the students
listen. ThlS is done to dlrferent

. music.

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

pleasant. When there is a unity
~between Conscious anr‘

enhdnced.

A calm state, such as one
expenences when listening to 2
concert, is ideal for overcommg
'~ psychological barriers and for
taking advantage of leamng
potential.
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14 For bomewori{ the studsms
Care to rea% the dlalsﬁ' at mffht
and in the morning.

15 The teacher gives the students
hats to wear for the different

students take turns rcading
portions of the dialog.

16 The teacher tells the s,}tuden-ts
that they are auditioning for a

play.

17 'The teacher leads the class.in

At these t‘ﬂmes the d:s‘fmcnon
b&weem the conscions 2nd the

"“characters in the dialog, The

.much as possible into the teaching -

- The teacher should help the

subconscious is most blurred and,
therefore, learning can occur,

Dramatization is a particularly
valuable way of playfully

“activating the material. Fantasy
reduces barriers to learning.

The fine arts (music, art, and
drama) enable suggestions to
reach the subconscious. The arts
should, therefore, be integrated as -

pProcess.

_varlous activities involving the
dialog, for example, question-
and-answer, repetition, and
Lranslatlon

18 She teaches the students a

19 The teacher and students play
& question-and-answer game.

-

w—children’ssong. - linguistic material. Tt is desirable— - i

the teacher, they will reach this

Learning can be fun.

students ‘activate’ the material to -
which they have been exposed.
The means of doing this should be
varied so as to'avoid repetition as
much as possible. Novelty aids
acquisition.

Music and movement reinforce the . § |

that students achieve a state of
‘infantilization’ so that they will be
more open to learning. If they trust

state more easily, a =N

In an atmosphere of play, the .
conscious attention of the learner .}
does not focus on linguistic forms, -
but rather on using the Ianguage
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20 Thr: student makesan erroL bv ,‘Ez‘s‘:o s are corre cted GPﬂf‘y DO v
saying, ‘How youdo?” The - a direct, confroatauonal manier.
teacher corrects the errorin 2 |
soft voice.

?’{E"%‘"EE%@ %6 TL’EE ?RW@E?LL%

__ Le" s naw f@‘low our. usual procedue o’f reviewing Eha prmcipies o£ a
method by answezmw our ten questions.

: 1 %%ﬂﬁc:t are i‘he g@aﬁg of teachers who use @esmg@ﬁm edia? .

Teachers hope to accelerate the process by which students learn to'use
“'a foreign language for everyday communication. In order to do this,
more of the students’ mental powers must be tapped This is accom-

.. plished, by desugg%tmg the psychologlcai barriers learners bring with . .

J
the Ieari‘img situation and using technigues to activate the
]

paraconscious’ part of the mind, just beh} W the fali y-conscious r;ulud

) %Eéhdi is the mie of the teacher‘? Whai is the roie of ta e sfrudmis?

" The teacher is the authority in the classroom. In order for the method
to be successful, the students must trust and respect her, The students
~ will retain information better from someone in whom they have confi-
- idence since they will be more responswe to her ‘desuggesting’ their lim-
" {tdtions and siggesting how éasy it will be for them to succeed.
" Once the students trust the teacher, they can feel more secure. If they

feel secure, they can be more spontaneous and less inhibited.

3 %%ax’: are some chamcteristics of the teaching/leaming process?

A Desuggestopedm course is conducted in a classroom which is bright
and cheerful. Posters displaying grammatlcal information -about the
target Laﬂguagb are huﬂg around the room in or der to take advant Lage
of students’ peripheral learning. The posters are changed every few
weeks to create a sense of novelty in the environment. | |

Students select target language names and choose new occupations.
During the course they create Whole blographies to cro QIonv wﬁh their

© new identities. : SRR , ‘
" The texts students work, from are hapdouts containing lenthy
d 100\ faf: many as Rﬂﬂ words; in the tan_ge? Hﬁcuamﬁ— T“Jeff’ to the

ST - - - ul e T e T . S gl en e ek e 4 e e TE mme 6 e e e
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- dialog is a translation in the students’ native language. There are also
' some notes on vocabulary and grammar which correspond to bold-:
faceditems in the dialog, = - L e
The reacher presents the dialog during two concerts which comprise &

the first major phase {the receptive phase). In the first concert (the
‘active concert) the teacher reads the dialog, matching her voice to 2
the rhythm and pitch of the music. In this way, the “whole brain’

(both the left and the right hemispheres) of the students become acti- |

~roeimmie - Vated. The students-follow-the-target-language dialog-as-the teacherfd - -
- reads it out loud. They also check the translation. During the second.
concert (the passive concert), the students listen calmly while the §

teacher reads the dialog at a normal rate of speed. For Homework &

Lt
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the students read over the dialog just before they go to sleep, and again £
when they get up the next morning.
What follows is the second major phase (the activation phase), in &
~-which students engage in various activities designed to help them gain:
facility with the new material. The activities include dramatizations,
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© . ‘games, songs, and question-and-ansier exercises. | §
@ What Is the nature of student—teacher interaction? What is the nature ’g'j
of student-student interaction? — -
=
=3

) The teacher initiates interactions with the whole group of studentsand ¢
‘with individuals right from the beginning of a language course. -
Initially, the students can only respond nonverbally or with a few tar- &

get language words they have practiced. Later the students have more F

&
control of the target language and can respond more ap propriately‘and%
even initiate interaction themselves. %

r.;

o 5 How are the feelings of the students dealtwith? — —— o .

relaxed and confident, they will not need to try hard to learn the lan- :
guage. It will just come naturally and easily. - _) g
Itis considered important in this method that the psychological bar-
riers that students bring with them be desuggested. Indirect DOSILIVe
suggestions are made to enhance students’ self-confidence and to con- §
virce them that success is obtainable. - | . ‘
Students also choose target language names on the assumption fh?”?
4 new identity makes students feel more secure and rhus more open 10 -

learping. - o 5
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. Lahhuamf: 18 the ﬁrst of two pl;mec: in. the W _”p_la.ne process of com= . ..
munication. In the second plane are the factors which influence the
linguistic message. For example, the way one dresses or the nonverbal
behavior one uses affects how oné’s hl‘igUiStIC message is mterpreted

The culture which students learn concerns the everyday life of peo-
ple who speak the language. The use of the fine arts is also important

___in Desuggestopedic.classes. o .

7 %ﬁihg% areag of Eaﬁguaga are cmphasmea? Wha Ef‘ﬁgL ge skills are

By v g Fomr gy A
Eﬂpesaﬁiztu?

Vocabulary is emphasized. Clalms about the success of the method
" often focus on the large number of words that can be acquired.
* Grammar is dealt with explicitly but minimally. In fact, it is believed

' that students will léarn best if their conscious attention is focused not

on the famaage forms, but on using the langua age. The ‘paracon- = -

“scious’ mind will then absorb the imomstﬁ.c rules.

Speaking communicatively is emphasized. Students also read in the
target language (for example, dialogs) and write (for example, 1mag1~

TATiVE COMPOSITIOoNnS).

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

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

9 How is evaluation accomplished?

" Fvaluation usually is conducted on studems normal in-class per-
formance and not throucrh formal tests, which would threaten the
relaxed atmosphere con51dered essential for accelerated Iearnmv .....

10 How does the teacher respond to student errors? .

Errors are corrected gently, W}Zth the teacher using a soft volce.

-% VIEWING THE T CHNI QE.JE AND ﬂ»ﬁz ewggmwﬁ
SET-UP

Ity you. ﬁnd Desuggeatopeua s prmuples meaning crful yuu may want to try
 some Oit}m ollow ﬂgt@wp iques or to alter your classroom environment.
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could usefully adapt to your own te achmg sryie
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lassroom set-up

The challenge for the teacher is to create a classroom environment which
is bright and cheerful. This was accomplished in the classroom we visited
where the walls were decorated with scenes from a country where the tar-
get language is spoken. These conditions are not always possible. However,
“the teacher should fry to provide as positive an '.'é'ii_\fi'f'dh"ffiéﬁf"é spossibler Y

Pemhem& leaming

This technique is based upon the idea that we perceive much more in our
environment than that to which we consciously attend. It is claimed that,
by putting posters containing grammatical information about the target
language on the classroom walls, students will absorb the necessary facts
effortiessly. The teacher may or may not call attention to the posters.
~They are changed from time to time to provide grammatical mformatloﬂ
" that is appropriate to what the students are studying.

E;'a@:mve &ugges.ﬁmn__ . ' _

It.is the teacher’s responsibility to orchestrate the suggestive factors in a
learning situation, thereby helping students break down thé barriers to
learning that they bring with them. Teachers can do this through direct and
indirect means. Direct suggestlon appeals to the students’” consciousness: A
teacher tells students they are going to be successful. But indirect suggestion,
which appealsto the students’ subconscious, is actually the more powerful
of the two. For example, indirect suggestion was accomplished in the class ;
_lWeE v151ted through the choice of adialogentitled, ‘Towantroistobheablero” ||

Cheese a new Edenﬂw

course continues, the students havean op portunity to develop a Whole blog-
- raphy abqut their fictional selves. For instance, later onthey may be asked
to talk or write about their fictional hometown, childhood, and family.

Role play

Students are asked to pretend Lemporan[y that the: ey are someone else and
- to perform in the target Idnﬁuame as if they were that person.. ihev are’




ouan asked to create, thfif OWTL hnes Leievaq‘c to Lim sthanon Iri the
" we observed, the students were asked to praend thaL they were SOIH&O”IC
‘else'and to introduce meerlves dsthat person, |

et

' m’SE mm:eré {active e::m‘&:eﬁ}

~allow the students to focus on the f@rm of the Imgmsua messagaj ust J‘re

The two concerts are components of the receptive phc‘isé of the lesson.
After the teacher has introduced the story as related in the dialog and has

called.students’ attention to some particular grammatical points—that-

arise in it, she reads the dialog in the target language. The students have
c0pies of the dialog in the target Ianfmage and their native language and
refer to it as the teacher is reading. ‘

" Music is played. After a few minutes, the teacher begins a slow dra-
matic reading, synchronized in intonation with the music. The music is
classical; the early Romantic period is suggested. The teacher’s voice rises

and falls with the music.

© Second con {5‘:&133 vé ﬁmwﬁ.}

In the second phase, the students are asked to put their scripts aside. They
simply listen as the Lc—:a.,her reads the dialog at a normal rate of speed. The

group, sadly; the next, angrily; the last, cheerfully.

‘teacher is seated and reads with musical accompaniment. The content

governs the way the teacher reads the script, not the music, which is pre-
Classical or Barogie. At the conclusion of this concert, the class ends for

the day.

Primary activation

This Eechmque and the one that follows are components of the active

__phase of the lesson; The students playfully reread the target language dia- =

log out loud, as individuals or in groups. In the lesson we observed, three
groups of students read parts of the dialog in a particular manner: the first

Creative adaptation

The students engage in various activities designed to help them learn the
fhew material and wse it spontaneously Activities particularly recom-
- mended for this phase include singing, dancing, dramatizations, and

games. The important thing is that the activities are varied and do not.

COmmunram e infent.
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DG youl think siudents ¢an learn péripherally? Would it be UseFul for &
your students to develop a new target-ianguage identity? Would you con: 3
sider presenting new material thh a musical accompaniment? Are any of

e

E

tht connection, if any, can you make between Desuggestopedia andjg
your approach to teachmg> Does it make sense to you that when VOUr 5tu-4

dents are relaxed and comfortable, their learning will be facilitared? 4
Should the teacher’s role be one of being a respected and trusted author- !
ity? Should direct and indirect suggestions be used? Should learning be
made as enjoyable as possible? Which, if any, of the other principles of

Desuggestopedia do you accept?

)

the activities of the activation phase of use to you?

ACTIVITIES

A %eckyﬁur tmder nding’ of D esag estopedia.

. i r o .
What are some of the wny“ that direct positive suggestion

ent in the lesson? Indirect positive suggestions?

aﬂmﬁ&%ﬁ@

iy 'i""?f £

b

A

B Apply what you have understood about Desuggestopedia.

1 Most teachers do not have control of the classrooms in which they

teach. This does not mean that they cannot provide an environment

~ designed to reduce the barriers their students bring with them, how-:
ever, Can you think of ways that you might do this?

2 Make a list of ten grammatical points about the target language that |
- you WOUId want to dlsplay on posters to encourage beamnmg stu—“"‘?f -

dents’ peripheral learning.
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The method we will 2=xamine in this chapter advises teachers to consider

their students as ‘whole persons.” Whole-person learning means that
teachers consider not only their students’ intellect, but also have some
understanding of the relationship among students’ feelings, physical reac-
tions, instinctive - protective reactions, and desire to learn. The

| Community Language Learning Method takes its principles from the

more general Counseling-Learning approach developed by Charles A.
Curran. Curran studied adult learning for many years. He was also influ-

“renced by Carl Rogets” humanistic psychology (Régérs 1951; Browi

1994), and he found that adults often feel _thr'éaitene:d by a new learning
situation. They are threatened by the change inherent in learning and by

with the fears of students'is for teachers to become Jangnage counselors.’
A langnage counselor does not mean someone trained in psychology; it
means someone who is a skillful understander of the struggle students
face as they attempt to internalize another language. The teacher who can
understand’ can indicate his acceptance of the student. By understanding
students’ fears and being sensitive to them, he can help students overcome
their negative feclings and turn them into positive energy to further their

~ learning, e

Let us see how Curran’s ideas are put'into practice in the Community
Language Learning Method. We will observe a class in private language

istitute in Indonesia, Most of the students work during the day and . .-

‘come for language instruction in the evening. The class meets two

evenings a week for two hours a session. This is the first class.

EXPERIENCE
The students érrive and take their seats. The chairs are in a circle around

t®acher introduces himself and has the students introduce themselves, In

2 table that has a tape recorder on it. Afrér greeting the students, the

S




“Indonesian, hetells the students what they will be doing thatevening: Thej

~sionwill be tape-recorded, and afrerward, they will create a.written forn

- "Fhe teacher translates, Gond-:r i After a little confusionwith the switc

are going to have a conversation in English with his help. The conversa

of the conversation—a transcript. He tells the class the rést of the evening

“will be spent doing various activities with the language on the transcripti
He then explains how the students are to have the conversation. %

“Whenever one of you would like to say something, raise your handg

i)

2nd Twill come behind you. I will not be a participant in the conversation
.except..tohelp._.you._s_ayfiiL_E_nghSh__Wha‘i_:{.@u_"v’.\i%:f_iifYQ_..E,%X.__._S%Y-E@EE,}E ]
wwant to.say in Indonesian; I will give you the English translation. I wil
give you the translation in phrases, or “chunks.” Record only the chunksi]
one at a time. After the conversation, when we listen to the fecerdfn_g‘
your sentence will sound whole. Only your voices in English will be on
the tape. Since this is your first English conversation, you may want to
keep it simple. We have ten minutes for this activity. | oo

~ No one speaks at first. Then a young woman raises her hand. TheZ
teacher walks to her chair. He stands behind her. ‘Selamat sore,’ she saysi

on the microphone, she puts ‘Good’ on the tape and turns the switch off}
The teacher then gives, ‘evening,” and she tries to say ‘evening’ in they

microphone but only gets out ‘eve ... . The teacher says again in a cleard

and warm voice, somewhat exaggerating the word, ‘Eve ... ning.’” Thel
woman tries again. She shows some signs of her discomfort with thes!
experience, but she succeeds in putting the whole word ‘evening’ on to thedl

recording.

‘Another student raises his hand. The teacher walks to him and stand
behind his chair. ‘Selamat sorey the second student says to the first st
dent. ‘Apa Kabar?’ he asks of a third. The teaches, already sensing thi
thig student is a bit more secure, gives the entire translation, ‘Go
“evening.” “GoO devening; thestudent's ays, putting the phrase-om the tap
‘FHow are you?’ the teacher continues. ‘How ... )’ the student says into the:
miicrophone, then turns, obviously seeking help for the rest of the phras

The teacher, realizing he needed to give smaller chunks, repeats €ac
word separately. ‘How,” repeats the teacher. ‘How,’ says the student int
the microphone. ‘Are,” repeats the teacher. ‘Are,’ the student says. You
completes the teacher. “You,” the student records. | L
The student to whom the question was directed raises his hand and th
teacher stands behind him. ‘Kabar baik. Terima Kasih,’ he respond
“Fine,” the teacher says. “Fine,’ the student records. “Thank you,” tf
_teacher complétes. “Thank you,’ the student confidently puts on the tap
A fourth students asks of another ‘Nama saudara siapad’ The teache




steps behind her and says, ‘What's ... your ... name?’ pausing after each

- Student says he, too, has not learned any English; he was just involved in

“teacher then annotinces THAT they iave five minutes left. Diiring this time

- Versation, each student around the table records some English utterance

N L T

word to give the student time to put her question successfully on the tape.
The other student replies, ‘Nama saya Saleb.” ‘My name is Saleh,’ the

teacher says in English. ‘Apa kabar?’ another student asks Saleh. ‘How

are you?’ the teacher translates. ‘Saya tidak sebat,” Saleh answers. ‘I am

not well,” the teacher translates. ‘Mengapa?” asks another student “Why?’

says the teacher. ‘Sebab kepala saya pusing,” Saleh replies. ‘Because I have

a headache,’ transiates the teacher. Each of these English utterances is

recorded in the manner of the earlier ones, the teacher trying to be sensi-

tive to what size chunk each student can handle with confidence. The

the students ask questions like why someone is studying English, what
Someone does for a living, and what someone’s hobbies are. In this con-

onthe tape. _, _

After the conversation has ended, the teacher sits it the circle and asks
the students in Indonesian how they feel about the experience. One stu-
dent says that he does not remember any of the English he has just heard.
The teacher accepts what he says and responds, ‘You have a coneern that
You haven’r learned any. English.” The students says, “Yes.’ Another

the conversation. The teacher acCepts this comment and replies, ‘Your

m e s ven tes e SR e wL e e B w e Reeae Ee e WOE B e g me e e o s ey T B
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~opportunity to learn the English words—that he does not expect them to

_to your voices in English. The students listen. | OK, 2 theteacher says.-T-

~attention was on the conver sation, ot On the ;_nghsn ‘Another student

—_be time for copying. later, if notin this.class session, thenin the next.

says that she does not mind the fact that she cannot remember any
. English; she hasenjoyed the conversation. The te acher. accepts-her-comr
ment and reassures her and all the students that they will yet have an.

remember the English phrases at this time. “Would anyone else like to say
anything?’ the teacher asks. Since there is silence, the teacher continues,

‘OX,, then. Let’s listen to your conversation. I'will play the tape. Just listen.

am going to play the tape again and stop itat the end of each sentence. See
if you canrecall what you said, and say it again in Indonesian to be sure that
everyone understands what was said. If you can’t recall your own sen-
tence, we can alt help out.” They have no trouble recalling what was said.
‘Next the teacher asks them to move their chairs into a semicircle and to
Wafch 25 he writes the conversation on the blackboard. The teacher asksif
anyone would like to operate the tape recorder and stop itat the endofeach
sentence. No one volunteers, so the teacher operafes it “himself. The teacher |
then writes line by line; ‘numbering cach English sentence.'One student
~asks if he can copy the sentences. The teacher asks him to stay focused on
' the words being writtern up at this point and reassures him that there will

£33 LAAN LaJA L

The teacher writes all the English sentences. Before going back to put in

Y




-the Indonesian equivalents, he quietly underlines the first English word
and then pauses, He asks the students to give the Indonesian equivalents. o
-+ -Smce no one volunteers the meaning, after a few seconds e wiites the figs - i
cral Indonesian translation. He continues this way until all the sentences
are translated, leaving our any unnecessary repetition. '

Next, the teacher tells the students to sit back and relax as he reads the
transcript of the English conversation. He reads it three times, varying the
student task each time, The first time, students just listen. The next time

~—they close their eyes—and- listen—The-last time they silently moath the
words as-the teacher reads the conversation. .

For the next activity, the ‘Human Computer,’™ the students are told in
a warm manneg, ‘For the next five to ten minutes I am going to turn into a
“human computer” for you. You may use me to practice the pronuncia-
tion of any English word or phrase or entire sentence on the transcript.
Raise your hand and I'll come behind you. Then you say either the sen-
tence number or the word in English or Indonesian you want to practice.

As the computer T am programmed to give back only correct English, so
“you will have to listen carefully to'see if what you say matches what Tam
saying. You may repeat the word, phrase, or sentence as many times as
you want. I will stop only when you stop. You control me; you turn the
——computer vmand off; | '

A student raises his hand and says, “Thank you.’ He has trouble with
the sound at the beginning of ‘thank.’ The teacher repeats the phrase after
himand the studentsays it again. The teacher repeats it. Three more times
the student starts the computer by saying, “Thank you.” After the teacher
has said it for the third time, the student stops, which in turn stops the
computer.

Another student raises his hand and says, “What do you do?’ a question

o ,5;,9@__t1}§_££&3££ip.§! Ag ain:jhe‘wteacher...m.'o.v.e s _behind the student.and._.. 1
Tepeats the question the student has chosen to practice. The student
‘Works on this question several times just as the first student did. Several
- others practice saying some part of the transcriptin a similar manner.

The teacher then asks the students to work in groups of three to create
few sentences based upon the words and phrases of the transcript. Each
group writes its sentences down. The teacher walks from group to group
t help. The first group writes the sentence “Adik not work in a bank.” The
teacher gives the correct sentence to the group: ‘Adik does not WOfk mra
bank. The second group writes “What is my name?’ ‘0K, says t;he o

teacher, Afrer the teacher finishes helping the group, each group ff_fads its
*Sentences to the class. . S

The teacher replays the tape two times more while the students.
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i For the next two classes-the teacher decides-to have the students.con-

Fmaﬂy the i:eécher tel ls the class Ehby hcﬂf{i tenn m*nutes left in the ses- 8
sior. He asks them to tfalk about the eXperience. they have had that-
-evening; their Enghish, andfor their learning process. As studentsrespond, =
' the teacher listens carefully and reflects back to the studems insuchaway 2
that each feels he or she has been under rstood. Most of the students are -
- posifive about the experience, one student saying that it is the first time - -
she has felt so comfortable in a beginning language class. ‘I now think I 2
can learn English,” she says. o

tinue to wozk with the conversation they created. Some of the activities
are as follows:

1 The teacher selects the verb ‘be’ from the tmnscnpﬁ: and together he and
the students conjugate it for person and number in the present tense.
They do the same for the verb ‘do’ and for the regular verb work.’

2 The students work in small groups to make sentences with the new -
forms. be’y share the senterices they have created with the rest of the
‘_QEESS f‘f_-"""':'-"“' J:'.;ﬂ-‘, ST T e i;:'."f-' I T e Caeperoe I 1 - -

3 Students take turns reading the trcmscnpt one student reading the
‘English and another reading the Indonesian. They have an opportunity

sice
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to-work on their English pronunciation-again as aswell

e

The teacher puts a picture of a person on the blackboard and the stu-
dents ask questions of that person as if they have just met him.

5 The students reconsfruct the conversation they have created.

6 They create 4 n€w d1alog usmg words they have Ieamed to say durmg -
their conversatlon o

ofin

When they finish these activities, the class has another conversation,
records it, and uses the new transcript as the basis for subsequpnt actmtles

?HE%KEE@@ ﬁt@@ﬂjs T%ﬁE EK?EREE%@E

Let us now turn our attention to anzlyzing what we saw. On the left, we
can list our obsetvations, and on the: right we can list the principles W&~
derwe from our observaticns.

@E}%W&h@m S - Principles
1 The teacher greets the students, Building a rela lO_LJ_Sh‘IP with and
" introduces himself; and has the  among stud s is very 1mportaﬂf

stLdentS introduce LhPmSCIVE‘S
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7 Students are invited to talk

g

Observations
_?Rhf:._.tea..ch_ég:.,tells,_the;.zs_tud,aﬁ!ts"
“évening. He explains the
procedure of the first activity

and sets a time limit.

3 Smaents have a conversa‘uon

4 The teacher stands behind the
“students.

what they are going to do that

Principles

- Any new Iearnmg expemence can
be threatening. When students
have an idea of what will happen

in each activity, they often feel

more secure. People learn non-
~defensively when they feel secure.

Language is for commumcatzon

The superior knowledge and power
of the teacher can be threatening.
if the teacher does not remain in
the front of the classroom, the
threat is reduced and the students’
learning is facilitated. Also this

~ fosters interaction among students, . . . .

rather than from student to teacher.

The teacher should be sensitive to

S The teacher translates-what
the students want to say in
.chunks.

6 The teacher tells them that
they have only a few minutes

remaining for the conversation.

about how they felt during the
conversation.

8 The teacher accepts what 6ach_

student says.

e S MR e ARSI R T G e Ba R s e ShoAese RS S S 40 we S Je giebe dnn

“Teacher and stadentsare whole

students’ level of confidence and
give them just what they need to
be successful.

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

persons. Sharing about their
- learning experience allOWS

another and to build community.

Guided by the knowledge that each o
learner is unique, the teacher creates

an accepting atmosphere Learners

feel free to lower their defenses

and the learning experience

hecomes less threatening. .
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9 The teacher uqd@rﬂmﬁds what
the studems say.

10 The sLudeﬂts Iisteﬂ to the rape
and give the Indonesian
translation.

The teacher ceunsela the S‘ElePn

‘The students’ native language is

_known to the unknown. Students

He does not offer advice, but
rather shows them tha hc is reahj}
hstenmg to them and understands
what they are saying. By "
understanding how students feel,’
the teacher can help students gam
insights into their own Jearning
process as well as transform their
negative feelings, which might
otherwise block their learning.

used to make the meaning clear
and to build a bridge from the

feel more secure when they
understand everything,

11 The teacher asks the students
to form a semiicircle in front of
the blackboard so they can see
easily. |

12 The teacher reassures the

e students-that they will-have ———

time later on.to copy the
sentences.”
13 The téather asks the students
- togive the Indonesian
equivalents as he points to
different phrases inthe -
~ transcript. He points to the
first phrase and pauses; if no.

~one volunteers the meamng, h\, 7

Writes it himself

initiative and independence, but
“does not let students flounder in .

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

Learning at the beginning stages is
~facilitated if students-attend to-one—
task at a time.

The teachér encourages student

uncomfortable silences.




~ Observations

M

15

The teacher reads the
transcript three times. The
students relax and listen.,

In the Human \_Jo:n_pute““’f
activity, the students choose

practice pronouncing; the

‘teacher, following the student’s

lead, repeats the phrase until
- the learner is satisfied and
stops.

16

The students learn to listen
carefully to see if what they say
matches what the teacher is
saying.

Principles

in order to learn.

JLLi et

Students need quiet reflection time 4

s learn best when they have
~ a choice in what they practice.

 which phrase they wantto _ Students develop an inner wisdom.

about where they rieed ro werk If.

students feel in control, they'can
take more responmblht} for their
own learning,

Students need to learn to .
discriminate, for example, in

differences among the target
language forms.

- percetving the similarities and o o0 s e

18

15

The teacher corrects by
repeating correctly the sentence

students can begin to

learn from each other as well as

“the teacher. Coopeération, not

competition, is encouraged.

feel a sense of community and can

The teacher should work in a non-

threatening way with what the

the students have created.

The students read their

sentences to the other

20

more Limes while the studems -
hstrln -

members of the class.

The teacher plays the tape two

learner has produced.

the class members builds trust and

can help to reduce the threat of the

new learning situation.

Learning tends not to take place

when the material is too new or,
conversely, too familiar Retention
will best take place somewhere in

between novelty and familiarity.
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' Observatiens~~» .~ Principles.

.21, The students age once again... .. .Inaddition to reflecting on the
invited to talk about the Janguage, students reflect on what
expérience they have had that  they have experienced. In this way,’
evening. ; ~ they have an opportunity to learn |
: | about the language, theirown

learning, and how to learn from
one another in community,

22 Other activities with the In the beginning stages, the )
transcript of the first ' “syllabus’ is generated primarily by - -
conversation occur. Then, the the students. Students are more
learners have 2 new willing to learn when they have
conversatiorn. created the material themselves.

Iet us now review the principles of the Community Language Learning
Method. In answering our fen questions, some additional information
about the method will also be provided. B

1 What are the goals of teachers who use the Community | anguage
Leaming Method?

Teachers who use the Community Language Learning Method want

* their students to learn how to use the target language communicatively. -

In addition, they want their students to learn about their own learning, -}
to take increasing responsibility for it, and to learn how to learn from j:

one anothes. All of these objectives can be accomplished in a nondefen-"
sive manner if a teacher and learner(s) treat each other as whole per- |
-~ sons, valuing both thoughts and feelings.. -~~~ . E

. 2 What is the role of the teacher? What is the rele of the studenis?

The teacher’s initial role is primarily that of a counselor. This does not.
mean that the teacher is a therapist, or that the teacher does no _teaCh“ -
ing. Rather, it means that the teacherrecognizes how threateninga ne# .
learning situation can be for adult learners, so he skillfully understands
~and supports his stu dents in their struggle to master the taggé_t' lan-" .

- guage.




- mmahy the Iaamers are very aepbndem upon 3 the teacher lt s rec-
ognized, however, that as the learners continue to study, they become
- Indrea S'Fg‘y independent. Community Language Learning meéthodol- ..

ogists have identified five stages in this movement from dependency to
mutual interdependency with the teacher. In Stages [, I, and III, the
teacher focuses not only on the language but also on being supportive
of learners in their learning process. In Stage IV, because of the students’
greater security in the language and readiness to benefit from correc-

- tions, the teachercan focus more-om-aceuracy:-Ieshould-be noted that - ————
accuracy is always 2 focus even in the first three stages; however, it is
subordinated to fluency. The reverse is true in Stages [V and V.

'3 What are some characteristics of the teaching/leaming process?

~ In a beginning class, which is what we observed, students typically
have a conversation using their native language. The teacher helps
them express what they want to say by giving them the target lan-
. guage translation in chunks. These chunks are recorded, and when.. ., ..
they are. replayed, it sounds like a tairly fluid converSation. Later, a
transcript is made of the conversation, and native language equiva-
lents are written beneath the target language words. The transcrip- )
tion of the convérsation becomes a ‘text’ with which students work.
Various activiries are conducted {for example, examination of a
grammar point, working on pronunciation of a particular phrase, or .
creating new sentences with words from the transcript) that allow
students to further explore the language they have generated. During
the course of the lesson, students are invited to say how they feel, and
in return the teacher understands them.

According to Curran, there are six elements necessary for nonde-

e fensive Tearmimp - The first of these is security. Next is aggiession; by~

which Curran means that students should be given an opportunity to
assert themselves be activ‘ely invo lved and invest themselves in the

observed was for stqdents to conduct their own conversation. The
third element is attention. One of the skills necessary in learning a sec-
ond or foreign language is to be able to attend to many factors simul-
taneously. To make this skill easier to learn, especially at the
beginning of the learning process, the teacher helps to narrow the
scope of attention. 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 wanted them to att end to what he was writing and
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“to add what translation they may have recalled in order to comiplete
~the transcript. o | |
. The fourth element, reflection; occurred in two-different ways

our lessonn, The first was when the students reflected on the language
_crimination, sorting out the differencesamong targetlangua ge IOLmS . -

. \hat is the nature of student-teacher interaction? Whatlis the nature
of student-student interaction? | o

The nature of student-teacher interaction in the Commumity:.

versation. At these times

' A1l
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as the teacher read the transcript three times. The second was when
students were invited to stop and consider the active experience they "
were having. Retention is the fifth element, the integration of the new
material that takes place within the whole self. The last element is dis-

We saw this element when.th= srudents were asked to listen to the
Human Computer™ and attempt to match their pronunciation to the

computers.

‘Method changes within the lesson and over time.
: - . . . i oot T
L

%)
[£p]

ents are assertive, .
d 1. ) , the teacher facilitates their ability to
themselves in the target language. He physically removes himself *

a
Xpre

“comment carefully. By showing students he understands how t1¢

“from the circle, thereby encouraging students to interact with one'_;_

~well as their interaction with the teacher. A spirit of cooperation, 00
competition, can prevail. : ‘ '

- Responding to the students’ feelings is considered very important!
Counseling-Learning. One regular activity is inviting student;

another. At other times in the lesson, the teacher is very obviously in -
charge and providing direction. At all times initially, the teacher
structures the class; at later stages, the students may-assume more
respénsibility for this. As Rardin and Tranel (1988) have observec_iz,r'

the Ccl),mmunity Language Learning Method -is neither student:
centered, nor teacher-centered, but rather teaCher—student'—cen'tersd;f_

with both being decision-makers in the class. B
__Building a relationship with and among students isvery important:
In a trusting relationship, any debilitating anxiety that ’studmts'_ft’%fil’
can be reduced, thereby helping students to stay open to the learning
process. Students can learn from their interaction with each other as.

Hﬁ?ﬁ' ;a"z’e; the feelings of the students dealt with?

s 1!
comment on how they feel. The teacher listens and responds to-€ach

I T T T I A I T O L
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- feel, the reacher can help them overcome negative feelings that might
otherwise block their learning. . | | o

© 7 ‘Student security in this lesson ‘was provided for in a number of
ways. Some of these were the teacher’suse of the students’ native lan-
guage, telling students precisely what they would be doing during the
lessor, respecting established time limits, giving students only as much
language at a time as they could handle, and taking responsibility for
clearly structuring activities in the most appropriate way. Whilesecu-

T Eity 152 bagic element of the learning process, the way in which it is
_ provided will change depénding upon the stage of the learner

6 How is language viewed? How is culture viewed?

- Language is for communication. Curran writes that ‘learning is per-
sons,” meaning that both teacher and students work at building trust
in one another and the learning process. At the beginning of the
process, the focus is on ‘sharing and belonging between persons
- ethroughe the language tasks: Their thé Tocus shifts more to the rarget
langrage which becomes the group’s individual and shared identity.
Curran also believes that in this kind of supportive learning process,
. AM??fIaggfuarge-wbéeemesw%hemm'eansﬂforfdevelopingf*‘creat'rve“'afrrd‘cr‘it‘itai
thinking. Culture is an integral part of language learning. |

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

In the early stages, typically the students generate the material since
they decide what they want to be able to say in the target language.
Later on, after students feel more secure, the teacher might prepare |
~——specific-materials-or-work with-published textbooks- T
| Particular grammar points, pronunciation patterns, and vocabulary

are worked with, based on the language the students have generated.

- The mostimportant skills are understanding and speaking the language
at the beginning, with reinforcement through reading and writing. ~

M i cov

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

Students’ security is initially enhanced by using their. native Ianguage
"The purpose of using the native language is to provzdeabndgefrom ,_
the familiar to the unfamiliar. Where.possible, literal native language
| efuivalents are given to the target _langu_age WOEdS th;i_?.hh%%f?:_;bjgf?nﬂ
transcribed. This makes their meaning clear and allows stadents to*

1+ 4l
4
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{:Ombme the target Ianguaﬁe words in dnrerenﬁ Wayg to create new _
sentences. Directions in class and sessions duzmg which deentsgé '

~express their feelings and are understood are conducted inthe wad

language. In later stages, of course, more and more of the target lan

guage can be used. By the tire students are in Stages Il and IV, their &
conversations have few native language words and phrases. In a class

‘where the students speak a variety of native langrages, conversation

take pldce right from the start in the target language. Meaning i

e === made-clear imother ways'*with- pantomirne; pictures gnd the use of -
target language synonyms; for example. :

9 How is evaluation accomplished?

Although no particular-mode of evaluation is prescribed in the_
Community Langnage Learning Method, whatever evaluation is con-
ducted should be in keepmg with the principles of the method. If, for.

~ example, the school requires that the students take a'test at the end of
- a course; then the teacher-would see to it that the students are- aﬁp
‘quately prepared for takmg it. ‘
- Also, a teacher-made classroom test would likely be more of an
integrative test than a discrete-point cne. Students would be askedto
write a paragraph of be given an oral interview, rather than bemb .
asked to answer 2 question which deals with only one point of lan:
guage at a time. {Compare this with the evaluation procedures for thé
Audio-Lingual Method.) ' __

Finally, it is likely that teachers would encourage their students to

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

théir own progress.

40 '“H@wﬁ@es“ﬁ:ﬁ eteacher respond-to student errors?

Teachers should work with what the learner has produced in a no%
-.-t:hreatemng way. One way of doing this is for the teacher to repeal
‘correctly what the student has said incorrectly, without calling further

attention to'the error. Techniques depend on where the students are

the five-stage learning process, but are consistent with sustaining
erectful nondefensive felatzenshm between teacher and SLLdaql

'"-,Ewmwgﬁi@ THE TECHNIQUES

".'.;'We wﬂ réview the tr:-chmques descmbed 1L th lessona |
'mos e detail. You may have agrpad with some’or all of the answers t0 &

e




- ten questions and might like to try to incorporate some 0f these tech-

niques into your own approach to foreign language ’reachmg Of course,

‘there also may.be techniques you are cuerently using that can be adapted .

so that they are consistent with the whole-person approach we have
plored here. |

Tape E‘ee’ds‘dmg student conversation

This is a rechnique used to record student- gemerated language as well 2s

glve ‘the opportunity for community learning €6 come abott. By gwmg""
students the choice about what to say and when to say it, students are ina”

good position to take responsibility for their own learning. Students are

- asked to have a conversation using their native language as the common
language of the sroup. In multi-lingual groups, other means will have to

o ] g g p 2 _

" be employed. For instance, students can use gestures to get their meaning

; b g o

across. After each native language utterance or use of a gesture, the

teacher translates what the student says or acts out into the target lan-
. guage. The teacher, gives the students the target. }anpuage trapslation in. . .
““““““““““ S I R ST S T RS .__..,,..,.,..,..;.-.J,. e .
dyyi UPleLC SJ.LCU. L—U.U.IiKb AL Lllullﬂ L'D 1CLU1U_CU. ELVLiE SLUUCEHILS o 1111
tape recording with only the target language on it.
After a conversation has been recorded it can be replayed Since

——-tonversation, e e S

the students had a choice in what they Wanted to say in the original
conversation, it is easier for them to associate meaning with a particular
target language utterance. Being able to recall the meaning of almost
everything said in a first conversation is motivating for learners. The
recording can also be used to simply listen to their voices in the target
Ianguage .

Recording student conversation works best with twelve or fewer st~
dents. In a larger class, students can take turns being the ones to have the

Trangeﬂpﬂm

versation. Each student is given the opportumty to translate his or her
Utterances and the teacher writes the native language equivalent beneath
the target language words. Students can copy the transcript after it has
been completely written on the blackboard or on large, poster-sized .
- Paper, or the teacher may provide thera with @ copy. The transcript pro-
vides a basis for future activities. If poster-sized paper Is used, the tran-
SCript can be put up in the classroont for later refelence and for the -

pufPOSE Of [cr easmg student security. -

S M ke e g ca ate e e ke e e dn el Gm e e e e e e T hn m wme o TR e el
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The teacher Lakes tlme durms EDCUOI‘ az‘ter the various activities to §
“the stiidents the opportunity to £ eflect on how they feel about the E
guage learning experience, themselves as learners, and their reiatzonsg
with one another As students give their reactions, the teacher LRdE
‘stands them—shows that he has listened carefully by giving an ap Erop%
ate understanding response to what the student has said. He does ng
- repeat what the learner says, but rather shows that he understands i
“essence. You may “wish to retarn to the lesson we observed where th‘m
teacher understood the students’ reactions to their conversation. Suc
responses can encourage students to think about their unigue engag

merit with the language, the activities, the teacher, and the other Studen ;
strenc*ehenmg their independent learning.

sﬁs

3

Reflective listening

~ The students relax and listen to their own voices speakmg the target lan~

o eyage-on the tape Another possible technique is for the reacher {0 e

the transcript while the students simply listen, with their eyes open of

shut. A third possibility is for the students to mouth the words as tbe

" teacherreadsthe transcript. —

Human Cempmer"’#

A student chooses some part of the transcript to practice pron_ouncmg

She is ‘in control’ of the teacher when she tries to say the word or phrase:
- The teacher, following the student’s lead, repeats the phrase as often
the student wants to practice it. The teacher does not correct the student 5 -
mispronunciation in any way. It is through the teacher’s consistent man-
ner.of repeating the word-orphrase clearly thatthe-student- self~cerrect8 b
as he or she tries to imitate the teacher’s model. h

: Sma&i group tasks

The small groups.in the class we observed were asked to make new Sﬁﬂ“’"i_‘;

tences with the words on the transcript. Afterward, the groups shared the

- sentences ihey made with the rest of the class. Later in the week, sLudenfs
working in pairs made sentences with the different verb conj fugations.

‘There are a lot of different activities that could occur with students:

| workmg in small groups. Teachers who use small group actmtles believe

a ,studems can learn from each other and can getmore practzcs with thetar

| get language by Workmg in small groups. Also, small groups allow. Stz



~dents to get to know each other better, This can lead to the development
- of a community ariong class members. | o

CONCLUSION

As indicated early in this chapter, the particular class that we observed
represents a first lesson of what is considered a Stage I experience in the
Community Language Learning Method. The principles we have drawn
_from it can alsa be seen in Stage If, I, [V.and V. relationships;although ————— —-
they will be implemented in different ways in order to respond appropzi- - -
ately to learner growth.
The two most basic principles which underlie the kind of learning that
can take place in the Community Language Learning Method are
summed up in the following phrases: (1) “Learning is persons,” which
means that whole-person learning of another language takes place best in
a relationship of trust, support, and cooperation between teacher and
students and among stude*zts and (2) ‘Learning is dynarmc and crea_nve
*which méaristhatlearingis a liviig and deveiopmental procesgr T e e
Do you agree with these two basic principles? Do you believe that 2
teacher should adopt the role’of a counselor, as Curran uses the term?
--Should the developmentof —a-community-be-encouraged? Do~ yo&dchmi\——---""--'-“--"—
that students should be given the opportunity for, in EJ.fECtj creating part
of their own syllabus? Which of these or any other principles is compat1-
ble with your personal approach to teaching?
Do you think you could use the techmque of tape recording your stu-
dents’ conversation? Should you give your students an opportunity to
reflect on their experience? Can you use the Human Computer™? Which

of the other techmques can you see adapting to your teaching style?

AC“EVZTEES

A Check vour understanding of the ﬁemmmsty Language Leammg &%eﬂmé o

1 Curran says there are six elements of nondefensive learning: security, -
aggression, attention, reflection, retention, and discrimination. Some -
of the ways these were mamfest in our lesson were pointed out in

- answer to questions 3 and 5. Can you find any other examples of these

~inthe class we observed? |

: 2‘ Curran claims learners pass throucrh five stages ot learning as they go-

trom being a beginning Iarrghace learner to an advanced language




learmer. -As they e peszeuce theqe stages, they change from K"
dependent on the teacher to being murually mterdepmdem msz
teacher. Can yosi see how these students are dependent on the tea.

now? Can you find anything in the class we obse*ved that encour}
learner independence?

Luatel] &":ﬁ.!mmv\r.

B Apply what you have understood zbout the Community Language:
Leaming Method. |

1 Have some studeiits tape-recort a Conversation with your helpas,
~ language counselor. Tell them to record only the target language. :

you have completed the conversation, tbmk of five different activie

to help them process and review the target language conversation tﬁ

have created while being consistent with the principles of the Co

rmunity Lancruage Learning Method.

g Hﬁ ;wrﬁ*w e

T
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Try teaching a lesson as you norm ailv do but think of your studentéﬁ

~ a whole-person way, if this is a new idea to you Does thlS change € ﬁ;
L WAY FOUWOIK?. Ef soytherhow? i v a B T
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4 INTRODUCTIOR

“Eet us first consider a general apm‘oac’ﬂ to foreign language instruction
which has been named ‘the Comprehension Approach.” It is called this
because of the importance it gives to listening comprehension. Most of

language from the first day. In the 1960s and 1970s research gave rise to
the hypothesis that language learning should start first with understand-
ing and later proceed to production (Winitz 1981). After the learner

LW EL

fect, but gradually speech will become more-_target—hke. Notice that this s
exactly how an infant acquires its native la ﬁguage A baby Qpendc many

_internalizes an extensive map of hew the target language works, ﬂpeaktqo ‘

the other methods we have looked at have students speaking the target

ERR I

e T

‘will appear pnqtﬂpeowlv Of course, the studént’s speech will not be per-

months listéming to the people around it [Ong DEfore it €Ver says a word,
The child has the time to try to mzke sense out of the sounds it hears. No
one tells the baby that it must speak. The child chooses to speak when it 1s
ready to do so. |

There are several methods being practiced today that have in common
an attempt to apply these observations to foreign language instruction.
One such method is Krashen and Terrell’s Natural Approach. The Nat-
ural Approach shares certain features with the Direct Method, which we

. ——txamined.in Chapter.3. Emphasisis placed on students’ developing basic

communication skills and vocabulary through their receiving meaningful
exposure to the target language. The students listen to the teacher using
- the target language communicatively from the beginning of instruction.
They do not speak at first. The teacher helps her students to uﬁderstand
hEE b‘f usin 18 1 ﬁlctufes and nm‘gs;oﬂgi wordq in the StLdE"lts native lan-
guage and by being as expressive as possible. It is thought that if the
teacher uses Janguage that is just in advance of students’ current level of
. Proficiency, while making sure that her input is comprahenslblﬁ acquisi- ‘,
1on will ¢ rurally.’ Creating 2 ‘low aifCCTLVE Alter isalso a con- |
chat is met whert there is a good classroom
' seh cormd nce is,
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"tb:das-téd% The filtet is kept low as well by the fact that students are « "

- on the spot to speak; they speak when ahey are zeady to do so.

A.Lj.lut:_:.\.—J‘_ X 1sth3u LJ..La.L LJLLS W J.Lh.[il LhC RO PlCllCﬂQL(_}li f‘lppf{

Wlmtz and Reed’s self-instructional program and Winitz’® The
ables. In this method, students listen to tape-recorded words, pl
and sentences while they look at accompanying pictures. The mear
the utterance is clear from the context the picture provides. The sti
are asked to respond in seme way, such as pointing to each picture |
o —.._described, to.show.that they understand the language to-which {hé i
. listening, bl.l!_ they do not speak. Stories illustrated by pictures a:e
used as a device to convey abstract meaning. :
A new method, called the Lexical Approach, also firs within the (
prehensmﬂ Appmach Developed by Michael Lewis; the Lexical Appﬂ
is less concerned with student production and more concerned thag
dents receive abundant comprehensible input. EQpecmHy at lower les
teachers talk extensively to their students, while requiring little or nof
bal response from therm. Instead, students are given exercises and acf
oties which ralse’ thelr ‘atvaréiness abott lexical features "of tHe tay
language. In particular, students are encouraged to notice multi- word
ical-items such as ‘I see what you mean’ and “Take your time. There’sy

sy, ki

mmmnmw“““

'_'_Wf,___hufry. In this way, the phrasal lex 1ce&e§studeq{s can- b&éevelopﬁd
" A fourth method, James Asher’s Total Physical Response (TPR), is
one we will examine in detail here in Order to see how the principles of t}
Comprehension Approach are put into practice. On the basis of
research, Asher reasoned that the fastest, least stressful way to achle
understanding of any target language is to follow directions uttered
the instructor {without native language translation). We will learn a abol
TPR through our usual way of observing a class in which it is being used
The class is located in Sweden. It is 2 beginning class for thirty Grade

LSS it 21
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%mmm

“stidénts. They stuc?y English for one class period three times a week.

'EXP’EREEE‘@CE """" o

We follow the teacher-as she enters the room and we take a seat in the‘%

‘back of the room. It is the first class of the year so after the teacher takes 4
attendance, she introduces the method they will use to study English. She
‘explains in SWCdLSh “You will be studying English in a way thatis similar
 to.the way you learned Swedish. You will not speak at first. Rather,; yO
will Just hsLen tome and do asldo. IWLM give youa command to de semﬁ’

B ?This"léison igbased upon the'one in Asher (199¢).
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“thing in English and you will do the actions along with me. I will nee
four volunteers to help me with the lesson.” -
Hands go up and the teacher calls on four students to come to the fro
of the room and sit with her in chairs that are lined up facing the other
students. She tells the other students to listen and to watch.
In English the teacher says, ‘Stand up.’ As she says it, she stands up and
she signals for the four volunteers to rise with her. They all stand up. ‘Sit
down,’ she says and they all sit. The teacher and the students stand up and -
sit. down: together-several times-aceording to the teacher’s-command; the-—— — - —
-students say nothing. The nex: time thzt they stand up together, the teacher
issues a new command, ‘“Turn around.” The students follow the teacher’
example and turn so that they are facing their chairs. “Turn around,’ the
-teacher says again and this time they turn to face the other students as
before. ‘Sit down. Stand up. Turn around. Sit down.” She says, “Walk,’
and they all begin walking towards the front row of the students’ seats.
‘Stop. Jump. Stop. Turn around. Walk. Stop. Jump. Stop. Turn around.
sit down.” The teacher gives the commands and they all perform the
‘actionstogether. The teacher gives these ¢commands agais; changing their
order and saying them quite quickly. ‘Stand up. Jump. Sit down. Stand
up. Turn around. Jump. Stop. Turn around. Walk. Stop. Turn around.
- Walk. Jump. Turn-around:-Sitdown?
Once.again the teacher gives the commands; this time, however, she
remains seated. The four volunteers respond to her commands. ‘Stand up.
Sit down. Walk. Stop. Jump. Turn around. Turn around. Walk. Turn
around. Sit-down.” The students respond perfectly. Next, the teacher sig-
nals that she would'like ‘one of the volunteérs to follow her commands
alone. One student raises his hand and performs the actions the teacher
commands.
_Linally, the teacher approaches the other students who have beensit= _*
ting observing her and their four classmates. ‘Stand up,’ she says and the
class responds. ‘Sit down. Stand up. Jump. Stop. Sit down. Stand up. Turn
- 2round. Turn around. Jump. Sit down.” Even though they have not done-
the actions before, the students are able to perform according to the
teacher’s commands. _J - |
The teacher is satisfied that the class has mastered these six commands.
She begins to introduce some new ones. Point to the door,” she orders. She
xtends her right arm and right index finger in the direction of the door ;’%t -
the side of the classroom: The volunteers point with her. ‘Poiatto the_@esk;" .
- She points to her own big teacher’s desk at the front qf the room.‘Pointto
‘the chair’ She points to the chair behind her de;k and the students fQu?Wj .
‘Stand up.’ The students stand up. ‘Point to therdoor.” The students
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© e students-touch it-with-her The-teacher continues-toconmmand thestu-

- N - 1.‘ )
derits as follows: ‘Point to the desk. Walk to the desk. Touch the desx..

Point to the door. Walk to the door. Touch the door. Point to the chal

Walk to the chair. Touch the chair.’ She continues to perform the actions:
with the students, but changes the order of the commands. After practic

ing these new commands with the students several times, the teacher’
remains seated and the four volunteers carry out the commands by them™
selves. Only once do the students seem confused, at which point the
teacher repeats the command and performs the action with them.
“Next the teacher turns to the rest of the class and gives the foHome"
commands to the students sitting in the back row: ‘Stand up. Sit down-
Stand up. Point to the desk: Point to the door. Walk to the door. Walk 0
the chair. Touch the chair. Walk. Stop. Jump. Walk. Turn around. SIf
down.” Although she varies the sequence of commands, the scudents '

(o

‘not seem to have any trouble following the order.

‘Next, the teacher turns to the four volunteers and says, Stand up

Jump to the desk.” The students have never heard this cornmand before
‘They hesitate a second and then jump to the desk just as they have béen’:
‘told. Everyone laughs at this sight. “Touch the desk Sit on theé dESk'
“Agairi, the teacher uses a novel command one they have not pracflCC
before. Tbe tearher then issues two commands in the form of a coit

. T T T




pound sentence, “Point to the door and walk to the door’ Again, the
' oroup performs as it has been commanded. | -

- As the last step of the lesson; the teacher writes thenew: LGmLLIdﬂéa.Oﬂ -

the blackboard. Bach time she writes a comimand, she acts it out. The stu-

dents copy the sentences from the
The class is over. No one excep
ever, a few weeks later when we

blackboard into the notebooks.
t the teacher has spoken a word. How-
walk by the room we hear a different

. voice. We stop to listen for a moment. One of the students is speaking. We
= hear her say, ‘Raise yourhands; Show me-yourhands:- € Close-your-eyes: -

Put your hands behind you. Cp

en your eves- Shake hands with your

neighbor. Raise your left foot.” We look in and see that the student is
directing the other students and the teacher with these commands. They

are not saying anything; they are |

ust following the student’s orders.

TH!NE{IMG ABQEH’ THE EXPERIENCE
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behavior is based.

No ow. th t we have observed the Total Physy:al Recpowe Method being
:x' p qmapP Whm‘ LUP.}}.C! ve seen. WF‘ WI“ ]_131’ our ObS@I’VE{—

se g
tlons-and then try to understand the principles upen which the teacher’s

Observations

1 The teacher gives a command
in the target language and
performs it with the students.

2 The students say nothing.

3 The teacher gives the |
- commands quite quickly.

Principles

Meaning in the target language can
often be conveyed through actions.
Memory is activated through
learner response. Beginning foreign
language instruction should
address the right he'ni':phere of the

“brain, the part Which controls”
nonverbal behavior. The target
languave should be presented in

l“
ﬂ)

The students’ understanding of
target language should be
deve[oped before Speakmg

‘Students can zmtlaﬂy Ieam one:":_ C
part Of f the language rapldl} by’ -
" moving their b0d1es o '
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Gbservauaﬁs

4 The teacher sits down and
- ig§néscdmmands to the
volunteers.

5 The teacher directs students
othel than the Voiunteers

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

7 The teacher changes the order
. ofthecommands.

8 When the students make an
error, the teacher repeats the

‘behavior.

pérformiing the actions themselves:

memorize fixed r

oA |

Pﬁﬁﬁpi

The i 1mperam €18 a3 pOW enul .
“linguistic device threugh which the
teacher can direct student

Students can learn through
observing actions as well as by

It is very important that students
feel successtul. Feelings of success
and low anxiety facilitate learning,

Students should not be madeto
outines. -

Correction should be carried out.
in an unobtrusive manner, "

9 The'teacher gives the students
commands they have not

heg:d before.

- command while acting it out.

Students must develop ﬂexzblhty e
in undérstanding novel 3
combinations of target language |
churnks. They need to understind -
"more than the exact sentences used |
in training. Novelty is also -
moftivating.

10 The teacher says, ‘Jump to the

desk.” Everyone laughs. -~~~

11 The teacher writes the new
L commands' on the blackboard.

| 12 A few weeks Jater, | a'student
who hasn’t spoken beforf:
g;ves commands '

Language learning is more

effective when it is fun.

Spoken language should be
emphasized over written
language:.

Students will begm to speak Wherl
they are ready




speaking. Teachers should be
tolerant of them. Work on the

fine details of the language
should be postponed until

T proficient.,

 REVIEWING THE PRINCIPLES

- We will next turn to our ten questions in order to increage our under-
standing of Total Physical Response.

1 What are the goals of teachers who use TPR?

- Teachers who use TPR believe in the importance of having their stu-
-dents enjoy their experience in learning to communicare in a foreign
language. In fact; TPR was developed in order to rediice the stress

'Observations o Principles
- 13 Astudentsays, ‘Shake hand = -Students are expected to make -~ -
- withyour neighbor” errors when they first begin -

--students have becomesomewhat— B

———Ppeoplefeelwhen studying foreign languages and thereby encourage

students to persist in their study beyond a beginning level of profi-
clency. |

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

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

| aretmitators 6f her Bonverbal model. Ac some point {usually after ten
0 twenty hours of instruction), some students will be ‘ready to speak.’
At that point there will be a role reversal with individual students
| diréctingf the teacher and the other students, o

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

The first phase of a lesson is one of modeling. The instructor issues
“Ommands to a few students, then performs the actions with them. In
- the second phase, these same students demonstrate that they can
- derstand the commands by performing them alone. The observers
-7 also byl an 'oﬁpportunify to demonistrate their understanding, -

: H
=y j:}

The teacher next recombines cfements of the commands 7o
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Initially, the teacher is the director of all student behavior. The students. .. ..
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" students develop flexibility in understanding unfamiliar utterances.

o Afper learnivig to respond-to-some-oral cornmands; the-student

~ them.

—-pFstudent-student interacioRT-— - o e

14 = Total Physical Response

These commands,which students perform, are often humorous.

earn to read and write them. When students are ready to speak, they
become the ones who issue the commands. After students begin speak-
ing, activities expand to include skits and games. :

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

The teacher interacts with the whole group of students and with indi
vidual students. Initially the interaction is characterized by ‘th
teacher speaking and the students responding nonverbally. Later on
-the students become more verbal and the teacher responds nonver
bally. | : - DR
Students perform the actions together. Students can learn by watc
ing each other. At some point, however, Asher believes observers nl
. demonstrate-their understanding of the commands in order to re s

As students begin to speak, they issue commands to one anothet 4
well as to the teacher. - AR

How are the feelings of the stiudents dealt with?

One of the main reasons TPR was developed was to reduce the Stres
people feel when studying foreign languages. One of the. primar
ways this is accomplished is to allow learners to speak when they ¢
ready. Forcing'them to speak before then will only create anxiefy
Also, when students do begin to speak, perfection should not b
expected. S R
 Another way to relieve anxiety is to make language Tearning’
enjoyable as possible. The use of zany commands and humorous sk
are two ways of showing that language learning can befun. .
Finally, it is important that there not be too much madeling, b
that students not be too rushed either. Feelings of success and Io

anxiety facilitate learning.

How is language viewed? How Eswﬁmm viewed? | |
¢ s with the acg : . dality

‘primary. Culture is the lifestyle of _pedple'xﬁfho_ speak the Iarl:ilgtugg.-:

natively. O I

- Just as with the acquisition of the native language, the oral mo




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

emphasézed?

" Vocabulary and grammatical structures are emphasized over other

language areas. These are embedded within imperatives. The impera-

tives are single words and multi-word chunks. One reason for the use

-of imperatives is their frequency of occurrence in the speech directed

at young children learning their native language.

Understanding the spoken word should precede. its. production... ... ..

- The spoken language is emphasized over written language. Students

often do not learn to read the commands they have already learned to

- .. .perform until after ten hours of instruction.

8 What is the -_mle of the students’ native language?

TPR 1s usually introduced in the student’s native language. After the

introduction, rarely would the native language be used. Meaning is

made clear through body movements,

9 How is evaluation accam'gplished 7

Teachers will know immediately whether or not students understand -+

 REVIEWING THE TECHNIQUES .

The Major technique, as we saw in the lesson we observed? is the ?S:h?s
“mmands to direct behavior. Asher acknowledges that, although thi % |
| : - T - - AR N dgk
tudent interest, A derailed description of using com‘mands 8 _grovgdg
- Nelow, 11 vou find some of the principles of Total Ph}r_s--lcal"RequnS;tq. e
c o oof i_nte-f'ést;".yoll may wish to devise your own _techmqges to SuPpement

Misgpa

by observing their students’ actions. Formal evaluations can be con-

ducted simply by commanding individual students to perform a series

of actions. As students become more advanced, their performance of

skits they have created can become the basis for evaluation.

10 How does the teacher respond to student errors?

It is expected that students will make errors when they first begin |

errors. Even these should be corrected unobtrusively. As students get
Mmore advanced, teachers can “fine-tune’—correct more Minor errors.

£ . - A . S oities red for maintaining
fchnique is powerful, a variety of activities is preferr ' 4

_ speaking. Teachers sho uld be rolerant of them and only correct major—

P
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It shiould be clear from the class we observed that the use of comm

the fajortaacking technique of TPR. Thecommands aregiventog .7

dents to perform an action; the action makes the meaning of the
mand clear. Since Asher suggests keeping the pace lively, it is necess:
a teacher to plan in advance just which commands she will introdu

lesson. If the teacher tries to think them up as the lesson Progresst
 pace will be too slow.

-studenits: Later the reacher directs the students alone. The stu
actions tell the teacher whether or not the students understand.

As we saw in the lesson we observed, Asher advises teachers tol

‘the sequence of the commands so that students do not simply mem

the action sequence without ever comnectmg the actions with the
guage.

1
]
:
5
‘-1
\}

Asher believes it is very 1mportant that the students feel succes
Tl’s afnres fh carhor d d o fole’ ~ d P %‘-1
. e.ﬁ. bJ.U.L ‘v’ i e t\rff&bll\——.‘- S.L.I.Uu LLOt J. LLO h n "&' Lummﬂn S ‘,EOU 2.8.51.

~Afirst; to clarify meaning, the teacher perfornis the actionswi ™~ ~ 77

‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘‘ p"PQPI‘H’ ‘rhrp fpmﬂ du :a‘i'a 'i" ma Aﬁ'ér -
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dents feel successfui with these, three more can be raught.
Although we were enly able to observe one begmnmg class, pet

alwaysaskjust how mitich of a lafiguage can be tATgHE TATOUgH thHe usr
imperatwes Asher claims that all grammar features can be comm
cated through imperatives. To give an example of a more advanced!
‘sor, one might introduce the form of the past tense as follows:

TEACHER Ingrid, walk to the blackboard.

(Ingrld gets up and walks to the blackboard.)
TEACHER Class, if Ingrid walked to the blackboard, stand up.
(The class stands up.)

“TEACHER Ingrid; write your matie on the blackboard,

iRy

(Ingrid writes her name on the blackboard.)
TeEACHER Class, if Ingrid wrote’ her name on the blackboard, sit -

B
down. g

(The class sits down, ) i
Role s‘ev&ma[ | %
Students command their teacher and classmates to perform some acuoﬂ%

-Asher says that students will want to speak after ten fo twenty hours

- instruction, although some students may take longer. SLudentq shoul"]
~ be encoumged to speak until they are ready.

;uwmimw%m@m




Action sequence

t - At one point-we saw the-teacher give three connected commands: For~ =+ 7
example, the teacher told the students to point to the door, walk to the

door, and touch the door. As the students learn more and more of the tar-

get language, a longer series of connected commands can be given, which
together comprise a whole procedure. While we did not see a long action ‘
sequence in this very first class, a little later on students might receive the

- — 4 Gll@wiﬁg ARG EPHEEIOMEG s - = = oo e

Take out a pen.
Take out a piece of paper.
‘Write a letter, (imaginary)
Fold the letter. |
Put it in an envelope.
Seal the envelope.
Write the address on the envelope.
Pu.t a St‘amp Qﬂ-th,eifﬁﬂ‘féleEu P S R T PR S RN
Mail the letter. | |

- This series of commands is called an action sequeice, Or an operation.
—Many-everydayactivities; like writing a Ietter, can be broken dowr into
an action sequence that students can be asked to perform. f

CONCLUSIOR

Now that we have had a chance to experience a TPR class and to examine
its principles and techniques, you should try to think about how any of |
this will be of use to you in your own teaching. The teacher we observed

- Was using Total Physical Response with Grade 5 children; however, this ..

same method has been used with adult learners and younger children as
well. . ,

. Ask yourself: Does it make any sense to delay the teaching of speaking -
the target language? Do you believe that students should not be encour-
aged to speak until they are ready to do so? Should a teacher overlook
Certain student errors in the beginning? Which, if any, of the other princi-
bles do you agree with? | o

Would you use the imperative to present the grammatical structures
-2nd vocabulary of the target language? Do vou believe it is possible to
teach all grammatical featurés through the imperative? Do you think that
' &ccompanying language with action aids recall? Would you teach reading
A0d writing in the manner described in this lesson? Would you want to

LB A o e et gt e R g e e e 3
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o3 Asher believes-that-foréign language. instruction.can. and should. be-

B Apply what you have understood about Total Physical Response.. ...

B TOIQ,:KJ COk

- adapt any of the techniques of TPR to your teaching situation? Can you a
_think of any othets you would create that would be consistent with the
- .principles presented.herg o s s s

ACTIVITIES
A Check your understanding of Total Physical Response.

modeled on native language acquisition. What are some characteris-
tics of his method that are similar to the way children acquire their
native language?

2 Oné of the principles of TPR is that when student anxiety is low, lan-
guage learning is enhanced. How does this method lower student anx-

1ety? |

t Although the teacher uses imperaéives, she does soin a gentle, pleasant |
way, the way a parent would (usually) do witha child. Her voice, facial -
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. IHTROBUCT!

You may have noticed tha

‘ e goal of most of the methods we have
looked at so far is for students to learn to com

Ol

t th

+ vzia

o 7 wumunicate in the target
- language. In the 1970s, though, educators began to question if they
were going about meeting the goal in the right way. Some observed
that students could produce sentences accurately in a lesson, but could
not use them appropriately when genuinely communicating outside of

| -the classroom. Others noted that being able to communicate required . .

: e b mear £ meles
1OW tne .:_uiﬁa

— ks P e

et tem Qe .
¢ structiires. Students

‘more than mastering linguisti
of linguistic usage, but be unable to use the language {Widdowson
1978). It became clear that communication required that students

" perform certain functions as well, such as promising, inviting, and

- declining invitations within a social context (Wilkins 1976). In short,
being able to communicite required more than linguistic competence;
© it. required communicative competence (Hymes 1971)—knowing
" when and how to say what to whom. Such observations contributed to a
shift in the field in the late 1970s and early 1980s from a linguistic struc-
ture-centered approach to a Communicative Approach (Widdowson

1990).

—Communicative-Language—Teaching —aims—broadly--to—ap ply—the-— .

~ theoretical perspective of the Communicative Approach by making
. Communicative competence the goal of language teaching and by

, What this looks like in the classroom may depend on how the tenets are
- literpreted and apptied. Nevertheless, il! follow our usual way of
- understanding the theory and associated practices by visiting a class in
- which a form of Communicative Language Teaching is being practiced. -
"Th\’i class we will visit is one being conducted for adult immigrants to
 Canada. These twenty people have lived in Canada for two years and are

TEr i~
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|73 a high-intermediate level of ‘English proficiency. They meet two =
" tvenings a week for two hours each class, A



EAPERIENCE
The teacher greets the class and distributes a handout. There is writing
bithysidés. Off e ide is 3c0py of a sports Golumi from a ecen

tain about and which predlcuons he feels lesscercain about.

Malaysia is very likely to'win the ‘World Cup this year.
Traly can win if they play as well as they have lately.
France probably will not be a contender again.
Encland may have an outside chance.

Then he asks the students to look at the first sentence and to tell the

_another way to 0 expres ss this same prediction. One student says, ‘Mal
rn-r\l-\ 1’\](7 IWTJ_H V‘,T}_“ Lhe XGfld FLH ? ‘VPQ QCI}IQ 1']‘1(3 ‘I"Puchu " ‘AT]V _QT

E}LUUQUL]

No one‘responds. The teacher offers Malay51a is almost certain {
the World Cup.’ “What about the'next?’ he asks the class. One stu

_____on.Theyare, however, out of order. For example, the first two sen

replies, ‘It is possible that Ttaly will Wwin the World Cup.” Another: srird
offers, ‘There’s a possibility that Italy will win the World Cup.” Ea
the reporter’s predicrions is discussed in this manner. All the paraph:
the students suggest are evaluated by the teacher and the other students
make surethey convey the same decree of certainty as the reporter s
inal prediction. ' : e

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

on.this side of the handout are:

- England may have an out51de chance.
~ In'the final analysis, the Wmnmg team may simply be the one Wlt !
most experience, '

o

ihe ﬁrst sentence was in the middle of the orwmal Sports column.
second was the last sentence of the original column. The teacher tell
students to unscramble the sentences, to put them in their proper of d
number1ng them. When they finish, the students compare what tﬂfiY
‘done with the omgmal on the other side of the handout.

The teacher next ANIOUNCES that the stments will be play‘ﬂ

Ge M e e e W G e h Jm fm S S SBEWE) Ml ameeSee thorms SR e fe e S Tr G e erd e oo B e e wite S far R dh o oue he o Tae me o b S e
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He dimdes the class into small groups centammg ﬁve people each H‘.,
hand@ each group a déck of thirteen cards, Each card has a picture of a
-pieceof sports eqmpmen‘t ‘A tiie studenes identity the it€ms, the teacher’
writes each name on the blackboard: basketball, soccer ball, volleyball,
tennis racket, skis, ice skates, roller skates, football, baseball ‘bat, golf

clubs, bowling bali badminton racket, and hockey stick.
j;he cards are shnfﬂed and four of the students in a group are dealt

- three cards each. They do not show their cards to anyone else. The extra
- ~card-is- placed face down-in the middle of the'group: Thefifth person iti™

each group receives no cards. She is told that she should- try-to predice
what it is that Dumduan (one of the students in the class) will be doing the

followmg weekend. The fifth student is fo make statements like, ‘Dumd-
uan may go skiing this weekend.” If one of the members of her group has

acard showing skis, the group membetwould reply; for example, ‘Dun-
duan can’t go sklmg because I have her skis.” If, on the other hand, no one

has the picture of the skis, then the fifth student can make a strong state-
for

oing skiing. She can say, for
re(hcfmn hv fLrn—

Aracskps Orhnal

ment about the __kehhood of Dumduan g
Céxample, “Dumduan wili go skiing.’ She'can gheck her p

ing over the card that was placed face down. Ifitis the plcture of the skis,

“then she knows she is correct.

———ﬁ—ﬂ:hestzmentﬁeemm Tea i‘ren]oyplaylng the ganme-They takerirnyso

tha.l.
- mate will spend his or her time.

Sa}’s he doés not think that it is [7ke that a world government will be in

ach person has a chance to make the predictions about how a class-

For the next activity, the teacher reads a number of predictions like the

foﬂowmg

' 1n 2008, Quebﬂc WlH vote to remain part of Canada
B}f 2020 solar energy will replace the world’s rehance on fossil fuels.

| Bl e

By 2050 peopfe will be living on the moon.
The students are told to make staterments about how probable they think
the predictions are and why they believe so. They are also asked how they
feel abour the prediction. In discussing one of the predlctmns, a student

place by the twenty-second century. The teacher and students ignore his

error and the discussion continues. h S
Next, the teacher has the students divide into gzoups of three. p;lc
e students 3nd n

thefe are twmt}f students, there are six groups of thre t
group of two. One mpmber of each group is given & pictire Strip. Story
f paper, butno words. The picy

here are six pictures in a row on a piece 0
d hows Lhe ﬁ;‘:bt pzcmxe to th

- tures tell a story. The student with the STOTY-S
while rt}vermg the remaining. ﬁve pzctures

other members of hls gr@up
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The other students try to predict what they think will happen in the sec-
“Gﬂd -picturesThe-first-student tells them-whether they-ate correet or-not.
He then shows them the second picture and asks them to predict what the
third picture will look like. After the entire series of pictures has been
shown, the group gets a new strip story and they change roles, giving the
first student an opportunity to work with a partner in making predictions:
TFor the final activity of the class, the students are told that will do a role
play. The teacher tells them that they are to be divided into groups of four. § -
They are to imagine that they are all employees of the same company. One ;

et

of them is the others’ boss. They are having a meeting to discuss what will g

e LA S R T

pOSSIbly occur as a result of thezr company mergma Wlth another com

people in their company will lose their ]obs whether or not they will have
-to move, whether or not certain policies will change, whether or not them
will earn more money. ‘Remember,” reminds the teacher, ‘that one of you;
in each group is the boss. You should think about this relationship if, fo
example, he or she makes a prediction that you don’t agree with.’

For fifteen minutes the students perform their role play. The teache
moves from group to group to answer questlons,a.nd offer any advice OIf
what the groups can discuss. After it’s over, the studentshave an opportu"’ |

ﬂm Lu\ m

I'

e r

nity to pose any un‘SUOHb In TIhIS way, they elicit some relevant voc bU' ,
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lary words. They then discuss what language forms are appropriate in
dealing with one’s boss. ‘For example,’ the teacher explains, ‘what if you -
.- know thatyour boss. doesn’t-think that the vaeation policy-will change;~ -~

but you think it will. How will you state your predicmon?‘ You are more
likely to say something like I think ¢ ie vacation policy might change,’
than “The vacation policy will change,

“What if, however, the teacher says, it is your colleague with whom you
disagree and you are certain that you are right. How will you express your |

- prediction then? -Onestudent offers; Tknovr that the-vacation polieywill-— -

change.’” Another student says, ‘I am sure that the vacation policy will
change.” A-third student says simply, “The vacation policy will change.’
The class is almost over. The teacher uses the last few minutes to give
‘the homework assignment. The students are to listen to the debate
between two political candidates on the radio or watch it on television
that night. They are then to write (m English) their prediction of who they
think will win the election and why they think so. They will read these to
‘their classmates at the start of the next class.

I ORIy T N P

THINKING ABOUT THE EXPERIENCE o

—Ag we-have-seen-befores thefe"ﬂ:e—iﬁ"rpGr'taﬂfpfiﬁciplfsﬂnderlyin'g—thc j

behavior we have observed. Let us now investigate these by compiling

our two lists: our observations and the underlying principles.

Observations Principles
" 1 The teacher distributes a  Whenever PObSlble authentic
handout thathasacopyofa language’—language asit is used |
~_sports column from a recent in a real context—should be L
newspaper. introduced.

... 2 The teacher tells the students to- - - Being able to figure out the

underline the reporter’s .~ speaker’s or writer’s intentions is
predictions and to say which part of being communicatively
ones they think the reporter competent.

feels most certain of and which

he feels [east certain of.

The teacher gives the students

~ the dzrecmoas for mt, activity. in.
'the target Ianouwe

)

- lhe target lanﬂuage isa vehlcle for
classroom commumcation not -
st the object of study.”

L I T e L A L R T A e S
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Observations

4 The smdems try to sLate the : _
7 different linguistic forms. Since

reporter’s predictions in’
different words.

5 The students unscramble the
- sentences of the newspaper
artxcle

~ linguistic forms are presented

“than just mastery of language™

~ suprasentential (above the

... those properties of language.

together.

B

4

Principles

£ T
1

A

One function can have many

%

“he focus of the course is on real
language use, a variety of

together. The emphasis is on the
process of communication rather

forms.

Students should work with
language at the discourse or

sentence) level, They must learn
about cohesion and coherence,

which bind the sentences

6 The students play a language
game. -

listener on whether or not he

Games are important because
they have certain features in
common with real
communicative events—there
is a purpose to the exchange.
Also, the speaker receives
immediate feedback from the

7 The students are asked how

. they feel about the predictions.

can negot1ate meamng Fmally,

Dppoxtunlty [0 eXpress thezr ideas

ot she hassuccesstally
communicated. In this way they

groups maximizes the amount of
communicative practice they
receive.

Students should be g:iven an

aﬂd opmons
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' ;A_,‘qrudem ma}ces an ermr— The
teacher and other si:udents
8 1gnore it

9 The teacher gives each group
of students a strip story and a
‘task to perform.

10 The students work with a
- partner-to predict what the
next picture in the strip story

will look like.

ECAT

\Commric

" P%EE’_%;{;;E ples

~ Errors aretolerated and seen 2
~skills. Since this activity was | |

__simply.noted the error, whichhe «o oo

communication.

- encoﬁragﬁsrcoopemti%,; T R ULUR R

“gives students an opportunity to

natural cutcome of the
development of communication

working on fluency, the teacher |
did not correct the student, but |

will return to at a later point.
One of the teacher’s major
responsibilities is'to establish
situations likely to promote
Communicative interaction

relationships among students. It

work_on pegotiafing meaning.

11 The students are to.do a role
play. They are to imagine that
‘they are all employees of the
same Company. Y

12 The teacher reminds the
students that one of them is

— '*’**p'l'ayin‘gThE'ro te "foth'e- boss-and—of communicativecompetence.
that'they should remember this

13 The _teacher moves from group

to group offering advice and
answering questions.

14 The students suggest ¢ altematiVC )
- forms they would use to statea

predlcuon to a coll eague

The social context of the

‘Learning to use language forms

'the actwmes

In commumcatmg,

- but also how to say 1t

communicative event is essential in
givirig meaning to the utterances.

appropriately Is an impoftant part

The teacher acts as a faahzator in

3etting up communicative -
activities and as an adv;soL durmg e

a speaker has 'a*"tfr._
choice not only about What to Say-“
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Observations ~ Prindiples

15 After the role play is finished, ~ The grammar and vocabulary that
" the'stidents elicit relevane T the students learn follow from the
vocabulary. function, situational context, and

the roles of the interlocutors.

16 For their homework, the Students should be given
_studentsaretolistentoa opportunities tolisten to .
T T debate on'theradio or watch it languageasitisusedin T T
' on television. authentic commuiiication. They

may be coached on strategies
for how to improve their
comprehension.

REVIEWIRG THE PRINCIPLES

T “1"What are the goals of teachers who Use C@mmuma:atwe Language
-Teaching (CLT)?

The goal is to enable students to communicate in the target Ianguagf:
To do this students need knowledge of the linguistic forms, méanings, -
and functions. They need to know that many different forms can be

used to perform a function and also that a single form can often serve |

a variety of functions. They must be able to ch(}ose from among these

the most appropriate form, given the social context and the roles of

T the interlocutors. ThHey must also be able to manage the process of ¢
negotianng meaning with their mterlocutors Commumcatlon is 4 _:_f

2 What is the role of the fte&@hes'? Whéﬂ:'fs the m’ﬁe '@E the students?

The teacher facilitates communication in the classroom. In this role, |

“ofie of his major responszbzhmea is to establish situations likely to pro-.

mote communication. During the activities he acts as an adviser, ~ §

- answering students’ questions and monitoring their performance. He

 might make note of their errors to be worked on at a later time during .
- MOre accuracy- based acthtles At other times he rmight be a ‘co-

i
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* communicator’ engaging in the communicative activity along with stu-
dents (Littlewood 1981). | -

- s~Sridentsareaboveall tommiunicators. They are actively-engaged

in negotiating meaning—in trying to make themselves understood and
in understanding others—even when their knowledge of the target lan-
guage is incomplete. - .‘ |

Also, since the teacher’s role is less dominant than in a teacher-cen-
tered method, students are seen as more responsible managers of their

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

¢ The most obvious characteristic of CLT is that almost everything that
¢ is done is done with a communicative intent. Students use the language
“-a great deal through communicative activities such as games, role
~ plays, and problem-solving tasks (see discussion of these in the review

of techniques).

Johnson and Morrow 1981), have three features in common: informa-
tion gap, choice, and feedback.

P ‘»’;—9 ’ -
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e a'ActiVitiSS';ishat';are'=-'tru1yucornmunieativej according to Mosrows(in .-
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____Aninformation gap exists when one person in an exchange kiows

something the other person does not. If we both know today is Tuesday
and I ask you, .“What is today?’ and you answer, “Tuesday,” our
exchange is not really communicative. |

In communication, the speaker has a choice of what she will say and
how she will say it. If the exercise is tightly controlled so that students
can only say something in one way, the speaker has no choice and the
exchange, therefore, is not communicative. In a chain drill, for

example, if a student must reply to her neighbor’s question in the

same way as her neighbor replied to someone else’s question, then she

has no choice of form and content, and real communication does not

whether or riot his purpose has been achieved based upon the infor--
mation she receives from his listener. If the listener does not have an
opportunity to provide the-speaker with such feedback,. then the-
“exchange is not really communicative. Forming questions through a

transformation drill may be a worthwhile activity, but it is not in keep- .
ing with CLT since a speaker will receive no response froma listener, so "o
isunable fo assess whether her question has been understood or not’ <+

" Another characteristic of CLT is the use of authentic materials. It is

e e e e G ke e e TE T i e Thois oo e
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* considered desirable to give students an opportunity to develop strate-
oies for.understanding language as it is actually used. , :
=~ Finally, we noted that activities in CLT are-often carried-out-by stu- g
‘dents in small groups. Small numbers of students interacting are
favored in order to maximize the time allotted to each student for com-

municating.

e
[Ras

4 What is the nature of student-teacher Interaction? What is the nature
- —-—-gf student-student interacdon?-  — o m e e e R

The teacher may present some part of the lesson, such as when work- '}
“ing with linpuistic accuracy. At other times, he is the facilitator of the i
activities, but he does not always himself interact with the students. £
Sometimes he is a co-communicator, but more often he establishes sit-
uations that prompt communication between and among the stu-

dents. | | |
Students interact a great deal with one another. They do this in var- -

.- iousiconfigurations: pairs, triads, small groups, and whole.group,.......

5 How are the feelings of the students dealt with?

One of the basicassumptionsof-CET is-that by learning to-communi—
cate students will be more motivated to study a foreign language since
they will feel they are learning to do something useful with the lan-
suage. Also, teachers give students an opporturty to express their
individuality by having them share their ideas and opinions on a regi-
lar basis. Finally, student security is enhanced by the many opportuni-
ties for cooperative interactions with their fellow students and the =
teacher. | -

6 How is iaﬁéuage viewed? How is culture viewed?

Language is for communication. Linguistic competence, the knowl-
‘edge of forms and their meanings; is just one part of communicative
competence. Another aspect of communicative competence is knowl -
edge of the functions language is used for. As we have seen in this les-
son, a variety of forms can be used to accomplish a single function. &

~ speaker can make a prediction by saying, for example, Tt may rain,’ OF
- “Perhaps it will rain.’ Conversely, the same form of the language cen be.
used for a variety of functions. “May,’ for instance, can be used to make -
-a prediction of to give permission (You may sit in the back’).
 Thus, learners need knowledge of forms gnd meanings and funt ;-




tions. However, they must also use this knowledge and take into con-
sideration the social situation in order to convey their intended mean-

no annronriatel crieals 471 o8 PTETISST o .
ing appropriately. A speaker can deek permission.using.m

i o

heing more of a social equal or the situation as being informal, he or

of fruit?’). _
Culture is the everyday lifesiyle of people who use the language,

munication—the use of nonverbal behavior, for example, which might
receive greater attention in CLE.

What areas of language are emphasized? What language skills are
emphasized? '

Language functions might be emphasized over forms. Typically,

sented at first, but as students get wore proficient i tne target lan-
guage, the functions are reintroduced and more complex forms are

carned. Thus, for example, in learning to make requests, beginning

L

e b= :_L.

.—-l..—— _J.-._.-J_A

“have a piece of fruit?’); however, if the speaker perceives the listener as
P 2 2 ; ]

although not always, a functional syllabus is used. A variety of forms.
are introduced for each function. Only the simpler forms would bepres... L.

she would more likely use ‘can’ to seek permission (‘Canl have a piece -

. There are certain aspects.of it.that are especially important to €ome= . ooe -

o et

‘may’ [{May.l . ...

students might practice ‘Would you ... 2" and “Could you ... &’ Highly

" proficient students might learn ‘I wonder if youwouldmind ...
Students work with language at the suprasentential or discourse
level. They learn about cohesion and coherence. For example, in our
lesson 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 ... 7 This

adverbial phrase is a cohesive device that binds and orders this sen-

1

coherence between the first two sentences of the scrambled ordér,

‘communication is seen to take place through negotiation between
written word through an interaction between the readerand the writer.

The writer is not present to receive immediate feedback from the
reader, of course, but the reader tries to understand the writer’s inten-

_arises through negotiation berween thereader and writer.

B R

speaker and listener, so too is meaning thought to be derived from the -

|7 tions and the writer writes with the reader’s perspective in mind.
- Meaning does not, therefote, reside exclusively in the text, but rather,

- ‘-—te—ﬂf—:eft—a——*ehe—e-t-heffsentenees.—uThe~—s—tude-ﬂﬁs—falsG—-r—eeog:ﬂ-i—:ﬂ-ed«the——laek—efw e
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that the target language 15 a vehicle for commumcation, not just an.

Ob;ect to be studled

9 How is evaluation accomplished?

A teacher evaluates not only the students” accuracy, but also their flu

ency. The student who has the most control of the structures ands

vocabulary is not always the best communicator.

A teacher can informally evaluate his students’ performance in h1s‘"

role as anadviser or co-communicaror. For more formal evaluation;

teacher is likely to use an integrative test which has a real commi
SR nicative -funetion.- In- order. to -assess -students’- writing- skilly. o
instance, a teacher might ask them to write a letter to a friend.

10 How does the teacher respond to smdeeﬁ: erreis?

Errors of form are tolerated during fluency-based activities and are
seenn as a natural outcome of the development of communication
skills. Students can have limited linguistic knowledge and still be
successful communicators. The teacher may note the errors during
fluency activities and return to them later with an accuracy-based

activity.

matena_ls assouated with CLT.

Authentic materials

To overcome the. typical problem that students cannot transfer whe
they learn in the classroom to the outsidé world and to expose students {03
natural language in a variety of situations, adherents of CLT advocaity.




|-+ language.! In this lesson“we see that the teacher uses a real newspaper

article. He also assigns the students homework, requiring that they
to a live radio or televisionmbroadeast;= - e e

Of course, the class that we observed was at the high intermediate [evel
of proficiency. For students with lower proficiency in the target language,
it may not be possible to use language materials such as these. More
accessible materials (for example, the use of a weather forecast when
working on predictions), or at least ones that are realistic, are most desir-

Menus in the target language are an example; timetables are another.

;Scrambied sentences

-~ The students are given a passage (a text) in which the sentences are ina
[+ scrambled order. This may be a passage they have worked with or one they
.~ have not seen before. They are told to unscramble the sentences so that the

students about the cohesion and cohererce properties of language. They
learn how sentences are bound together at the suprasentential level through

-sentences are restored to their original order. This type of exerciseteaches = +

-|lv- ablé-With alower levelclass it is possible touseTealia that domorconeain -~
“ g let of language, but about which a ot of discussion could be generated. - -

listen -

and semantic propositions, which unify a text and make it coherent.

In addition to written passages, students might also be asked to
. unscramble the lines of a mixed-up dialog. Or they might be asked to put
t. - the pictures of a picture strip story in order and write lines to accompany

the pictures.

| __formal linguistic devices such as pronouns, which make a text cohesive,

-Language games

if they are properly designed, they give students valuable communicative -
_ practice. Morrow’s three features of communicative activities were man-

tion gap existed because the speaker did not know what her classmate
was going to do the following weekend. The speaker had 2 choice as to
~ what she would predict (which sport) and how she would predict it (Whu:h :
. form her prediction would take). The speaker received feec_lb'ﬁCk fmethe
members of her group. If her prediction was incompreh_e_??_;?i”c: ‘ then mone

. T ) e . sreet lanzuage is Q0TSO (0
- Of course, what is authentic and natural to native Speﬁ%ﬁfs Of_Fhﬂ target d,_‘ég. ge paE
ltarners in the classroom. What is importantis that ,Eh:eset,m?-f?ﬁ?]s arg usedina way thatl

A EOI learners (\Viddox#‘$0§l1998); L R T

ifested in cthe card game we observed in the following way: An informa- .

31t eent e in oo

i Games are used frequently in CLT. The students. ﬁnd,them,ﬁnj.g_yableyandkigf_.



e
i

of the members of her group would respond. If she g0t 2 meaning

f ' response, she could presume her prediction was understood. %

Picture strip story %
Many activities can be done with picture strip stories. We suggested &

in our discussion of scrambled sentences. | z

In the activity we observed, one student in a smal] group was giveg

2

strip story. She showed the first picture of the story to the other mem}

L ETIR

i

e 0 her ooy p-and-asked-them topredictwhat the S§Cbndplcm‘reﬁWO |
L look like. An infomnaticn ga p existed—the students in the groups did
know what the picture contained. They had a choice as to what their o

diction would be and how they would word it. They received feedbad

| ~ notonthe form but on the content of the prediction, by being able to Vig)
. the picture and compare it with their prediction. 2
o The activity just described is an example of using a pro blem-solving tasks
a communicative technique. Problem-solving tasks work well jn CLT becay

they usually include the three features of communication. What's more, the . .

*can be structured so that students share information or work together_;
arrive at a solution. This gives students practice in negotiating meaning

= G

=
3

L Role play | -

We already encountered the use of role plays as a technique when
looked at Desuggestopedia. Role plays are very important in C
because they give students an opportunity to practice communicating il
different social contexts and in different social roles. Role plays can be:
up so that they are very structured (for cxample, the teacher tells the st
dents who they are and what they should say) or in a less structured w
(for example, the teacher tells the students who they are, what the situ
e tiOR isy-and-whatthey-are tal king-about, buf the students determine wha
they will say). The latter is more in keeping with CLT, of course, becau
it gives the students more of a choice. Notice that role plays structure
like this also provide information gaps since students ¢ :
- with most forms of communication) what the other person or people w!
say (thereis a natural unpredictability). Students also receive feedhack 0
whether or not they have effectively communicated.

K

i

CONCLUSION

“Perhaps the greatest contribution of CLT is asking teachers to 100
closely at what is involved in communication. If teachers intend students
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; “to use the target largudge then they must truiy undersf:and all that bemcr
S commumcaiwely competent entails. - | '

“Is ackieving communicative competence s géal for which you should
prepare your students? Would you adopt a functional syllabus? Should 2
-variety of language forms be presented at one time? Are there times when
you would emphasize fluency over accuracy? Do these or any other prin-
ciples of CLT make sense to you?

Would you ever use language games, problem-solving tasks or role

--—=-plays?Should alt vouractivities inchide thie three features oF ceﬁiﬁ*ﬁ.dﬁé?
- tion? Should authentic langusge be used? Are there any other techniques
.or materials of CLT that you would find useful? |

ACTIVITIES R )

A Check your understanding of Communicative Language Teaching.

OmﬁhﬂlCd- L

c
of the activi-

1 Explain in vour OWil WOr rds Mor ITOW’s three feature

“tion: information gap, choice, and feedback. Choose f

ties in the lesson we observed and say whether or not these three
features are preserit. |

a
:l

bai
Ou.

('D

2 Why do wesay that communication is a process? What does it mean to
negotiate meaning?:

3 What does it mean to say that the linguistic forms a speaker uses.
should be appropriate to the social context? | |

B Apply what you have understood about CLT,

1 If you wanted to introduce your friend Paula to Roger you might say:

Roger, this is (my friend) Paula.
I'would like you to meet Paula.
Let me present Paulatoyou. -~
Roger, meet Paula. '
Allow me to introduce Paula.

In other Words there are a variety of forms for this gne fuinctlgﬂ
Which would you teach to a begannc class, ah mtezme 1ate_c

advanced class? Why?
List linguistic forms
~would you teach to bEUlHHSL‘

ou can use for the functlon of znwmng ‘Which o
sp To mtermedzates? To an advanced




- 2 Imagine that you are working with your students on the function of
requesting information. The authentic material you have st;lrcfeci 15g
railroad timetable. Design a communicative game or problem- solviry
task in which the timetable is used to give your students prac.:tzce in
requesting information. |

3 Planarole playto_werk on the same function as in Exercise 2.
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In the previous chapter we had the oppartunity of observing a lesson in

vwhich the Communicative Approach was implemented. In this chapter
‘we will be investigating three more approaches that make communica-
tion central: content-based instruction, task-based instruction, and the
participatory approach. The difference between these approaches, and

the one illustrated in the previous chapter, is a matter of their focus. ... . |

“*Recall thar the CLT lesson centered on giving students opporturnities to
practice using the communicative function of making predictions. The

approaches we examine in this chapter do not begin with functions, or

-——-'Lr-lGlee-d,—aﬁy--other—-l-angu*agiﬂf;i'tE‘mST“Insread,'the}'r' gIVe priority to process

Over predeterinined linguistic content. In these approaches rather than
learning to use English,’ students ‘use English to learn it’ (Howatt 1984
279). While the three approaches may seem different at first glance, they
have in common teaching through communication rather than for it.
Since we will be dealing with three approaches in this chapter, in the inter-
tstof space, the lessons we will observe and their analyses will be brief.

CONTE NT-BASED INSTRUCTION e

the content of a language course for airline pilots is different from one for
“omputer scientists. The special contribution of content-based instruc-
- Uonis that it integrates the learning of language with the learning of some

“ Other content, often academic subject matter, It has been observed that

ACademic subjects provide natural content for language instruction. Such
Observations motivated the linguage acrass the curriculum’ movement

for native English speakers in England, which was launched'in the 1970s "
10 integrate the teaching of reading and writing into all other subject -

o REEY e w2
- =¥




areas. Of course, when studernits study academic subjects in a non-natiy

language, they wﬂl need a great deal of assistance in understanding sub
191_:1' matier. vaf"S f}ncrmcgfr—ﬂ f-i-nﬂwﬂ mLc‘t‘ 1"-9 (* eay. ?qggrmnp Ohjaﬁh*s e

R 7 G- o L2 S q_

weH as content Ieammg objectives. Because the Ianguage objectivesare_
dictated by the texts, content-based instruction rightfully fits in with the
other methods in this chapter where the selection and sequence of lan
guage items arise from communicative needs, not predetermined syllabi,

CEmperiencel

-----

Let us step into the classroom, where a sixth grade class in an inferna-.
tional school in Taipei is studying both geography and English through
content-based instruction. Most of the students are Chinese speakers, but |
there are several native speakers of Japanese and a few Korean. The_-
teacher asks the students in English what a globe is. A few call out:
‘world.” Others make a circle with their arms. Others are silent. The
teacher then reachus ander her desk and takes out a globe She puts the
. globe.on her desk and asks the etudente what they know, aoout it. .

Ty vy cal
LICY Catk

1This lessomis based on Giona Cristelli (1594): An Inregrafea’ Content-based Curriculum for
b;gmrzr‘g Level English as a Second ngmga Learners of Middle School Age: Four Fﬁf b
Units, an Indepen ’ie:i : Professional Project, School for International Tramtmr




the blackboard “When Lhe) have -Lreuble" explaining ‘a concept, the
teacher supplies the mmmg language. Next, she distributes 2 hgnéout
‘that-she hasprepared based on'a video, ‘Understanding Globes” T
section on the handout is entitled Some yecabulary to kinow. Listed are
some key geographical terms used in the video. The teacher asks the stu-
dents to listen as she reads the ten words: degree, distance, equaior, globe,
bemisphere, imaginary, latitude, longitude, model, parailel.
Below this list is a modified cloze passage. The teacher tells the students

—to read-the passage. They should fill in the blanks-in thép'é‘ss‘é’g“e Withthe ~

new voczbulary where they are able to do so. After they are finished, she
shows them the video, As they. watch the video, they fill in the remaining
blanks with certain of the vocabulary words that the teacher has read aloud.

The passage begins:

A __is a three-dimensicnal _ of the earth.
‘Points of interest are located on a globe by using a system of
lines. For instance, the equator is an imaginary line that

. divides the earthin half. Lines that are parallelo the equator arecalled v - e
lines of . Latitude is used to measure __~ on’

the earth fiorth and yeath of the equator ..

_Afte_,z;%h&v deo 15—@%—*@{-,%%& e-students pair upto checktheir amswers:
Next, the teacher caﬁs attentiontca pdrtICUiaf verb patternin the cloze
passage. arz located, are cailed, is used, etc. She tells students that these

are examples of the pwsent passive, which they will be studying in this
esson and ones to come this week. She explains that the passive is used to
defocus the agent or doer of an action. In fact, in descriptions of the sort
that they have just read, the agent of the action is not mentioned at all.

The teacher thm éxplains how iatztude and Iongltuae can be used to

“students use Eatnude and fonozmde co- Ofdlﬂ&t“s to IOLaLe cities in other
countries. By stating Tbls city is located at latitude 60° north and longi-
focus at the same time. Hands go up. She calls on one girl to come to the

af*‘em of the rcom to find the Clt} She correctly points to Oslo, Norway on
the globe. The teacher provides a number of0 uz'ﬁe:exampies. :
~ Later, the students play a guessing game. In small group vt
‘ihs':: names of five cities, They then .If:;f:-zate the city on the globe and write
' i 15 ;"- ti e Ead Lh& co-

tude 11° east,” the teacher integrates the present passive and the content.

e
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————————answers enthusias aeallyf&9the—--m——reltvaace—9f thezr—lapgﬂageuseu‘

correct answer: Bogo Hta. Group 4 then gwe the others new cosordinates
south latitude and 151° east longitude.’ Th

“This city is located at 34
- answer: Sydneyl

For homework, the students are given a map and a descnptlon of Ans
tralia. They have to read the description and label the major cities and "

points of interest on the map.

Thinking about the experience

the principles that underlie them.

Gbse@aﬁiens

1 The class is sfudying geography.

2 The teacher asks the students

Wwhat they'know abouta globe. ™

3 The students call out their

ﬂ{—]—\

OfI1 tnie

teacher writes them o

blackboard.

4 The teacher supplies the missing -

language when the students
have trouble in explaining a
concept in the target language.

~ Let us follow our Eﬁs_tomary procedure by listing our “observations érid

- prewous e}{perlem,e

. The teacher ‘scaffolds’ the

i

BLoTreT kaaeaa ey s T

Prirﬁciples

The subject matter content is used
for language teachmg purposes. -

Teachmg should buﬂd on students

When learners perceive the

they are motivated to learn. They
know that it is a means to an end; -
rather than an end in itself.

linguistic content, 1.e. helps
learners say what it is they want -
to say by building together Wlth

5 The teacher reads the new |
vocabulary and then the
students watch a video entitled
‘Und‘eg_sta;zlding‘ Globes.’

6 The students fill in the
vocabulazy words in the blanks
in the modified cloze passage as.
they watch the video.

Language is learned most

“when there are contexrual clues to
- help cen«ey meamng |

the students a complete
utterance.

effectively when it is used as a
medium to convey informational
content of interest to the students:

Vocabulary is easier to acquire




- Observations . [0 LsPrinciples
o 7 Theteacherprowdesanumber _ . When they work with authentic -
- of examples using the present subject matter, students need
passive with latitudeand . language support. For instance,
lengitude co-ordinates: _ the teacher may provide a number
~ of examples, build in some
redundancy, use comprehension l .
o checksete
8 The students are given the Learners work with meaningful,
. latitude and longitude co- cognitively demanding language
.. ordinates, and they have to - and content within the context of
. come to the front of the o ‘authentic material and tasks.
" classroom to find the city on the |
" globe. o
.. 9 For homework, the students are - Communicative competence « 7w s
given a map, which they are to inveolves more than using language
label based on a descriptive . conversationally. It also includes
reading they have been given. the ability to read, discuss, and
' write abont content from other
fields.

The lesson we have just observed might be considered a form of language
immersion, where academic subjects 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 years. Snow has referred to content-based
Anstruction-as-a-method-with-many-faces- Amotherconternt-based instrue=
tion ‘face,” where content and language instruction have been integrated,
is the adjunct model. In the adjunct model, students enroll in a regular
academic course. In addition, they take a language course that s linked o
the academic course. Then, during the language class, the language
teacher’s focus is on helping students process the language in order to
understand the academic content presented by the subje_ct teachc?r. The o
languiage teacher also helps students to-complete academic tasks suchas o
~ Writing term papers, improving their note-taking abl,h_t_lesaqa_nqIS%#{?%
academic texthooks assigned by the content tea;he'r. L n
In Sh‘elteréd—[anguagé instruction in a second lang Hage EnVILO nment T
third model” of content-based instruction has been ‘_%58@-' Bothqatwe




‘speakers and non-native speakers of a particular language follow a regus
lar academic curriculum. For classes with non-native cPeaLers however,
5
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proficiency. Sheltered- lanouage instructors support Ehenr students through
the use of particular instructional techniques and materials. It offers thei
significant advantage that second language students do not have to post- |
pone their academic study until their language control reaches a high
level: Tt follows that students are often highly motivated because they are

_learning content thatis relevant to the academic requirements of the pro-.
grams in which they are enrolled.

Finally, it should be noted that the focus need niot be academic for these
same -motivational benefits to be derived. For example, competency-
based instruction, an effective form of content-based instruction for adult -
immigrants, offers students an opportunity to develop their second lan-
guage skills at the same time that they are learning vital ‘life-coping’ or -3

‘survival’ skills such as filling out job applications or using the telephore.

In sum, what all models of content-based instruction have in common

" is learriing both spécific content and related }anguagc’:'akilis Ho-eontetit-
based language teaching, the claim in a sense is that students get “two for ©
one”—both content knowledge and increased' language proficiency’ 7
(Weschel Q—9—39—; , -

szl %x&mufm}mw%ww

Refore moving on, it would be worthwhile to briefly touch upon one
more approach here since its philosophy has much in common with oth-

ers presented in this chapter. Although it originated in classes for children
who speak English as a native language, the Whole Language Approach
has often been used with second language learners as well. The Whole
Language Approach, as the name suggests, calls for language to be
regarded holistically, rather than as pieces, iL.e. the vocabulary words,
grammar structures and pronunciation points. Whole Language educa-

“tors believe that students learn best not when they are learning [anguage -
p1ece by piece, but rather when they are working to understand the mean-
ing of whole texts. In other words, students work from the ‘top-dowr,”
attempting first to understand the meaning of the overall text before they
work on the linguistic forms comprising it. This contrasts with the ‘bof-
tom-up’ approach we have seen in other methods in this text, where stu-.
dents learn a language piece by piece and then work to put the pieces in
place, constructing whole meanmgful texts out of the pieces. ,

It is thought that the learning process will work best when students ate
engaged in purposeful use of language, i.e. not learning linguistic forms.
for their own sake. “Therefore Whole Language educators provide con™
tentrich curnculum where Ianguage and thmkmsz can be about interest

M mmens e e W e e Ak e N B i EoOn b R T e S e e S S0 s S S et it St et



:ﬁﬁgahdsigniﬁc&nﬁ:coﬁtéﬁt" (Edelsky, Altwerger, and Flores 19911 11).
Whole Language educators sce errors as part of learning and they encour- =
- age students to-experiment with reading and Writing ‘to promote both
their enjoyment and ownership. Further, Whole Language educators
embrace the ideas of Vygotsky {1978) about the social nature of learning.

i

Asa social process, it is assumed that learning is best served by collzbora-

tion between teacher and students and among students,

For instance, one example of a technique to teach reading that fiswith 7~

priaciple—smef——Wh@-}e—Language‘is‘the'f:é‘ﬂgﬁé’gé“E'x’}je_ﬂéfiE’éw}’f‘{jjﬁBEéH._T—hE

- general idea is that the texts studenss l2arn to read-from are based upon

the students” life experiences. The students take turns dictating a story
about their experiences to the teacher who writes it 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 is

the student’s story, the link between text and meaning is facilitated. ... .. ... .0 ..

T Ts G
Whole Language philosophy

- Two riting techniquiés that fif well with
are process writing and journal keeping. Traditionally, when teachers
teach writing, they assign topics for students to write on, perhaps they do

Jifbit-4Of—b{l&i{}SfEGfﬁﬂﬁg—abOﬂtThftOpiC_dufil’lg & pre-writing phase, and
then have students write about the topic without interruption. Subse-

=11l LECL VA

quently, teachers collect and evaluate what students have written. Such

mstruction 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 with the teacher 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

=

ot

A A e

Onwriting. In this way, students learn to view their writing as someone

else’s reading and to improve both the expression . of meaning and the

~ form of their writing as they draft and redraft. L
Another way to begin working on literacy skills is to have stude

keep dialog journals, a technique that is widely prééfi__@fﬁd.,iﬁ;fﬁﬁ -Whole_.

varl

k

. AR
Language Approach. The particular way that )pur?{gﬁggg
¥ : : ; Ll - -
cutessentially it involves students writing in .c']%;sl_s or for
larlYa perhaps after cach class or once aWefk
such as the students’ €xpressin

fO_Cus for the writing, SO
Now and what they are learning, but the writing mig
. | ' ¢ to the Te:

thing that the student wishes [0 COMIMUILEATE Caia
Is the teacheér who ‘dialogs” with the student, 1.e.is the at
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]Oufﬂai " The teacher reads the student’s ]oamai entry ard writes g s
response to it, but does not correct its form. | - B

R e T JLFCr SO

TASK-BASED INSTRUCTION

As with content-based instruction, a task-based approach aims to pro- -
vide learners with a natural context for language use. As learners work to
complete a task, they have abundant opportunity to interact. Such inter-~ g
- e o ACtIOR d8-thoughtto-facilitate language-acquisition-as-learners-have to—f
work to understand each other and tc express th=ir.own meaning. By so
doing, they have to check to see if they have comprehended correctly and,

~ at times, they have to seek clarification. By interacting with others, they
“get to listen to language which may be beyond their present ability, but
" which may be assimilated into their knowledge of the target language for’

- use at a later time. As Candlin and Murphy (1987: 1) note, “The central
purpose we are concerned with is language learning, and rasks present
this in the form of a problem-solving negotzamon between knowledge thatil
“thelearnerfiolds and new knowledo‘e P

Experience

The following lesson is one that has been adapted and expanded from
- Prabhu {1987). It takes place in Southern India. The class consists of 40
ten-year-old children who are advanced beginners in English. As we enter;
the classroom, the teacher is speaking:

“We are going todo a lesson today on timetables. OK?’

The teacher draws the columns and rows of a class timetable on thﬁ :
blackboard. At the head of the first column, she writes 9:30-10:15. The |
students understand that the teacher has written the duration_of the ﬂfit -
class period of the day.
“What should I write here?’ asks the teacher, pointing to the head ofthﬁ
second column. The students respond, “Ten. fifteen.” And then ‘Eleven
o'clock,’ as the teacher moves her finger across the top row. The teache!
points in turn to the top of each cofLmn and the students chorus the time
that each class period beglns and ends. |
Then the teacher asks: “Who will write the names for the days of the Wﬁek
here?’ Several students raise their hands. The teacher calls on one. ‘Comé:
‘she says. The student she has called ofl comes to the front of the room, take
the chalk; and writes the names of each weekday beside each row; MO'}
day to Fnda}f correctly, as Ehﬁ rest’ of the class helps with the speﬂma '

[P MUE S SO VTR TS S S St
e



‘Is tha‘t coz‘reat? the teacher asks, ‘Cerrectf tﬁe students choms bdrk |
“What abotit batum’.ay; Do we have schocl on Saturday?’ The students
~geplyin tinissr, No’ honday The Leachei responds, Hohday Yes Sat-
urday’s a2 holiday.’
© Next the teacher divides the class into eight groups of ﬁve students.
Each student in a gmua receives a card w;th the schedule for one day of
the week. The students’ task is to complete the week’s schedule by sharing

the information on their cards with each other. There is much discussion |7

aseach groupy works to draw up a full schedule. As she moves about the
room listening to the groups, the teacher reminds the class fo speak in
English. The first group that is finished comes to the blackboard and
Wmtes the schedu[e on the board.

After the students have checked their work, the teacher collects each
group’s timetable so she can réad it and return it to them the next day She
checks their timetables mainly to see that the content is correct.

Nexg, still working in their groups; the students are told that they are to
,.ﬁnd a way to survey thelr’ classmates’ preferences of their favorite school
subjects. They must find out which aré the three most ‘popular sub;ects |

imong class members.-Fach group is to discuss ways they might ﬁnd out - <

the- mformatton They mlgh‘ design a quesmomnaue for instance, or’ go =
'aro{md the room mLemewmﬁ ‘other students. Afrer they have completed

e A e e weedi cho e e n w e gl Eme teofme
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their survey, théy'have to summarize and report the results, They have te
determine how to do this. For example, they’ may use percentages, a ba
) gfdpl & E:)ic ULdFL r seme other visual d uwpza,y Once dgam -much inters
action takes place Studeﬂts are busily talking about how they will gathef
the i nmrmaﬂon they need to complete the task and later report theis find

immgﬁ"ﬁmﬁﬁfﬁﬁmit::""‘.iu-tr;:r:‘-1‘35:

s

}Dg:s

Thinking about the experience

We have seen that tasks are used in Communicative | Language ‘Teachin g

so at first glance what we have just observed may not seem so different
- But notice that while the task in our CLT lesson was designed to get stu %

dents to practice making predictions, a communicative function, the tasks
| ba ediesson we have just observed did not focus on alpdrticular functio

fmm CLT [in such lﬂSSODS] . lay not in the tasks themselves but in-
-accompa n}’lng ped gogic focus.on task complenon instéad.of on the Ia,._ e
ﬂﬂuage used in the process U,Dng and Crookes 1993: 31) Thisisa uldju

and then attempting to infer the 'underlying principles from thermn.

Observations . Principles

1 The teacher tells the class that The class activities have a
they are going to complete a perceived purpose and a'clear
timetable. A outcome.

2 The teacher begins by having A pre-task, in which students

‘the class help her beginto fill Vwork‘th:o_u_crh a similar task to
outz classschedule. Thisis ~ one that they will later do
done through whole-class indijvidually, is a helpful way to
interaction in the form of have students see the logic
“teacher question and student involved in what they are being
résponse. |  asked to do. It will also allow

the language necessary to
complete the task to come into

play




ﬁbééﬂfqﬁ@ﬁg

3 Thﬁ teacher ﬁrst has the
- students label the time penods
' af:ad i&:hem tE‘h. da’y:: |

4 The teacher asks the students if
“aparticular answer is right.

- relevance and their readiness to

o '_?ﬁmgpéeg

... The teacher breaks dowsn into .
smaller steps the logical thinking
process necessary to complete the

_meetwithouthelp. .

“regotiation enslirés that'as many

task. The demand on thinking
made by the activity should be just
above the level which learners can

The teacher needs to seek ways of
knowing how involved the |
students are in the process, soshe -
can mdke adjustments in light of
the learners’ perceptions of

learn. Such teacher—lass

students as possible in a mixed-
abilry class grasp the nature of the

5 The teacher asks, “What about
Saturday? Do we have school
on Saturday?’

S.C Vh_y

The teacher does not consciously

simplify her language; she uses
whatever language is necessary to
have students comprehend the

current step in the pre-task. Here

she switched from an abbreviated

- 6 The teacher asks about =
Saturday. The students reply,
‘Holiday.” The'teacher:
© responds, ‘Yes Sa‘curdaysa
:'-hohday

classroom.

" recasting what the students have

e sald

ThlS sw1tch is a natural strategy
that proficient speakers use when

interacting with less proficient -
speakers inside and outside of the

The teacher supphes the correct .
target form by reformulating ot L




- Observations . Principles

7 The students then do the task iﬂ This jigsaw task, where students
groups, following the teacher’s ™ “have to listen to different parts of§
instructions. They are each total set of information they need;
given part of the information to complete a task, gives them
- they need to complete thetask.  plenty of opportunity to erigage ix
authentic speaking and listening
and provides OppOI"’EUHItl&S to

Aerime s s

o e e deyelop theirtomprehension andg

| speaking skills. é%;

%

8 The students’ papers were Students should receive feedback ;,%
~marked by the teacher on the on their level of success in %
basw of the content. completing the task. The overall ’
focus is on meaning. i)

2 Students are asked to designa - Students have input into the desmﬂ o
way to survey the othelé'étudeﬂté'" and the way fbat they carry out i
‘about their favorite subjects ‘task. This gives them more 0ppo;
They are to figure out a way to  tunity for authentic and meaning

report their findings to the rest tui inferaction.
of the class.

Prabhu identified three types of tasks, all of which were represented lg

the lesson we have }ust observed. An mformatlon -gap activity, which ¥

saw used in the previous chapter and in this one, involves the exchange Q

a&‘iﬁr

-information among, participants in order to complete a task. For e:aal‘é

. turefor.another student to draw or students drawing each others’ familg

‘one. which involved students’ surveying their classmates about theif
favorite subjects. - , |

ple, an information-gap activity might involve a student describing a p

trees after sharing information. In this lesson, students had to exchang
information within their groups. in order to complete the timetable.
- An opinion-gap activity requires that students give their personal prel
erences; feelings, or attitudes in order to complete a task. For instan E
studentcc mzcht be given asocial problem, such as high unemployme

and be asked to come up with a series of possible solutions. Another tHSE
might be to compose a letter of advice to a friend who has sought the %
counsel about-a dilemma. In our lesson, the students were only at thg
advanced-beginning level. Their Oplﬂlon gap task was a rather simp




A reasoning-gap activity requzres students to derive some new infor-

mation by inferring it from information they have been given. For exam- |

“ple; stiidénts might be'given 2 railroad timetable and asked to work 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, studénts were asked to
use their findings to figure out how best to discover their classmates’ three

most pepuiar subjects. Prabhu (1987) feels that reasoning-gap tasks
work best since information-gap tasks often require a smgie step transfer

“ofinformation, ather than sustained negotiation, and opinion-gap tasks
tend to be Lather opén-ended. Reasoning-gap tasks, on the other hand,
encourage a more sustained engagement with meaning, though they are
still characterized by a somewhat predictable use of language.

* Long and Crookes (1993) have identified three different types of task-
based approaches (they call them syllabi). The first of these is procedural,
which is illustrated in the lesson in this book. The second is based on
Breen and Candhn s (1980) notion that Iang'uage learning should be seen

'S

ide tegeﬂ“ r upon which tasks to do. T The third type
| of anproac;h is their own task-based language teaching, which focuses on
meanmgful interaction while still- drawmg students’ attention to language

out of communicative interaction. As sufﬂg St .o

~formras needed.

Whereas in Prabhu’s approach, the teacher designs which tasks 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 teacher
than teal-world tasks, can be designed. '

~ Another approach, which is also concerned with real- Wgrld language

~_lse, bug is distinctive enough to merit spﬂaal consideration-is-Project

Work, As with a task-based approach, the language practiced in the

- classroom'is not predetermined, but rather derives from the nature of a
Particular project that students elect to do. For example, s fiu‘d%;f’s'might .

decide to take on a project such as publishing a school newspaper in the

target Iallguage This project would follow the sante 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

Wlth the teacher, the content and scope of the project and specific lan-

- BUage needs they mlorht have. They mrght also dE‘VlS€ some strategies for

how they will carry out the tasks, such as asslgﬂlﬂg each thef SPCCLﬁC

- Toleg to fulfill. |
* The second stape ty Dicdﬂy rakes pjgce outside the classmom —and.

S S T

¢ E
; L o
RGN R T i e

I




involves the gdthp:ng of a‘ly necessary information. For ﬂv’;m‘zp[
studerits have decided to publish a school newspaper, then this sz‘:agé-
“mightinvolve their conducting interviews, taking photographs, and gath-,
ering printed or visual material. It would also include writing up their
interviews and laying out and printing and distributing the first editicn of
their newspaper. Durin g tE'l}_S stage, students may well use all four skillsin
a natural, integrated fa |
In the third and fin: zl stage, students review their project. They monitor
~theirown work-and receive feedba’ck from the teacher o their perform:
. ance. At ezch-of these three stages, the teacher will be working with the
students acting as counselor and consultant, not as the project director.
By enco'uraging students to move out of the classroom and into the
world, project work helps to bndge the gap between language study and

language use.

PAR?IC!P@@T@RV APPROACH

Althoveh it originatéd in the early sixties with the work of Paulo Freire,”
and therefore antedates modern versions of content- based and task-.
; based approaches, it was not until the 1980s that the participatory
***“fwww*“*“appmach started ‘bemngrdely—dﬁcassedimhe'Iang-aarge*tezch*ngﬁtef —
: ture. In some ways the participatory approach is similar to the content-
based approach in that it begins with content that is meaningful to the
‘students and any forms that are worked upon emerge from that content.
- What is strikingly different though is the nature of the content. It is not :
the content of subject. matter texts, but rather content that is based on
issues of concern to bl.udcuw. '
In the early 1960s, Freire dﬁveloped a native-language literacy program

for slum dwellers and peasants in Brazil. Freire engaged learners in diz-

i

|

Iogues about p"oblema in thar lives. These dialogs not only became th ,

world they live in and pro_v:des them Wlth a means to shape their WOE[ R
(Freire and Macedo 1987 in Auerbach 1992). Education is not value freé =
it occurs within a particular context. The goal of the participatotf
approach is to help students to understand the socia :
tural forces that affects their lives, and then to help e empower : QLuﬁP'lfs 10
take action and make dﬂc1510m in oraer to gain control over

(Wall;emtem 1983).

I, historical, or CUI,

|
|
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Experience?

. Letus now see a lesson in'which the participatory approachis being prac-- -~ -
ticed. The students are recent immigrants to the United States from Cen-
tral Europe. They are adults who work part-time during the day and

study English at night. Although attendance fluctuates somewhat due to
family and work demands placed on the students, tonight theré 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 interact with the teacher and '

- each other, only interrupting to greet latecomers. They know from previ-

ous experience that this is a time to catch up on anything of significance
that has happened in their lives since last week’s class. One student dis-
cusses 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 and
gesture since the students are still of low-intermediate English profi- - o

- ciency. Another studenvdiscusses the prablem ghe has béei having with " 7
her fandlord. She can never get enough heat 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’~

.
P .

brothers has just gotten word that he will be permitted. ertry into the
United States soon and so will be able to join the rest of the family.

Having listened to the students 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 to be out alone in

~theeity affer dark. Twould like us to look at this situation a little more in
depth ronight.’ u | - |
The teacher shows the students a picture. It is a drawing of an apart- . .. S

ment building. = ‘ | o .

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
that she does not want to miss. Thén she begins a discussion. - ,

2 This lesson is based on Elsa Auerbach’s presentation at the School for 'I:i_ﬁe-rhational Training
(SIT) on 18 Qctober 1993, entitléd ‘Participatory Approaches: Problem-Posing and Bsyofd-’ 1 g
- have also drawn from Carolyn Layzer and Bill Perry’s workshop at SIT on 28 May 1.993 and

Auerbach (1932), . o

B IR



“What do you see?‘ The students reply, ‘a woman.” And one studén
" adds ‘Men " ‘Who s the_ﬁoman}_’,jwm 15;3]16 doing?’ the teache

who expressed her fear of bemo out in the city by herself after dark. The
teacher continues with the questions. “Who are the men? What are the;
doing? Where are they?’ The students reply as well as they can using th

English they know.
- Next the teacher asks the students to imagine how the people in the pic

‘ture feel. ‘How does the woman feel? Is she happy, sad, afraid? Why:

How do the men feel? Do they hke to stand in the street? The student

reéply to these questions.
The teacher then pursues a line of questionirig that attempts to.get StU'

dents to relate the problem to their own experience. ‘Has this ever h.?iPr
penedto you?” she asks. ‘How did you feel? Did you leave the house?””
‘In your country/culture are people alone much?’ the teacher asks 1n.:
attempt to contextualize the problem. ‘Do women walk in the streﬁ
alone?’ Finally, to end this segment of the class, the teacher invites the st

" dents to discuss what they can do about this problem. She does thS s

o forth

posing a series of questions: “What can Lina do about this? Whatdo Y2
think will happen if she does? \What Would you do about this?’ 3ﬂd 0




-'Sintéé_ﬁé of the suggestions for a solution to Lina’s problem was to
have more street lighting installed in her neighborhood, the teacher asks

" request better lzghtmg The students think that this is'a good idea, and :
- they take out their notebooks. The teacher élicits content for the letter

with guestions such as “What's important in this letter? Flow do you Want
it to start? What do you want me to write? What comes next?’ The

- teacher faithfully records the students’ answers, making sure not to
. change-their words. She-reads-the text-aloud-asshe writes it and she
- Invites students to read along. When they are through, the teacher zsks:

- them if they want to change anything, pointing to eéach word as it is read.
When they are finished with their changes each student reads one line.
1hey do this several times with students rea ding different lines each time.

‘The students next copy their group letter into their notebooks. Since
they intend to actually'send the letter out, they want to make sure that the

English is good. She asks them to reread and edit the letter for homework. ‘
They will read each other’s letters next time and | incorporate any neces- |

" sary revisions i the group Teffer before sénding it out. The class con-
. cludes by the studentstalking about what they liked in that evening’s class
+ - and what they did not like. They also respond to the teacher’s quesnons

- the clags if they would like to write a group letter to the fiayors officete™ "

.- about what they-have learned-and what they want tolearn in the furure.

Thinking about the expérience

Let us examine the practices and principles of the participatory approach.

. Observations L _Printipies

1 The teacher engages the What happens in the classroom
students in an initial discussion  should be connected with what -

i T

4| L

about what is happening in their  happens outside that has relevance
lives. to the students. The teacher listens

for themes in what students say .
that will provide the content for
futurelessons. _

The c:urrlculum isnota.
predetermmed product b
resultof Zn-ongoing ¢ conte

| spec1ﬁc problem posmg

pr}CESS

2 The teacher poses a problem
. that was voiced by several -

- women during a discussion’

fr‘()m a pre\flou:, class.
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- Observations

3 The teacher l¢ads the class in

Eiséﬂsﬁng the :probleni; endiﬁg |

with students responding with
solutions to the problem.

4 The teacher asks the students if

~ they want to write 2. group
letter. She uses a collaborative
process to do so.

5 Afterwards, the students work
together to edit the letter for

~ Education is most effective whenit

Principles

is experience-centered, when it
_relates to students’ real needs.
Students are motivated by their
personzal involvement. Teachers
are co-learners, asking questions
of the students, who are the

‘experts on their own lives.

s AR

When knowledge is jointly
constructed, it becomes a toolto
help students find voice and by
finding their voices, students can
act in the world. Students learn to
see themselves as social and

. political beings. , . v

Focus on linguistic form occurs
within a focus on content.

meaning and form. They
continue editing the letter for
homework.

& The students are to bring their
revised versions of the letters to
class next time for others to
read.

Language skills are taught in i
service of action for change, rather ¥
than in isolation.’ '

Students can create their own
materials, which, in turn, can
become texts for other students.

7 The students discuss what they
have [earned in the class.

Thus, as we have seen with the other approaches we have ,examingd in
this chapter, the language focus in the participatory approach is nof
established in advance. Rather, it follows from content, which itself '_
emerges from ongoing, collaborative investigations of critical themes i
~students’ lives. As Auerbach (1992: 14) puts it, ‘Real communicatiof,

 themselves.

A goal of the participatory
approach is for students to be
-evaluating their own learning
and to increasingly direct it




accompdmed by &ppropnate fse:dback that cuborqiimtes form to the.

ldbOi ation Gf meamng, is key f@r language learning.”

'_;améigugmfg

ther than by prepdffng

~ Learning to communicate by comumunicating, rat
of language, is a different
£

to do so through practicing the various pieces o
way to approach the goal of develo ping. studen

“'petence. Can you see yourself applying this central notion in your
+ teaching? Is there content. your students are interested in studying that
may prove to be a useful medium for their laﬂguave acquisition—perhaps
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 at all times? Do you see the value of having issues, if not problems,
that are.relevant to your students’ lives be the vehicle for their personal

*‘-‘E
"’C:I

he techni iques presented here can you adapt to your own teaching

TN ST SRR S SRR
Q?L;CEE? £ /-‘ ALDFoELres 155

ipowerment, as well as. their. language. learning? \Y’hlch iframy, of o
guag ¥

____Hcofmmumcatw € com-_ R

4 If might be b&ld that the partlcipatory approach has a polmcai phLlOS-E:-,_::._,
| at do you understand this state—s"f—-:

A Check your understanding of confent-based, task-based, and
pamcspatm’y approaches:

1 In your own words describe the difference between the approach
to teaching communication taken in the previous chapter and this

One,

.
3
4

A AL e 2 oo

2"Why do you think that content-based instruction has ‘been called a

method with many faces’? (Snow 1591).

- 3"'@711‘15 (1096) proposes the following sequence for task-based activi-

ties: Pre-task, Task, a.l'ld La,nguave Focus. Skehan (1998) comments

hat this s ﬂq nc:c is the reverse of the sequence found in more Lfﬂdl"

tfonai instruction, Discuss.

OPh—y as well as an educationdl one. Wh
ment o mean? - '
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- & Apply what you have understosd aboit content-hased, task-based,

and participatory approaches:

1 How are process writing and journal-keeping consistent with whole
language principles? Can you think of any other writing techniques
that follow from the principles?

‘Draw up a list of projects that might be undertaken by your students.
Remember that the project is not designed to suit particular linguistic
points. Also remember-the-fact-that students-want-to-be nvolved-is -
crucial. On your list cculd-be something like publishing a school -
newspaper as described in this chapter. Other ideas might be planning

a field trip, conducting a survey, or researching a topic such as an
environmental concern. If you do decide to have your students go
ahead and work on a project, you may wish to consult Fried-Booth

(1286): :

3" Think of one example to fit each of Prabhu’s three types of task: infor-
.mation-gap, opinion-gap, and reasoning-gap. Try them out in your.

b

classroom and see what you can learn.

e L L

4 Speak with your students about what is happening in their lives. Are
there themes-that emerge whichyowean plarlessons around?
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ntelligenc

NTRODUCTION

N Chapter 10 we investigated three means of teaching 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 ~ |
" innovations: learning strategy training, cooperative learning, and multi- |

- pleincelligences. What these three have in common differs from those of
the previous chapter in that the main concern of theseiswith the language . . 1 .

2 l@i‘ﬁez*Becéﬁ's’é"df'fi:Héi}t"'difféfgﬂfifééﬁs; they complement, rather than
challenge, those found in Chapter 10. While these innovations are not
- comprehensive methods of language teaching, they reflect interesting and
7;;_en_d_u£ingvm@th@deiegéea{fpmct'rces;‘and thusare presented here,

LEARNING STRATEGY TRAINING

- Itwasnoted in Chapter 5, when discussing the Cognitive Approach, that
© beginning in the early 1970s, language learners were seen to be more
- actively responsible for their own learning. In keeping with this percep:
tion, in 1975 Rubin investigated what ‘good language learners’ did to

e T P SR

- Mfacilitate their learning. From this investigation, she identified some of 4"
____'_mlheirfl@arﬁiHg—s-t—mtegies;"'gth'e"tethniqu'és‘or devices which'a learner may g
. Use to acquire knowledge’ (p. 43). Good language learners, according to -
| Rubin, are willing and accurate guessers who haveastrongdesiretocom- 1
1~ Musicate, and will attempt to do so even at the risk of appearing foolish. :

1 Theyattend to both the meaning and the form of their message. They also
- Practice and monitor their own speech as well as the speech Of O'fhffs_- . '
While early research went toward identifying just these I«":m_d of learn- N
| g strategies, it was not long before language educato:s réafh?_‘?d tha-t.,s_in,?_ o
~ply recognizing learners’ contributions to the process was 1ot sufﬁ(:lent =
I In order to maximize their potential and ch_ltrzb};ﬁe_ to th??,.f. _afu@noglig -
o Iﬂnguage lé-amers—-m'and especially those not 2mong d.l-?fg?qt{p Cé sg;a;
L good learnérs——needed training in Jeazfﬂ g SUALEZIES. Indeej eﬁbn




{1985) Observed that | 1dnguage teac bma time might be _Enntamv SBem in
T°amer training, as much as in language tramlnﬁ Such suggebtions ledto
-the idea of learning strategy training-—training: students-in the use- of

o W o N

learning strategies in-order to improve their leammg effectiveness.

Experience!

Let us now see one model for such training. We enter into’a secondary
school in Japan. There are 32 students in the class at intermediare- level
“targetlanguage proficiency. Prior to the lesson, the teacher has read the
students’ fearning journals and has interviewed the students. One of the
problems that students have been complaining about is that their reading -
~assignments are lengthy. There is 2 lot of new vocabulary in the readings.
and it takes a long time for them to look up all the new words in the dic-
 tionary. Based on these comments, the teacher has decided to teach the-
strategy of advance orgamzatl()n

He begins the class with a presentation. He tells students that they are
_ going to work on a learning sirategy called advance organization. Tbey
* will be working on improving their reading by learning to preview and to -
skim to get the gist of a reading passage. Learning this strategy will
zmprove their comprehension and the speed at which they read, he

explains. He beégins by modeling. He uses the think- aloud techmque, -
telling students what he is doing as he is modeling. He has distributed a-
reading passage. Let us listenin.

“What I do first is read the title. I try to figure out what the passage is
about. I look-at the subheadings and pictures, too, if there are any. I ask ~
myself what 1 know about the topic and what questions I have. Next, I
read the first paragraph. I don’t read every word, however. I let my eyes
skim it very quickly—just picking out what [ thmk are the main ideas. I
especially ook at the content or meamng bearing_._words:usually the._

nouns and verbs.’
Theteacher calls out the words that he considers key in the first para-

graph. ‘From doing these things, I know that this passage is about wild
horses. I do not know very much about the topic, but from skimming the
first paragraph, I have gotten the impression that the passage is about the
challenges of catching and taming wild horses.’

! The [esson outline, not content, is based on a presentation by Anna Chamot (1998) entitled
‘Language Leammg Strategies Instruction: Promises and Pitfalls’ at the Twenty-third Annua:
Congress of the Applied Linguistics Association of Australia, Griffich University, Brishane,
Australia. Chamot and Michael O'Malley have developed the Cogmme Academic Language

Learning Approach(CALLA) which integrates content, dcademlc language development, ant . -

explicit instruction in learning strategies. .-




o

Td like you to practice just this much now. Lam going-to-hand curz
new reading passage for you to practice on. W 1en you get it; keep it face
down. Don’t read it yet. Does everyone have one? Good. Now remember,
before you turn the paper over, you are going to be practicing the strategy
that T have just introduced. Ready? Turn over the paper. Take a look.
NDW quickly turn it face down again. What do you think that this passage
18 about? Who can guess?’ - ; _ '

One student says he thinks that it is about whales, “Why do you think
©50¢” asks the teacher. The student says he has guessed from the title,

—uhich-sRescuing-the World's Largest Marnmal.” “What do you know
about whales?* the teacher asks the class. One student replies that there

distances. A third says that they are very intelligent. ‘What do you think is
5 mea’ntby_“rescﬁing” ?” the teacher asks. No one knows so the teacher asks
them to keep this question in-mind as they read. - I L
o our page ove again. Read chrovgh th fistparsgraph quickly.
Do 1ot read every word. Skip those you don’t know tf%l? meamﬁgf
Dort yge your dictionaries.” The teacher gﬂesthesm_dez}tsmo T

Oread the § ph. - R : o
e first paragraph. S S g VIS SIS e S
-~ He then asks. “Who can tell us what the main idea ‘?f ;th?p%-ssag? 18
¥hat i the gise?” A student replies that the passage is about certain TR
- whales being put on the endangered list.Another student immediately

P e T

S s

et

e many different kinds of whales. Another adds that they travel long =~ &




raises his hand. “What dces enddngered mean?” he asks. The trcacher

enicourages him to take a guess. ‘Is there any part of the Wcrd “endan- 1

. gered” that you recognize? What do you think it might mean in the con-
text of passage abou: whales?” The studem pauses, thinks for a minute

3
-and then says, “The whales, they are disappearing?’
¥Ss ¥ PP g
“Yes,” replies the teacher, ‘scientists are concerned that whales will
‘ b

disappear if conditions do not improve. Good. Do you know wha
“zescumg” means nows:’

s

L

_The students nod.. One.velunteers. ‘saving.” *‘QK,>.says-the teacher.-
Does anyone want to make a prediction about what the mzin idez isin .
the second paragraph?’

Several students venture that it may talk about the conditions that are
not good for whales. -
“That’s a good guess,’ says the teacher. ‘Let’s see if your predlctlons are
correct. Skim the second paragraph now. This time, however Iam only
going to give you one and a half minutes.’
- The lesson proceeds like this until by the fourth paragraph the stu-
- dents are given only a half a mirute to skim for the maiidea; e

‘Great. We are off to a good beginning. We will practlce more Wlth thls .

3
tomorrow

i T e
G b "ﬁ“iff&éﬁm}ﬂm&mﬁmﬁ@irﬁmmmwmmmmmmm| =

rience in your learning journals. That’s all for today.’

on the'left, and the principles that might account for them on the right. .~ |

Next the studentsxyalaate_hOw_the}_havg-d@n@ Some feel- d{str@ss d——
because they still feel that they need to understand every word. Howeve Lo
others are feeling better because they realize that their reading assign- -

ments need not take as long as they have been taking. Some students dis- -
cuss their implementation of the strategy and how they modified it. .-
The teacher encourages them to share any innovations they made. All of"
the students feel that they need a lot more practice with this new erangV

“Yes,” responds the teacher, ‘and you will begin tonight. For homework, -
I would like you to use your new strategy on something that you Would
~like T read—a newspapeér or magazine article, for example. Don’t just 7
begin by reading the first sentence. See what you can learn from readmg

the headlme or title. See if there are any pictures with captions.. Then

a word you don t know, Skip over it and continue. See what you can learn
about the main idea of the article in this way. Then write about this expe-

'E’hmkmg about the e.xpenense

Let us examine this expemence NOW in our usual manner—observations. .




. Observations

“Prior'to the lesson the teacher.

* has béen reading the students’ .
 léarning journals, where the -
 students regularly write about
“what and how they are learning.

" The teacher hazs also been

© 2 The teacher decides to have the
" students work on the strategy of

“advance organization.

3 The teacher models the _u’se__o_f
 the strategy using a think-aloud
- demonstration.

4 The students practice the new
' learning strategy.

. Interviewing thestudents.

Principles ~
The

learning experiences shoul
valued and built upon,

studentsprior knowledge and ™™

d _be

Studying certain learning
strategies will contribute to
academic success.

The teacher’s job 15 not only to
teach language, but to teach |

'Iearm'ng. _ T DU

For many students, strategies have
to be learned. The best way to do

~thisis-with-“hamds-om experience.

5 The students evaluate their own
success 1n learning the strategy.
- They modify the strategy to
meet their own learning needs.
They share their innovations
with their classmates.

. contributes to learner autonomy.

Students need to become .
independent, self-regulated
learners. Self-assessment

~ .6,”The&te-aleher—asks"the students fo
try out the new strategy on a
different readin g they choose

 for homework that night,

trends in this chapter co
fer Tt is easy to see how
Mstruction, for exampl!

. . . T o s .1;-;
Strategies should not be faugnt 1 43
“Ontent-area or lapguage curriculumi(

- 1Le. useitin a different sitnation.

mplement the Q'EES_P}"?E_, ted in 4
learning strategy training vould
e. Indeed, research has:show

An iinportant part of learning a o
strategy is being able to transfer it,

i

i
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~ benefitof learning strategy training is thatit can helplearners to hwuni
learn after they have completed their formal study of the target lan gu
. The strategy-in the lesson we have just observed isan exampﬁ of

Chamot and O’ Maﬂey (1994) call ‘metacognitive strategies,’ strate\

- that are used to plan, monitor, and evaluate a learning task. Other exi
ples of metacognitive strategies include arranging the COﬂdltIOnS that h
one learn (What conditions help you learn best?), setting long and sh\
term goals {(What do you want to learn?), and checking one’s comprehn

. sion.during listening or. reading (What have you understood?). - hﬁrr
and O’Malley identify two other categories. One is cogmtwe strareg
which involve learners interacting and manipulating what is to ]
learned. Examples include replaymg a word or phrase menta[ly to hste
to it again, outlining and summarizing what has been learned from reaw
ing or listening, and using keywords (remembering a new target Idnguag
word by associating it Wlfh a familiar word or by creating a visual 1 xmag
of it). The other category is social/affective strategies where learners i mteg
act with other persons or ‘use affective control to assist learning.’ Exam
- ples-inclade ‘creating” situations to" practice“the targetilanguage-wit™
others, using self-talk, where one thinks positively and talks onesel
through a difficult task, and cooperating or working with others to sha;:%
—information, obtain feedback, and complete a_task. This. last"straif:g;vﬁii,,
cooperation, gives us a convenient bridge to the next topic.

COOPERATIVE LEARNING

Cooperatwe or collaborative learning essentially mvolves students learn-
ing from each other in groups. But it is not the group configuration thati
makes cooperative learning distinctive; it is the way that students and:
teachers work together that is important. As we have just seen, withi
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. ,down after Iunch the teacher asks for attention and announces that the.

2 This lesson_ has been ad-apted from the one present’ad in Chapter 2 6f Dishonand O'Lear}f 1984_‘: E

learming strategy training, the teacher “helps students Tearn how to ledtTy
more effectively. In cooperative learning, teachers teach students collabo- &
rative or 50(:131 sklﬂs S0 that they can work together more effectwely

accomphshedu

Experﬁencez | E
As the 24 fifth- grade ESL students in Ale}{andma Virginia, USA set‘de




-day’s vocabulary lesson will be done in cooperative groups. Several stu-
dents ask, “Which groups, teacher?’ .
el stayin ‘the'same groups of six that you have been in so far this

- week,” he replies. Twill give each group a different part of 2 story. There
<+ arefour parts. Your group’s job is to read the part of a story that I'will give

-+ you and to discuss the meaning of any new vocabulary words. Use your

- dictionaries or ask me when you can’t figure out the meaning of 4 word.

~ Inten minutes, you wil| form new groups. Three of you will-move-to-—
‘~"_;-_--—--‘-another'gr?:)u‘p"éﬁd""tﬁfeé%{f}_f&i—”wiﬂ stay where you are and others will.
~jein you. In each new group you will tell your part of the story. You will
teach your new group the'meanings of any vocabulary words that the group
o members don’t know. Listen 1o their part of the story. Learn the meaning
o 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 work together

i

| be asked tg;ma_tg_h.ca;Ch;-ﬂf_:W;-Voeabuiaryr-word‘wifﬁ 1ts defitiition on a

1+ worksheet that I will give you. Your group will help you during the prac-

to learn the new vocabulary. After ten minutes of practice time, you will R

tice time. During the test you're each on your own. Your score will

depend on your results as 2 group, si_mgf:;;Lmlr_ﬁf‘.z&seefes—-,w--ﬂf%e*a‘cided

17 together | | o

" The reacher then writes 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 = Everyore in your group takes thé test again.

‘Everyone in the class will getan extra five minutes of recess tomorrow
if the room score is 90 percent or better.” There is a buzz of excitement 7

;____%_bQ_ut..that;possibﬂi{y: B
One student asks, “What social skills, teacher?’ In res ponse, the teacher |
says, “Today you are all to practice encouraging others while your group -
- works on learning the vocabulary words.” He then asks, ‘What can -
“licouraging others sound like?’ . .
One student resp onds, ‘Nice job!” Another says, “Way to gat ‘Clapping
and cheering,’ offers a third, o R
, gTfﬂi‘_s,’-sazys' the teacher, ‘Now what can encOurla‘ging 'orthe;s LO?L-C_ _I_;kﬁ_?_? -
" ‘Anod.’ |
. “A pat on the back.’ S A I P
- ~‘Allright. You’ve got the idea. Today I will observe cachigro O W
N 7 " : Eroups

up. I will be
o ; T LU T TR
EOQL~ing for vou to practice this social skill. Now, get into }jQL_" r
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Fhe teacherpoints-out 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

two desks, and one group sits at a table in the back of the room..
The teacher distributes handouts with a different part of the story to
each group. He then moves from group to group spendmcr two or three

~ minutes with each one,

The students apppm‘ to be busy working in their r groups; there is much
talking. After ten minutes, the teacher tells the students to stop and for
three students to leave their group and to join another group. After ten

" more minutes they do this again. Then the students return to their Origr ™

nal groups and work on putting the parts of the story together and teach-
mg each other the new vocabulary. It is then time for the Il‘lleldUaI'

Groups move back together to compare and combine scores. The stw

dents put their group’s scores on éach of their papers. . °
‘The teacher picks up each group’s paper and gquickly figures the room

score. There is much cheering and applauding when he announces that |

there will be five minutes of extra recess for ewryone He then tells the

‘groups to look at how they did on the social skill of encouraging others

and to complete two statements, which he haS written on the boald whﬂ
they were taking the Vocabulary test: ’ | |

B A e e i Gr ax T



After ren minutes, he asks each group’s reporter to share their group’s

observation and he offers his comments.

- Thinking about the experience

Qur group did best on encouraging others by ___ SRR
and___ (thrse spsc;ﬁc behawors}

Goeal settmg The SUCid’.l skill-we will pra & more oiten tomorrow is

He suggests that one of the students be the taskmaster to keep the group
focused on the task of Cﬂmplet ng the statements, one be the recorder to
~write the group’s answers, one be the timekeeper to keep track of the
time, one be the checker to see that all of the work is done, and onebethe ~ °

itépor'té_i* who will give the group report Iatel He tells thsm that - they have

ten minutes for the discussion.
The teacher circulates among the groups, but does not say anything.

responses. The teacher consults the notes that he has made during his

|
. !
- Letus list our observations and review the principles of cooperative learming: o

Observations Principles |
1-The-voeabulary lesson-will-be——Students areencouraged tothimkim
dore in cooperative groups. terms of ‘positive interdependence,” |
Each student is to help the other  which means that the students are
students learn the new not thinking competitively and

individualistically, but rather
coopeératively-and in.terms of the

e T e

vocabulary words.

2 The students ask which groups  In cooperative learning, students G

they should form. The teacher often stay together in the same

tells them to stay in the same groups for a period of time so they
groups they have beeninthis  can learn how to work better .
week. together. The teacher usually assigns

students to'the groups so that the
groups are mixed—males and
females, different ethaic groups,
different proficiency levels, etc,
This allows students to learn from
each other and also gives them

) pfaCflCC in how to get alonc leh

. peop e dI{IPIE’th from the:nselves
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ervatians

3 The teacher gives the students
fhe (‘f[f—prm 1cﬁr‘ qu“r

'''''''

soctal skill of encouraging
. others.

5 The students appear to be busy
Workmo“ in their groups There
“is much talkmg in thé groups.

6 Students take the test

ell

11;5 }‘LG WWOWELL

they have performed the task
they have been given. There are
“consequences for the group and
the whole class.

T target Tanguage.

E&cqﬁﬁﬁ

Thfz efforts of an individual he lp
ot ouly the individual to'be

rewarded, but also others in the
class.

4 .The students aze to-work-on-the —Secial-skills suchrag —~——— =

~acknowledging another’s

- contribution, asking othersto -
contribute, and keeping the
conversation calm need to be
explicitly taught.

Language acquisition is facilitated

R e e e e

by students mteractinginthe - 4

Although students work together,

e Individually,

7 Groups move back together to
compare and combine scores.
The students put their group’s
scores on each of their papers.

8 The groﬁp discusses how the

eachrstudent is individually
accountable:

Responsibility and accountability
for each other’s learning is shared.

Each:group member should be

target social skill has been

practiced Each student is given
a role

9 The,teacher gives feedback on
how students did on the target
social skill.

| socw_I purpo‘:eb

Lo e e e RS e e R B eRE ha Mo v Dl oD CSRL S el T e
b e A G i e e s e B B

‘encouraged to feel responsible for
pamapatmg and for leamlng

Teachers not only teach language;
they teach cooperation as well.
Of course, since social skills
involve the use of language,
cooperative learning teaches
language for both academic and

e m B eTR We e e mie M e N Te R w8 Shede e fnofn G




Oriceagain note the complementarity between thistrend and the ones pre-

sented in the previous chapter. Cooperative learning groups caneasily work . . .

- -ontasks from a task-based approach tolanguage instruction, for instance.
Yet cooperative learning is similar to learner strategy training 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 intelligenices. Teachers who adopt this approach expand beyond

language, learning strategy, and social skills training, to address other_ . __

qu&liti@-s--;qf- lenguagefearners,

MULTIPLE INTELLIGENCES

Teachers have always known thar their students have different strengths,
In the language teaching field, some of the differences among students

have been attributed to students’ having different learning or cognitive

styles. For instance, some studénts arc better visual learners than aural

learners. They learn b?ﬁiﬁﬂ? hen they %?'?,.%.:.bl@.m,.m%.d new-material rather- =+ o

HEH Siply fisten to it. Of course, many learners can learn equally well
either way; however, it has been estimated that forup to 25 percent of the
population, the mode of mstruction does make a difference 10 their suc-

cess-as-learners~(Levin eral. 1974 cited in Larsen-Freeman and Long
1991). Hatch (1974) further distinguishes between learners who are
data-gatherers and those who are rule-formers. Data-gatherers are fluent
Jut inaccurate; rule-formers are more accurate, but often speak haltingly.

Related work by psychologist Howard Garduger (1983) on multiple
ntelligences has been influential in language teaching circles. Teachers
vho recognize the multiple intélligences of their students, acknowledge
hat students bring with them specific and unique strengths, which are

ften not taken iHEQ__&QC_Qunt.-inﬁclassgeef-nﬁS—iﬁua‘i‘i'OHSTGaifdnefhas theo-

zed that individuals have at Jeast seven distinct intelligences thatcan be
eveloped over a lifetime. The seven are:’

LOgicai/mathematicaf——"the ability to use numbers effectively, to see
abstract patferns, and to reason well

Visual/spatial—the ability to orient oneself in the environment, ta cre-
Ate mental images, and a sensitivity to shape, size, color
Body/kinesthetic—the ability to use one’s bady to express oneself and
to solve problems | - - -

1ave drawn on descriptioh_s from Qh;iétisoﬁ (1996) and Lazear {1997) to explain the seven, |

- . ; . B T T - sl ew Y 1
Ve also learned from John Ralbi's presentztion on multiple intelligences at theslNew York
ite TESOL, Conference; Saratoga Springs, New York, 24 November 1995, :

v e e




Musical/rhythmic—an ability to recognize tonal pafterns 2nd a sengi-

Ao

tivity to rhythm, pitch, melody

sed anathar neraon’ -'
and another person’s moeds, feel
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ings, motivations, and intentions
6 Intrapersonal—the ability to understand oneself and to practice self:
discipline |
7 Verbal/linguistic—the ability to use language effectively and creatively. |

<o While -everyone might possess -these -seven. intelligences, they are not— 1=
equally developed in any one individual. Some teachers feel that they
need to create activities that draw on all seven, not only to facilitate lan-
guage acquisition among diverse students, but also to help them realize
their full potential with all seven. One way of doing so is to think about .
the activities that are frequently used in the classroom and to categorize
them according to intelligence type. By being aware of which type of -
intelligence is being tapped by a particular activity, teachers can keep
track of which type they are emphasizing or neglecting in the classroom -
“and aim for a different représentation if they so choose. Christison (1996] -

and Armstrong (1994) give us examples of activities that fit each type of
intelligence: ' ' | | |

1 LOgicaUméthematical—puzzles and games, logical, sequential presen-
tations, classifications and categorizations

2 Visual/spatial—charts and grids, videos, drawing
'3 Body/kinesthetic—=hands-on -activit.ies, field trips, pantomime

4 M‘uéical/rh}'*thnik:"—“ﬂﬁ@ﬂg‘;’playi’ﬂg MUSIC, jazz chants

5 Interpersonal-—pairwork, project work, group problem-solving

6 Intrapersonal—self-evaluation, journal keeping, options for home- |

‘...__._.‘_.‘.-__._.____..;_Woirk : - -
7 Verbal/linguistic—note-taking, story telling, debates.

A second way to teach froma multiple intelligence perspective is todelib- 1
erately plan lessons so that the different intelligences are represeni@d--
Here is one lesson plan, adapted from E. Agostini,* which addresses all of
the intelligences:

Step 1—Give students a riddle and ask them to solve it in pairs:

T have eyes, but I see nothing. I have ears, but I hear nothing. T have #

T N i TP i
Y P L S I .4
iopralfe e 1 (RSN (R ath

* Based,on Emanuela Agostini’s 1997 TESOLIfaly’s presemtat_ﬁdn, ‘Seven Fasy Pleces,” 6 Dece™”
ber 1597, Rome. - o a A o




5o I g
LEVIES, \JC J?j

" mouth, but [ cannot speak. If I am yOLng, T stay Voung3 ifTam old, T
Stay old. Whatam 1?

ATiswer: A personina ‘painting or photograph.
(Iﬂte ligence merpercoqai verbal/linguisti )

Step 7—-—-Gmr€ ed imagery: Tell students to close their eyes and to relax;
then describe a painting to them. Ask them to imagine it. Play music l
while you are giving the students the description. L

(Inteﬂzgem.es spatidl/visual infelligenice, musxcaf)

Step 3—Distribute to each person in a small group a written descnp-
tion of the same painting they have just heard described. Each descrip-
tion is incomplete, however, and no two in the group are quite the
same. For example, one description has certain words missing; the oth-
ers have different Words missing. The students work together with the
other members of their group to fill in the missing words so that they all
end up with a complete description of the Damtmg

([nEellipéncss: intérpersonal, Verballinguistic)

Step 4 Ask the groups to creaie a tableau of the painting by actmg out
the description. .




- Gt course, not every intelligence has to be present in every lesson plaii.

Step 5—Show the students the painting. Askc them o find five tnmgs
about it that differ from their tabieau or from how they imagined the

F?lp‘f_‘lﬂ{)‘ Ty 100}( ‘ ‘ e i e e e ke e
(Intelhgence: log&cal/mathematicai) |

—

Step 6—Reflection: Ask students if they have Ieamed anything about
how to look at a painting. Ask them if they have learned anything new
about the target language.
. (Intelligence: intrapersonal) . ...

Indeed, that is not likely to be possible, as the list of intelligences is grow-
ing. For instance, Gardner (1999) has recently added an eighth intelli-
gence, one he caMs ‘the naturalist’—someone knewiedgeable about and
comfortable in the natural world. The point is that, typmally, lmgmsﬁc
and logical-mathematical intelligences are most prlzed in schools. In
langnage classrooms, without any special attention, it is likely that
_verbal/linguistic lntk,lhgeflce and inferpersona, mgel_lfge ce will be regu-
larly activated. The issue for teachers who wish, nor the diversity of

Fa «I. L L RN

1
mtelhof’:ncee among their st Lﬂents is how to represent the other intelli--

gences and enable each student to reach their full potential, while not

r e Qi CLSLL_)' Of .

. think of any learning strategies that yon can introduce to your students to_

losinig sighit that their purpose is to teach language.

CONCLUSION

In this chapter we have considered methodological innovations that have -
revolved around language learners. Does it make sense to you that lan*
‘guage teachers should think about teaching skills such as working coop-
eratwely, it addition to skills that relate directly to language? Can you

facilitate their langnage acquisition? Would you want to adopt any of the
practices from cooperative learning when you ask your students to work-
in small groups? Does it make sense to divessify your mstructional prac-
tices'in order to accommodate your students learning st}fles or multipl
intelligences? ‘
As teachers, it can be useful to be reminded about the unique qualities .
of f:ach of our students. Keepmg this in mind will prowde 4 useful back :
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ﬁéﬁg‘, C@apcrﬁi

A Chack your understanding of Leaming Strategy Tr
Le@mmg, and Eg‘iumpi@ !nte&&sg«;m&s '
I Statein your own words the difference be‘ween language trammg and

learner training.

2 It has been said about cooperative learning that it attempts to teach
- students-to-‘think-us; ot me: What do 7o think that this means?

3 Categorize each of the foﬁowmg seven activity types into the type of
intelligence it likely taps. There is one intelligence for cach:

Listening to léctures, tapping out the stress patterns of sentences
- cooperative tasks, goal setting map rea&mg, Total Physical Response,
surveymg students likes and diS ikes, and graphing the results.

tood about Leaming Strategy. T
Multinla | 25,

B ADQEU what vou have unds ers
At

@@@ﬁcmm’e E_@ammg. and M

tﬂ;

AL T R S G e

1 Interview a group of students about the learning strategies they use to
facilitate their language acquisition. Are there any patterns?-Are there

strategies that might help your students if they knew how to use them?
Ifso, plana Iesson to teach one. See what results

A KW

2 Goodman (1998) has written that ‘one essential tenét of cooperative
learning is the notion that any exercise, course material, or objective ...
may be reformulated into a cooperatwe experience’ (p. 6). With this in

" mind, think back to a recent exercise you asked your language students
to do. How could you have reformulated it in such a way as to be con-

e s

L T

_sistent with cooperative learning principles? -

3 Make a list of your most commonly used language teaching activities.

Try to determine which intelligences they work on. If there are intelli-
-gences that are not included in your list, see if you can change _thec‘{"‘f ay
you do the activities to include it/them. Alternatively, consgdez; ad:_ g

- . L " . : ire
‘activities which Work on the missing mtelufrence(s} toyo LT FEPECLOME:
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A SUMMARY CHART

Now that we have considered the methods individually, it will be useful to
view them collectively. The following chart has been compiled to'summa-
rize each method/approach with regard to which aspects of language/cul-
ture are focused upon, how the method seeks to promote language
learning, and the associated language teaching practices. What is in the
chart is selective, highlighting only major features of each method or

approach. | |
While this chart provides a useful summary of the methods/approaches. s v | -

¢ -concernifig the global Gategories of language/culture, learning, and teach-
© Ing, there are three limitations o presenting information in this form.
One is that this charr fails to capture the dynamics of methodological
;___Changf:ﬁS@eond,—i%@%mtureﬁh‘e@imiiarities that exist among the methods.
- Third, there are certain areas of difference that are not revealed by treat-
ing the categories globally. Each of these three areas will be discussed in

turss,

- THE DYNAMICS OF METHODOLOGICAL CHANGE

While it is true, as was mentioned at the beginning of this book, that all of
these methods are being practicgd__goday,mi,tis,‘.als&tm@--ﬁh&t—theyareunot A
“¢qually 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

Snterprises, such as the Berlitz Schools. B .

In other parts of the world, some of these methods have had moge influ-

- tnce during certain tites than at others. For instance, in the United States

Inthe 1950s and 1960s, although other language reaching methods were

. Dracticed, ‘the Audio-Lingual Method was clearly dominant. When
 Noam Chomsky challenged the view that language was a set of patterns .
- 2cquired through habit formation, its influence began to wane. Following .
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Grammar-
Translation

Direct Method

Audio-Lingual

“Literary language

Culture: literature .
and the fine arts

Everyday spoken

language

Culture: history,
geagraphy, everyday
life of TL speakers

Sentence and sound

" Have students,
translate from target
laniguage (TL) texts _

R SRR 13t native ianguage" B

t, cercise I"lt"l{al
muscle

Use spoken language
- insituations with no

native-language

translation

Assoclate meaning

with the TL directly

Overcome native Conduct oral/zural

Method ~ patterns _ lanpuage! habits;  drills and pattern
T ) ' form new TL hablts practice :
Cogmnitive Code Grammar rules Fo.rm and testhypo-  Doindictive/
Approach theses to discover deductive grammar
- and acquire TL rules  exercises
Silent Way Unigue spirit/ Develop inner . Remain silent in
' melody _criteria for order to subordinate
correctness by teaching to learning.
-becoming awareof  Focus student
how the TL works attention; provide
_ _ ' meaningful practice
- Desuggestopedia .. Whele, meaningful . Overcome., . Desuggest limitations: ...
' texss; vocabulary psychelogical teach lengthy dialogs
emphaszmd barriers to learning ~ through musical ‘
' accompaniment, piayﬁll
practice, and thearts
Community Student generated Learn nondefenswciy Include the elements of
Language as whole persons, security, attention,
Learning following - aggression, reflection,
developmental stages  retention, discrimination
Comprehension Vehicle for Listen; associate Delay speaking until
Approach: communicating meaning with TL students are ready;
Natural Approach, meaning; vocabulary directly make meaning clear
theLearnables, * *emphasized through actions and -
and Total Physical visuals
Response
e Communicative Communicative Interacrwith others  Usel information gaps, =
Language Teaching competence in the TL; negotiate  roleplays, games
‘ Notions/functions meaning
.. Authentic discourse ‘
Conten‘c based, Medium for doing/ ~ Artendtowhatis . Engagestudentsin
Task-based, leamning being communicated, learning other subject
and Participatory ' " not the language matter, tasks, or in
Approaches itself, except when problem-solving aroufl
‘ form-focused issues in their lives
Learning Strategy - Learn how to learn Teach learning’
N “Training, ‘ - . strategies,
Cooperative cooperafrion; use a’
" Learning, and variety of activities
Multiple thatappeal to

Intelligences .

- diffbrent intelligences: = 7

—
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- its decline, the field entered into a period of great methodological diver-

sity in the 1970s and early 1980s (Larsen-Freeman 1987), a periodin.

which a number of finnovative methods” emerged, such as the gﬂe‘ﬁ_{‘?ﬁy |
{1972), Community Language Learning (1976), Total Physical Response

(1977), Suggestopedia (1978), and the Natural Approach (1983).

Interest in developing students’ communicative competence reunified
the field in the 1980s. Although certainly the Communicative Approach
has not been universaily adopted (Ellis 1994; Li 1998), in certain con-

1. texts, especially where the-target languageisspoken in the environment,
it is widely used. It is also true, of course, that How it i implemented
varies from context to context.

Innovation in the language teaching field in the Jate 1980s and 15905
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 1S NECESSALT. o v vevne o
| Asiwe enter a new cefitlicy and millennium, we might expect to find
more methodological innovations revolving around the teaching process
itself. Technological advances have already ushered in new pedagogical
i jﬁza_t_egie&i&Il;@_-fefmﬂﬁ-%mputer—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 students and of the world, some teachers are assuming the
i role of advocates—not only advocates on behalf of their disempowered

students, but also advocates on such topics as environmental issues, ethi- |
cal issues concerning globalization, social issues suchas AIDS education,

and interational education issues such as the universal need for world g

beace education. Such teachers feel that they can no longer be content to
teach language in classrooms ignoring issucs in their own and their St
“dents’ lives outside of the classroom walls. I

| SIMILARITIES AMONG LANGUAGE TEACHING .
METHODS | Ly
- : snguage reaching methods
| In displaving ¢ al features of the language teaching MEAOLE IR - -
e o ¢ o s e sl s ot et bghghed Not
2Pparent from this display s the fact that these methods overlep insignif= ;
-"fCai*'Wa}fs' as well. Despite there being continued- debate on what- -7
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communication entalls, and on the means to bging it about, it is néverthe
less true that one of the most important similarities in many of these
methods is that their goal has been to teach students fo communicate in.
the target language. |
Another similarity, which'has only recently become obvious, is thatall
of the language teaching methods described in this hook are practiced in
classrooms in schools, With the increasing influence of technology, such
rmay not be the case in the future. Classroom instruction is already often
supplemented with visits to the audio or computer lab. In certain situa-_

erthe-

' tions, distance learning may make classes, fixed schedules, and Jearning
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, but
the arts themselves are not the object of study; rather they are drawn
upon to facilitate 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; speakingand listening, Alternatively; there may-bear»

deliberate attempt, in the case of those who teach English as an interna-
tional language, to omit explicit teaching of culture, even though we
know that culture values are transmitted 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 2
selective chart as ours. There are two particular kinds of differences. The _‘
———=-firstisone we nmght 'calh:omp’lem'ent‘ary‘“d'iffer"enr:;es.—WhﬂE"e*ath‘m&?th@d‘_
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 instance, the Jan-
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 drill conductor and a linguist, but poss”
bly also a counselor, facilitator, technician, collaborator, learner trainelh
and most recently, an advocate (Larsen-Freeman 1998a). I

The other type of difference is one that is contradictory. For insta

negy,

notice that the use of the students’ native language in the Direct Mefho it
* and Comprehension Approach (Chapter 8) is proscribed, whereas in the




Grammar-Translation Methad and Community Language Learning, it is
prescribed. Witness the divergent views regarding the level of control of
the input that learniers receive, from highly controlled input in the Audio-
Lingual Method, to less controlled in the Natural Approach, to virtually
uncontrolled in task-based, content-based, and participatory approaches.
Contrast the views regarding what to do with learners’ errors; which
range from doing everything to prévent them in the first place {Audio-
Lingual Method), to ignoring them when they are made under the
~— assumption-that they will work themselves out af some future point (for

example, TPR). S | - .
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? |

NGUAGE TEACHING METHODS

reasonable question tg ask is, ‘How doesa . ..o . ..

CHOOSING AMONG LA

At the end of this book a ver
 teacher decide which method
many of the methods presented in this book have characteristics in corm- ‘
mon, there are also some fundamental differences among them. And so in i
—theend; onedoesnieed to choose, And TFwe intend fo make choices that
are informed and not just intuitive or ideological, then we need to expend
no little effort first in identifying our own values, next in tying those val-
ues to an appropriate set of larger aims, and only then devising or reject-
ing, adopting or adapting techniques’ (Stevick 1993: 434; see also Edge
. 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_andlﬁamiﬂg.,-It_ﬁ.ts_.‘?v.i.thmwha,tftheyfare,tr,yingto;.,., —
achieve and it is appropriate to their students and their 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

is best?’ After all, while we have seer that

w1 L

makes it 50 is because it is the one the teacher knows, havirg been tr amed_
.1 it, and/or because it is consonant with the teacher’s tizlmkmg (.values,.,
beliefs, assumiations}, and/or because there is resea'rc;h ewéegce sul]_:‘)polft:—
ing it. Such teachers may choose to become spfic-}aj;sits -1;1 a particu ar.
method; they may even pursue advanced levé-l_/‘?f AITLIIE 1 it};_ B N
" Before being Pefsuaded that one method IS~'abSQiLI"EeIY ?Stf NOWEVEL,
we should remember methods themselves are deconfextuahz?d- They
déséribe a certain ideal, based on cgrtain_beliefs: They 'd:eal m‘th_ *what,
how, and why, They say little-or nething'abo"”u{ who/whom, when, a_md
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~where, Fach method pur into practice will be shaped at least by
teacher, the Students the conditions of instriction, and the broader s¢

- cultural context. A partrcuiclr method cannot, therefore; bea prescrip ™
for success for everyone. As Parker Palmer has said, ‘When perso
speaks, I realize that the method that works for him would not work
me, for it is not grounded in who I am’ (Palmer 1998: 147). What rﬂ_ﬂ
a2 method successful for some teachers is their investment in it. This is ¢
reason why the research based on methodological comiparisons has Ofi

- ~been 5o inconclusiver Tt sotight tor reduce teaching to-the-faithfulfollo;

ing of pedagogic prescripiions—kat: ceaching is much more than this. i

‘Some argue that there can be no right method for everyone. They pou
out that some methods are more suitable for older learners; others fe:
younger—or that some might be more appropriate for beginning- lev&
language study, but not for intermediate or advancéd. They say that some
methods clearly call for a level of language proficiency that not all lanﬂ
guage teachers possess. They warn that methods should not be exported

from one situation to another (for example, Holhday 1994). We mwht o

“éall this positioti Felativism. “Fach éthod 'has its strengths and wea
nesses, relativists believe; but they are not equally suited for all situation
Different methods are suitable for different teachers and learners in di

o

saying, “This Would never work where I teach.’ Whlle there is no doubt
some truth to this position, and certainly teachers are in a good position 4

to judge the feasibility of a method, it would be a mistake to reason that
every situation is so unique that no similarities exist among them. After
all “it 1s a very.large claim that the process of language 3CC1U1$1L1011—’3
‘basic human attr1bute---1tself varies according to contextual factors’

(Prabhu 1990: 166). Indeed, learners are very versatile and can learn weﬂ

sometimes despite a given method rather than because of it. What is true,

though, is that there are socio- _political reasons or demands on teachers -

“which may make one method more acceptable than another in a given -

context, : '
I

» . There is another version of the relativist position, one we might ca
pluralism, which many other teachers find reasonable. Rather than decid-
ingto adopt.or reject methods in their entirety as being suitable or unsuif’
able for a particular context, they believe that there is some value to each .
method. Instead of believing that different methods should be pr acﬁcﬁd
in dlff@fﬁ‘l’[ contexts, they believe that different methods, or parts o

ymethods should be pracuced in the same context (PLabHa 1850). For _
-example, by piawng the believing game, they see that the mul uple pEL”

fer Bwrcantexfsﬁ;uchﬂ—p@grﬁ@ﬁ—ﬁﬂgﬁ-ﬁﬁﬁf—@rmny te*chersm?heyma}




spectives on language represented by methods in this book—that it is |
erary, deals with everyday situations, is made up of patterns, ruli
- sounds, vocabulary, notions,-and. functions;y is -meaningful, compris -
texts, is used for interactions, and is a medium through which to lea)
certain content, accomplish certain tasks, or become e CIMpOower red—are :
true. Moreover, if language is complex, then it makes sense that learnir
it is also complex, and therefore that associationism, habit formatio
rule formation, interactionism, etc., can all be true or at least partiall
. true; although no single truth necessamiy accounts-for-the whole of lag—- - — -
guage acquisition. Then, too. although teachers know that there ar
many similaritics among classes they alsoc know that ‘each group has it
own special characteristics, and that successful teaching requires thi
recognition and acknowledvement of this uniqueness’ (Eo[ster 1983: 29§
cited in Larsen-Freeman 1990). \
When teachers who subscribe to the pluralistic view of methods pick
and choose from among methods to create their own blend, their practice
is said to be eclectic. Remember, though, that methods are coberent c:(mkl1
*‘binations of techuiqiies and principles. Thus; teackérs who b

 have a'consiss”

tent philosophy and pick in accordance with it (which may very well
make allowances for differences among students), could be said to be

. practicing. pmn&zpled—ec!ee_aefsmmlhe}@afe in-effect creating-their own- -
method by blending aspects of others ina principled manner.

We should hasten to add that from an external perspective, it may be
difficult to distinguish eclecticism 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 to a teacher talk about their practice that we might be
able to tell. Teachers who practice principled eclectism should be able to
give a reason for why they do what 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

prmcnpl s as the need to match a paftlcu;lar target language point with a
particular technique or on the need for variety among teachmg activities. -
They might even say that it depends on what time of éay it is, recognizing
that they frequently have to make decisions owing to the complexity of
classroom reality, including what is happening socially among the partic-
-ipants at the time (Allwright 1984: Nunan 1992; Prabhu 1992; Clarke
- 1994),

-~ Now the answer ‘it depends might be seen by some to be a sign of
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" teachers’ avoiding taking a pOSffiCi But ‘it dep'e'ntisf answers m
~ taken by others as signs of the wisdom of practice. For teaching is
-contingenciesthat require a response in the momens which-may-be-
intuitive than a mamfesLation of a conscious philosophical positio
also true that with us human beings, there is often a gap betwet
intentions and our actions. And finally, it is true that many decisio
outside the control of teachers. They must teach for a test, for ins
Or they may have a class where students come with negative atti B
_toward the study of language. Fanselow (1987} observes that perha-—- s e
little as two percent of the variance that contributes to learning mq
‘_ controlled by the teacher. And yet as he says, ‘But so what? If leare
Qequals one hundred percent, and lack of learning means anythmgr
than one hundred percent, the two pertent we arc responsible for mi
| the diffelence between learning and not learning’” (1987: 11).

i
4
i

TE&CHE%G AS THE MANAGEE’%EH OF LEARNING™ |

El

- < Teachers whio teach as if their practice ¢atsesfedrning, while recogn121
that they are not in control of all of the relevant factors, and that at E
least they are in partnership with their students in this enterprise, C&IH

___true_managers-of learningt T.am not speakmgn&r r@uﬂy—@f eb&ssre@ e
i

g

eﬁ""s"

‘management, but rather more broadly of someone who can live with ¢
paradox of knowing that teaching does not cause learning, all the Whﬂ
knowing that to be successful, one must act as if it does. And it is thi
commitment to unlocking the learning potential in each student th%
motivates a teacher to make informed methodolomcal choices. Teachet
“'who are’managers of learning recognize in general that a number O.gg
methodological options-exist, but they are guided in any particulag
moment by a compass consisting of a set of values, some knowledge- and

- ¢xperience, and a cominitment to (particular) learning outcomes. SUCE f
teachers do not-despair in methodological profusion; they. welcome it'g
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 teach _f‘
moment presents itself. They recognize that they must focus students 2
attention on the learning challenge, and then step. back and respond 113
service to their learning. a

- When asked if they Would use a partzcu[ar techmque assign a pS-ILIC
larreading passage, ask a particular question, they answer, ‘It depends-

- There may be tlmes when a pauem drill is appropﬁate or lemg gfa_,

i e

bk

1 Allwright (1984) was pcrha{ps the first to u,s'e thisterm. © ~
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mar rule, or an interactive task, or an activity which involves meanmg
negotiation, depending on the learning chaﬂenoe or what the students are
'"*"“”“'I““"' with at the moment. cIt uCPCﬁub statements: plOVlLC us with

g - S .Ll.16

ev1de11ce of the highly complex, mterpzetwe contingent knowledge
which teachers/managers must possess in order to do their work.

?E“EE DEVELOPMENT OF METHODOLOGY

- BU‘ -there is-another important dimension-to-the question of {eathmg---------~-—~-'-------w
~methods that must be considered. And that is that learning to teachisa ~ - -
developmental process (Freeman 1991); indeed, while there may not be
any strict sequence of developmental stages in teaching, learning it is said
to be a lifelong process. Thus, before concluding, I offer a brief autobfbl
graphical sketch of my own developmental as a teacher, as an illustration,
one not meant to be a model (Larsen-Freeman 1998b). :

When I was first learning to teach, 1 was trained in a particular method.
Fortunately for mie, I was oblfvmus to alternatives. I practiced one
" itethod eéxclusivély, using the books that I'had béer given, Twas Tearning
to teach and all of my attention 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 dGCOfLlHl—iu'{‘hCiﬁﬁaﬁtimﬁ%ﬁf&sﬁl’r@‘teaCh@l“(WhﬂE—___—; -
learning to be one) and was teachin ng (while learning to do so at the same
time).

After a While I grew dissatisfied with my teachmg I found that it had |
reached a level where I 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 whatTsaw: I felt that there had to be a better method than the one |
I'was practicing. I sought further education. What I discovered from this L
education was that although there were other methods, there was very lit- e
tle agreement on the best way to teach, What was important though was |
for me to be able to rationalize what I was doing. I felt during this phase |
{. of my development that I was no longer learhing to teach. My view of I

teaching had changed. I knew a lot, but I realized that there was a lot
more to learn. I found that I was [eczmmg i‘eezckmg I no longer was
preparing to do something. I was experiencing it, and I was Ieammg a

great deal from the experience.
Learning teaching has sustained me for many years—and SUH does,
even though my area of concern is now less language teaching than lan-
, gUaoe teacher education. One of the problems with relating my experi-
ence in this fashion, is that it appears that my development as a teacher is

i Imeaz process, with each stage being dlscrete This is not the case. I am
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* still learning to téach in some respects {such as every time I meet a new
group of studenis for the first time) and I am still learning teaching. In -

fact, Tam still learning about the subject matter that I have been teaching. .

for over twenty years! However, I believe I can identify an additional
chapter in my own story because I realize in retrospect that during my
learning teaching phase I was still laboring under the assumption that at
some point I could master teaching. Sure, there would always be some
new developments in the field, but for the most part, I thought I could -
" make room for them without upsetting. my practice verymuch. I was mis: .
taken, Ifinally came to realize that I could never master teaching. Practl-
-~ cally everything I needed to know, including my students, was always
changing.. o -
~ .Language, learning, teaching are dynamic, fluid, mutable processes.
There is nothing fixed about them (Larsen-Freeman 1997). I would char-
acterize my third stage then as just learning. This is not the willful learn-
ing of teaching, but the -egoless following of learning. Further, this
learning is not a gerundj this learning is'a participle. It is not something

.. that results-iiv a static product; it is-a-dynamic process. Learning: rrthis =

sense means beirg open to what comes, relating to it, and becoming dif-
ferent in its presence (Caleb Gattegno, personal communication). Andby
so doing, when Lam able to do it, I am learning all the time. R

T "*tiv.‘e_‘l;t“l‘*h*a:?e—ei‘s'eW’her‘e—s‘t‘ajtéd"thé‘f‘*téﬁ“(:‘kf_ing IS PErnaps

] et me restate that I am not being prescriptive. I am simply describing
my own experience, Different teachers no doubt have their own stories t0
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 each
" of our stories unfolds over our lifespans as teachers (Freeman and -
Richards 1993). And what seems to lead to the unfolding of the story is
an eagerness to want to teach better—to reach more students more effec- -~
best served by~
teachers’ cultivating an ‘attitude of inquiry® (Larsen-Freeman 2000). -
 Much is unknown about the teaching/learning process, and those teach- -
ers who approach it as a mystery to be solved (recognizing that 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 o | |
.'Thi_s, then, is i\‘F;fhatI hope this bo”oll(;ulltimafe[y accomplishes. By con-
~ fronting the diversity of methods in this book, and by viewing the¥
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__Ihave had th&g@gd fortune of speaking about various of-the ideas-dis

thought-in-action links, I hope that you will be helped to arrive at your
own conceptualization of how tnough‘t leads to actions in your teaching,

What I hope your reading of this booL has also done is challenged you to

identify your values, and to guestion them, perhaps leadmg to reaffirma-

tion, perhaps not. But teaching is not only thinking and holding certain
values; it is also action. I hope, therefore, that this book has encouraged

you to experimeént with new 1echn1qacQ—t0 try them, observe the conse-
guences, makeadjustments, and then to try themagain. -~ oo

In order to move from ideology to inquiry, teachers need to inquise into -

their practice. They need to reflect on what they do and why they do it
and need to be open to learning about the practices and research of oth-
ers. They need to interact with others, and need to try new practices in
order to continually search for or dewse the best method they can for who

they are, who their students are, and the conditions and context of their

teachmg It is to this quest that ] hope this book has in a small way con-
mbuted

AFK&EQWLEE FAENTS

-and how, in turn, your teaching leads to desired | iearning in-your students. - |

cussed in this chapter at many different times and o many different places in
the last decade. T am grateful to colleagues in the United States, Canada,
Brazil, Finland, Japan, Puerto Rico, France, Spain, Costa Rica, Egypt,
Greece, MCXiCO Thailand, Germany, Italy, the United Arab Emirates,
Australia, and Colombia for the opportunities they have provided me.
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To find out more about certain of the methods presented in this text, con-
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* . Educational Solutions Inc., 89 U;zi?fers;ity‘i?léce;ﬂoor—5, New York, New

York 10003-4555, USA
Desuggestopedia

International Association of Desuggestélogy, P'iOBox 132,1101 Vienna,

Austria
Community Language Learning

Counseling-Learning Institutes, 230 Edgewater Road, Flaor-2, Cliffside.... -

‘Total Physical Response

Sky Oaks Productions Inc., PO Box 11Q&L@sﬁaﬁ@&-C—aiifemia*?ﬁﬂﬁ";
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' Educators residing outside of the USA may wish to obtain the two-par:

video series entitled Language Teaching Methods from the United States
Information Agency. In its two 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 obtaina

Copy contact your local US embassy or consulate, or: : -

. Materials Development Branch
 Inglish Programs Division =~
- United States Information Agency

ECA/A/L, Room 304
Department of State

301, 4th Street SW
Washington, D.C. 20547
USA

This video is not available in the US




